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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 8" Volume 4™ last issue of Pegem
Journal of Education and Instruction (PEGEGOG) in 2018. | hope you could find time to have a rest after
your busy schedule. Initially, | want to thank you for the increasing interest for our journal.

There has been 54 articles sent for publication to our journal. I'm pleased to inform you in this issue
that the journal's h-index rose to 16. This is good news for our journal and country. 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
guantitative 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 six 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

vii



Editérden

Degerli bilgi Uretici ve tuketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2018 son sayisi olan 8. Cilt 4. Sayr’si ile sizlerle bir
kez daha beraber olmaktan duydugum mutlulugu paylasmak istiyorum. Yogun bir ¢calisma déneminin
ardindan umarim dinlenme firsati bulabiliyorsunuzdur. Oncelikli olarak dergimize olan ilginin siirekli
artmasi nedeniyle sizlere tesekkiir etmek isterim.

Dergimize bir dncesi sayinin yayimlanmasindan itibaren 54 makale basvurusu olmustur. Bu sayimizda
da dergimizin h-indeksinin 16'ya yikseldigini sizlere bildirmekten mutluluk duyarim. Bu, dergimiz ve
ilkemiz icin sevindirici bir haberdir. Ancak Gzilerek belirtmem gerekiyor ki, dnceki sayida belirttigimiz
gibi bu makalelerin bazilarinda format agisindan énemli sorunlar vardi. Oncelikle bircok yazarimizin
makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi nedeniyle tziilerek ret etmek
zorunda kaldik. Bize gelen tim makaleleri ilk 6nce I-thenticate programiyla diger kaynaklardan birebir
alintilari belirlemek igin tariyoruz. Bu tarama sonucunda yuksek oranda birebir alinti oldugu belirlenen
makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir akademik makale formatina
uymayan calismalari da hakemlerimizi bos yere yormamak adina geri geviriyoruz.

Dergimize yapilan basvurularda ret etmek zorunda kaldigimiz galismalarin bir kisminda gorilen
sorunlardan birisi de veri analiziyle ilgiliydi. Veri, arastirma amaclari dogrultusunda ilgili kaynaklardan
toplanan ham bilgilerdir. Bunlarin amaglar dogrultusunda analiz edilmesi gerekir. Veriler sayisal ise
istatistik teknikleri kullanarak nitel ise icerik analiz ya da betimsel analiz yontemleri gibi yontemlerle
analiz etmek gerekir. Analiz verilerin bulguya donismesini ve onlardan anlam gikarilmasini saglar.
Ozellikle belge analizi ve diger nitel calismalarin bazilarinda 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 6nce DOI
numarasi verdigimiz alti makaleyi siz degerli bilgi Ureticisi ve tiiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin gesitli alanlarinda yapilan bu ¢alismalarin yararli olmasini ve egitim uygulamalarina ve egitim
bilimleri alanindaki kuramsal bilgi birikimine katki yapmasini diliyor, gelecek sayida bulusmak dilegiyle en
icten saygilarimi sunuyorum.

Prof. Dr. Ahmet DOGANAY
Bas Editér
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This study aims to determine level of pre-service teachers’ classroom management
anxiety and variables predicting classroom management anxiety. The study is designed
following relational screening model. Research study group consists of 468 high school
students. Research data was collected via classroom management anxiety scale.
Descriptive analyses, t-test and multivariate regression analyses were used to analyse
data in this study. Classroom management anxieties of the education faculty students
and the pedagogical training certificate program students were found to be at similar
and low levels. It was identified in the study that classroom management, providing
motivation, facing unexpected situations and management of hard groups dimensions
varied significantly according to whether participants were students of education
faculty or students of certification program; providing motivation and professional
competence varied significantly according to participants’ bachelor’s degree programs.
It was determined in the study that dimensions apart from establishing positive
learning environment varied significantly according to gender; and perception of
professional competence, providing motivation and management of difficult groups
dimensions varied significantly according to whether participants had teaching
experience. In addition, it was observed that bachelor’s degree program, experience
and duration of experience together explained 18.00% of pre-service teachers’
classroom management anxiety.

Ogretmen adaylarinin sinif ydnetimi kaygi diizeyleri ve sinif yonetimi kaygisini
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Arastirmada, 6gretmen adaylarinin sinif yonetimi kaygi dlzeyini ve sinif yonetimi
kaygisini yordayan degiskenleri belirlemek amaglanmistir. Arastirma iliskisel tarama
modelindedir. Arastirmanin  g¢alisma grubunu 468 0Ogrenci olusturmaktadir.
Arastirmanin verileri sinif yonetme kaygisi 6lgegi ile toplanmistir. Arastirmada veriler,
betimleyici analizler, t-testi ve c¢ok degiskenli regresyon ile analiz edilmistir.
Arastirmada, egitim fakdiltesi ve pedagojik formasyon sertifika programi 6grencilerinin
sinif yonetimi kaygilarinin birbirine benzer ve disik duzeyde oldugu gorilmistr.
Katihmcilarin egitim fakiltesi ve sertifika programi 6grencisi olma durumuna sinif
yonetiminin motivasyonu saglama, beklenmedik durumlarla karsilasma ve zor
gruplarin yonetimi boyutlarinin; egitim aldiklari lisans programlarina gore ise,
motivasyonu saglama ve mesleki yeterlik boyutlarinin anlamh farklihk gosterdigi
saptanmistir. Cinsiyet agisindan olumlu 6grenme ortami olusturma disindaki diger
boyutlarin; 6gretmenlik deneyimi olup olmama durumuna gore ise mesleki yeterlik
algisi, motivasyonu saglama ve zor gruplarin yonetimi boyutlarinin anlamh fark
gosterdigi  belirlenmistir. Ayrica, 6gretmen adaylarinin sinif yonetimi kaygisinin
%18.00’inin boliim, deneyim ve deneyim siresi tarafindan agiklandigi gérilmiustar.
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Introduction

A teacher should mainly be able to remove obstacles hindering teaching and establish positive
atmosphere for providing his/her basic duty, namely teaching. Establishing such an environment in
classroom, however, is related to teacher’s sufficient knowledge in terms of classroom management and
his/her ability to use such information. That is, because classroom management is the process of
establishing and maintaining a suitable learning environment (Good & Brophy, 2000). Classroom
management covers efforts towards elimination of obstacles before teachers’ and students’ activities
and efforts towards regulating and executing of academic and administrative activities by teacher with a
view to establish targeted education in classroom. In this regard, beyond knowing just how to teach,
teacher should also know how to solve problems encountered in the course of education (Basar, 2001).
Teachers are expected to be both effective educators and effective managers; in addition to integrating
versatile, fast and unforeseen events simultaneously for the purpose of classroom objectives (Onder &
Karatas, 2016) and creating a harmony from different sounds just like a conductor does (Lemlech, 1999).
Therefore, classroom management is not an easy task, but it is among the most difficult duties for pre-
service teachers and beginner teachers who report that they feel unprepared for coping with this
difficulty (Evertson & Weinstein, 2006; Rieg, Paquette & Chen, 2007; Tasdan & Kantos, 2007). When
studies conducted on the subject are examined, it is apparent that this situation is a problem observed
around the world (Al-Zu’bi, 2013; Gal, 2006; Hammond Stoughton, 2007; Lewis, Romi, Qui, & Katz, 2005;
Ozturk, 2014; Ulvik, Smith & Helleve, 2009; Woodcock & Reupert, 2012). It is understood that
inexperienced teachers spend most of their energy and effort to control classroom and use around
50.00 % of education duration to organize in-class order (Jones, 2007). These teachers seem to perceive
classroom management as the most important source of anxiety (Evertson & Weinstein, 2006; Goyette,
Dore & Dion, 2001; Ingersoll & Smith, 2003; Jones & Jones, 2007; Lampadan, 2014; Morton, Vesco,
Williams & Awender, 1997; Vaezi & Fallah, 2011; Wagner, 2009; Zhai, Raver & Li-Grining, 2011).

Anxiety, in general, is the state of uneasiness, fear, and distress a person feels about a certain event
or situation (Isik, 1996). In this case, classroom management anxiety is considered as subjective fear that
teachers feel in classroom. This type of anxiety seems to be a situation in which teachers feel nervous,
troubled and non-relaxed for various issues towards managing a positive teaching and learning
environment. This anxiety may stem from a teacher’s personality trait, also from his/her lack of
knowledge about classroom management, lack of enough application experience and lack of field
knowledge (Oral, 2012). Lampadan (2014) has listed lack of self-confidence and experience among the
reasons of classroom management anxiety. Besides, pre-service teachers’ speculations regarding the
difficulty of classroom management and regarding the fact that teacher-student conflict is the main
source anxiety are also determinative in such anxieties (Morris-Rothschild & Brassard, 2006). Increase in
number of students and related experiences of learning difficulties mainly concern teachers who just
begin their profession (Wagner, 2009). Moreover, together with the modern understanding of
education, teachers may feel anxiety for classroom management since concepts of control and discipline
no longer include sitting still in a classroom, these concepts obtain new expansion, and self-
management takes the place of behavioral management. However, regardless of reasons, anxiety
towards any situation may hinder an individual’s real potential to turn into performance; that person
may become unable to perform what he/she could do; and eventually it may prevent complete
realization of target (Clceloglu, 2005). Therefore, classroom management anxiety may affect direction
and depth of teachers’ actions in classroom and may weaken him/her. Anxiety may result in lowering a
teacher’s performance, and a teacher may realize less than what he/she can normally do or achieve.
This case is among the reasons shown for teachers’ leaving the profession (Ingersoll & Smith, 2003) in
addition to affecting their performances negatively (Mishra & Yadav, 2013).

Determining pre-service teachers’ anxieties can be deemed significant considering the fact that
classroom management is prerequisite for qualified education, anxiety towards classroom management
affects educational process and inexperienced teachers’ anxieties towards this profession become more
prominent than class management. It is considered that future studies on this subject may shed light
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upon taking necessary measures in terms of lowering classroom management anxiety during pre-service
period. However, considering studies conducted on anxiety in the field literature, although pre-service
teachers’ professional anxieties are usually examined (Bozdam & Tasgin, 2011; Dilmag, 2010; Dogan &
Coban, 2009; Saban, Korkmaz & Akbasli, 2004; Tasgin, 2006; Timerdem, 2007), there are limited
number of studies directly examining classroom management anxieties (Morton et al. 1997; Oral, 2012).
Besides, it was observed that only classroom management anxieties among students of the Faculty of
Educational Sciences were examined. However, people who are not graduate of faculties of educational
sciences but have a pedagogical formation certificate can be appointed as a teacher in Turkey. In this
respect, this research is important in terms of both filling gap in the field literature and shedding light on
future studies.

In accordance with these reasons, the aim is to determine students’ classroom management
anxieties; whether classroom management anxiety varied according to program type, gender, bachelor's
degree program and teaching experience; and to identify variables predicting classroom management
anxiety. In line with this purpose, the following questions were tried to be answered:

1) What are the levels of pre-service teachers’ classroom management anxiety?

2) Do pre-service teachers’ classroom management anxieties vary according to their bachelor’s
degree program, gender and teaching experience?

3) Do dummy variables such as gender, bachelor’s degree program, experience, age, and the
duration of experience predict classroom management anxiety?

Method
Research Design

Relational survey model was employed in the study. Relational survey model aims to determine the
existence or degree of change among two or more variables (Karasar, 2009).

Study Group

Scale sampling technique, that is one of the purposeful sampling methods, was employed in the
study. Having taken the classroom management course was determined as a criterion. In this context,
students from the faculty of educational sciences and from pedagogical formation program who took
this course were included into the scope of this study. In the study, 504 students were accessed on
voluntary basis. However, analysis was carried out only on data from 468 students due to missing data.
Among these students; 235 of them were students from the faculty of education, and 233 of them were
students from pedagogical training certificate program. As for gender of the participants, 302 of
participants were women, 166 of them were men. In terms of degrees, 292 of them received training
from verbal bachelor’s degree programs (including social studies, literature, language, philosophy), 176
of them received training in science programs (science, mathematics, physics, chemistry). Among them,
75 of pre-service teachers worked as a teacher in public schools, training centers, or private schools. The
average teaching experience of pre-service teachers in this group was approximately 3.50 years.

Data Collection Tools

In the study, classroom management anxiety scale developed by Onder and Karatas (2016) was used.
The scale consists of 25 items. Three of the items in the scale are reversed. Consisting of five
dimensions, the scale has eleven items in its first dimension; four items each in the second and third
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dimensions; and three items each in the fourth and fifth dimensions. The scale was prepared in 5-point
Likert-type (Always 5- Never 1). The scale explained total variance by 54.14%. As a result of the
confirmatory factor analysis applied, fit index values of the model was found as RMSEA=.06, NFI=.91,
CFI=.95, IFI=.95, RFI=.91, GFI=.85 and RMR=.07. Chi-square value was found significant (x2=548.17,
df=265, p=.00). T values related to items was found significant. Cronbach alpha coefficient of the scale
was calculated as .84 for the first factor, .82 for the second factor, .77 for the third factor, .64 for the
third factor, .61 for the fifth factor and .89 for the scale in general.

In this study, Cronbach alpha value of scale sub-dimensions was calculated as .76, .82, .70, .63, .61
respectively and as .85 for the whole scale. When reliability analysis results for the scale are examined,
reliability value of the whole scale and its sub-dimensions can be said to be higher than acceptable level
(.60) (Kalayci, 2009). Reliability value in two sub dimensions closer to reference value was attributed to
scarcity of items in these dimensions. There were three items on both dimensions. In addition, although
Cronbach’s alpha reliability coefficient is suggested to be above .60, it is indicated that this limit can be
increased up to .50 (Altunisik, Coskun, Bayraktaroglu & Yildirim, 2010; Sipahi, Yurtkoru & Cinko, 2008).

Data Analysis

Descriptive analysis was conducted to determine pre-service teachers’ level of classroom
management anxiety in the study. Average ranges used for interpretation of descriptive findings were
obtained by means of Range Coefficient= Array Width/Applied Group formula, (Atilgan, 2006), score
range was determined as .80. Average range of 1.00-1.80 were interpreted as very low, range of 1.81-
2.60 as low, range of 2.61-3.40 as medium, range of 3.41-4.20 as high and range of 4.21-5.00 as very
high. In the study, t-test was used to analyse whether pre-service teachers’ classroom management
anxieties varied; and stepwise regression analysis was used to determine variables that predicted
classroom management anxiety. Stepwise regression method initially takes independent variable with
the highest correlation coefficient into equation together with dependent variable. In the next step,
variable with the highest partial correlation coefficient between dependent variable among remaining
variables is included in the equation. In this direction, all dependent variables are taken into equation
one by one; however, it is tested whether it is necessary to keep the latest variable entering into
equation at each step and whether it is necessary to keep variables before the latest variable in
equation, and unnecessary variables are removed from the model. A variable taken into equation at any
step may be removed from equation in one of the following steps (Simbuloglu & Akdag, 2007).

In the study, extreme values were controlled to ensure appropriateness of data before analyses. For
this purpose, z standard scores were calculated, and data exceeding +3.00 z value was considered to be
extreme values. In this respect, 36 extreme values were removed from data set. After data was
understood to be distributed normally (Kolmogorov-Smirnov>.05), scatter diagram was analysed to
understand whether data group provided regression analysis assumption, and the relationship was
found linear. Mahalanobis distance was used to test state of data being free from multivariate extreme
values. Mahalanobis limit value was determined using chi-square distribution table by considering .01
significance level. As a result of analyses, it was understood that there were no multivariate extreme
values. Following these processes, it was then checked whether there was multiple correlation between
predictor variables with a view to increase reliability of regression analysis, and multiple correlations
between independent variable were analysed. Correlation coefficient between independent variables
was found to be lower than .60 and VIF and Cl values were at an acceptable level (Tolerance values>.50,
VIF<10.00, CI<30.00). It was observed that the model did not contain autocorrelation (Durbin-
Watson=1.69) (Kalayci, 2009). Categorical predictor variables (gender, bachelor's degree program and
experience) were converted into artificial variables called as dummy variable that was produced as one
minus of the level number by keeping one of classification variable levels (Can, 2014). Continuous
variables were included into regression analysis with their original values. For the level of significance,
p<.05 value was accepted.
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Results
Level of Pre-service Teachers’ Classroom Management Anxiety

Findings on level of pre-service teachers’ classroom management anxiety are given in Table 1.

Table 1.
Level of Pre-Service Teachers’ Classroom Management Anxiety.

N Mean Sd
Classroom management anxiety 468 2.15 .52
Professional competence 468 2.38 .68
Providing motivation 468 2.12 .75
Facing unexpected situations 468 1.89 .75
Management of difficult groups 468 1.88 .78
Creating a positive learning environment 468 2.07 .82

Examining Table 1, it is apparent that averages of pre-service teachers’ level of anxiety towards
classroom management and sub-dimensions vary between (M=1.88) and (M=2.38). The highest average
belongs to professional competence dimension (M=2.38), and the lowest average belongs to
management of difficult groups dimension. When acquired average scores are evaluated according to
score ranges used in interpretation, it can be said that pre-service teachers’ classroom management
anxieties (1.81-2.60) are at low level.

Pre-Service Teachers’ Classroom Management Anxiety According to their Program Type

Findings related to level of pre-service teachers’ classroom management anxiety according to their
program types are given in Table 2.

Table 2.

Level of Classroom Management Anxiety According to Program Type.
Student type N Mean Sd t df p

Professional competence Faculty of Education 235 2.44 .65 1.64 466 .10
Formation 233 233 72

Providing motivation Faculty of Education 235 223 .73 339 466 .00
Formation 233 2.00 .75

Facing unexpected situations Faculty of Education 235 2.25 .78 -5.52 466 .00
Formation 233 271 .82

Management of difficult groups  Faculty of Education =~ 235 1.69 .58 -5.87 466 .00
Formation 233 194 .84

Creating positive learning env. Faculty of Education 235 192 68 1.21 466 .23
Formation 233 2.08 .86

When Table 2 is analysed, it can be seen that dimensions of classroom management such as
providing motivation (tue=3.39; p<.01), facing unexpected situations (tse=-5.52; p<.01) and
management of difficult groups (t(es=-5.87; p<.01) vary significantly according to being a student of
faculty of educational sciences or the certificate program. Considering average values, it is apparent that
students from faculty of educational sciences have higher level of anxiety in providing motivation
dimension, and students from pedagogical formation program have higher level of anxiety in
dimensions such as facing unexpected situations and management of difficult groups.

Level of Classroom Management Anxiety According to Gender

Findings related to level of pre-service teachers’ classroom management anxiety based on gender
are shown in Table 3.
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Table 3.

Level of Classroom Management Anxiety According to Gender.
Gender N Mean Sd t df p

Professional competence Female 302 2.45 .68 262 466 .01
Male 166 2.27 .68

Providing motivation Female 302 2.20 .72 3.08 466 .00
Male 166 1.97 .78

Facing unexpected situations Female 302 2.61 .96 4.07 466 .00
Male 166 2.25 .80

Management of difficult groups Female 302 1.94 72 212 466 .03
Male 166 1.79 .79

Creating positive learning env. Female 302 1.84 71 165 466 .10
Male 166 1.96 .88

Analyzing Table 3, it can be said that level of pre-service teachers’ classroom management anxiety
based on gender varies significantly in dimensions such as professional competence (t(4s=2.62; p<.05),
providing motivation (tue=3.08; p<.01), facing unexpected situations (tue=4.07; p<.01) and
management of difficult groups (tues=2.12; p<.05). Considering average values, female pre-service
teachers have higher levels of classroom management anxiety.

Level of Classroom Management Anxiety According to Teaching Experience

Findings related to level of pre-service teachers’ classroom management anxiety based on teaching
experience are shown in Table 4.

Table 4.

Level of Classroom Management Anxiety According to Teaching Experience.
Experience N Mean Sd t df p

Professional competence Yes 75 2.23 .80 -2.14 466 .03
No 393 2.41 .66

Providing motivation Yes 75 1.78 .56 -4.29 466 .00
No 393 2.18 .76

Facing unexpected situations Yes 75 2.36 .69 -1.27 466 .20
No 393 2.50 .96

Management of difficult groups Yes 75 2.05 .83 210 466 .04
No 393 1.85 73

Creating positive learning env. Yes 75 1.75 .81 158 466 .12
No 393 191 77

When Table 4 is analysed, it can be seen that level of participants’ classroom management anxiety
according to teaching experience varies significantly in dimensions such as professional competence
(tes)=-2.14; p<.05), providing motivation (tues=-4.29; p<.01) and management of difficult groups
(tes=2.10; p<.05). When average values are examined, it can be seen that pre-service teachers with
teaching experience have lower level of classroom management anxiety in dimensions such as
professional proficiency and providing motivation, and have higher level of anxiety in management of
difficult groups dimension.

Level of Classroom Management Anxiety According to Bachelor’s Degree Program

Findings of level of pre-service teachers’ classroom management anxiety according to their
bachelor's degree program are given in Table 5.
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Table 5.
Classroom Management Anxiety According to Bachelor’s Degree Program.
Bachelor’s Degree Program N Mean Sd t df p
Professional competence  Verbal 292 232 .67 -2.60 466 .01
Science 176 249 .70
Providing motivation Verbal 292 2.03 .76 -3.09 466 .00
Science 176 225 .72
Facing unexpected Verbal 292 2.50 98 0.68 466 .49
situations Science 176 2.44 82
Management of difficult Verbal 292 1.86 .72 -0.91 466 .36
groups Science 176 193 .79
Creating positive learning  Verbal 292 191 .84 -1.22 466 .22
env. Science 176 1.82 .65

When Table 5 is analysed, it can be seen that pre-service teachers’ classroom management anxieties
vary significantly according to their bachelor’s degree programs in dimensions such as professional
competence (tye6=-2.60; p<.05) and providing motivation (t(ss¢=-3.09; p<.01). When average values are
analysed, it is seen that pre-service teachers attending verbal bachelor’s degree programs have lower
levels of anxiety.

Findings Related to Predicting Classroom Management Anxiety

Results of the regression analysis conducted to examine variables that predict pre-service teachers’
classroom management anxieties are given in Table 6.

Table 6.

Regression Results Related to Classroom Management Anxiety.

Model B sd B t p F R R’

1 (Constant) 63.77 2.33 27.39 .00 491 .25 .07
Verbal department -6.80 3.07 -.25 -2.22 .03

2 (Constant) 92.48 12.96 7.14 .00 5.12 .36 13
Verbal department -7.48 3.00 -.28 -2.49 .02
Experience -28.71 12.76 -.25 -2.25 .03

3 (Constant) 102.41 13.57 7.55 .00 4.97 .42 .18
Verbal department -5.72 3.06 =21 -2.07 .04
Experience -36.97 13.11 -.33 -2.82 .01
Duration of exp. -.84 41 -.25 -2.05 .04

When Table 6 is analysed, it is seen that three different regression models have been obtained as a
result of multiple regression analysis on scores from classroom management anxiety scale. When R’
values of models are analysed, it is seen that variable of attending verbal bachelor’s degree program
explains pre-service teachers’ classroom management anxieties by 7.00% (F=4.91; p<.05). In the second
regression model, explained variance has increased from 7.00% to 13.00% after adding experience
variable to analysis (F=5.12; p<.05). Accordingly, experience variable can be said to constitute 6.00% of
the explained variance. In the third regression model, experience duration is added to the model, and
explained variance in classroom management anxiety has increased from 13.00% to 18.00% (F=4.97;
p<.05). Consequently, experience duration variable can be said to provide a 5.00% contribution to
explained variance in classroom management anxiety. Considering non-standardized coefficients (B) in
regression equation; it can be said that pre-service teachers with teaching experience and who attend
verbal bachelor’s degree programs such as social sciences, literature, language and philosophy have
lower levels of classroom management anxiety; teaching experience decreases classroom management
anxiety, and pre-service teachers have lower classroom management anxieties as duration of their
experience increases.
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Discussion, Conclusion & Implications

In the research, levels of pre-service teachers’ classroom management anxiety and variables
predicting these anxieties were examined. As a result of analyses, it was observed that pre-service
teachers had low level of classroom management anxieties. It was understood that pre-service teachers’
anxieties varied significantly according to being a student from faculty of educational sciences or from
pedagogical formation program in dimensions such as providing motivation, facing unexpected
situations and management of difficult groups. It was observed that students from faculty of
educational sciences had higher level of anxiety in providing motivation dimension, students from
formation program had higher level of anxiety in dimensions such as facing unexpected situations and
management of difficult groups. In addition, it was revealed that pre-service teachers varied according
to their state of having teaching experience in dimensions such as professional competence, providing
motivation and management of difficult groups, and participants with teaching experience had lower
level of anxiety in professional competence and providing motivation dimensions and higher level of
anxiety in management of difficult groups dimension compared to those without teaching experience.
Considering the distribution of teaching experience among pre-service teachers within the scope of this
research, it can be seen that students from faculty of educational sciences do not have any other
experiences related to teaching outside school experience practices. Some students (75) from the
pedagogical formation group worked for a certain period or still work in private teaching institutions and
schools. As a result, experiences gained in the field may not only strengthen teacher candidates in the
pedagogical formation group but also give experience about difficulty of classroom management.
Especially, pre-service teachers may gain experience when faced with an unpredictable situation, in
crowded classes or in classes where there are problem students referred as difficult groups, who require
long-lasting patience and are difficult to reach. In the literature, it is reported that many variables play
role in teachers’ professional anxieties, school and teaching experiences are seen as contributing factors
(Bullough, 1990; Geving, 2007; Montgomery & Rupp, 2005). It is reported that pre-service teachers’ and
teachers’ experiences obtained in terms of classroom management and their past practices can be
determinative in their attitudes and level of beliefs towards classroom management (Martin & Shoho,
2000). Hence, this situation is considered decisive in such research findings.

According to another survey finding, pre-service teachers’ classroom management anxieties
according to gender varied in favor of men in dimensions other than establishing positive learning
environment. In the related literature, it is emphasized that men are generally less concerned than
women (Plotnick, 2009). There are studies available in which female pre-service teachers are reported
to have higher levels of professional anxiety (Brember, Brown & Ralph, 2002; Dilmag, 2010; Punch &
Tuettemann, 1990; Saban et al. 2004; Tasgin, 2006; Tiumerdem, 2007). Higher anxiety among women
may be affected from the fact that men are more successful and optimistic in coping with stress (Aksag,
2004) and men perceive expressing their emotions as a deficiency (Sayar, Solmaz, Oztiirk, Ozer & Arikan,
2000). Therefore, as a result of social learning, norms and values, men might approach more secretive in
expressing the feeling of anxiety and female candidates might have higher levels of classroom
management anxiety.

In another finding of the study, it is revealed that pre-service teachers’ class management varies
significantly according to their bachelor’s degree programs in professional competence and providing
motivation dimensions, and pre-service teachers from science departments such as mathematics,
physics and chemistry have higher level of anxiety in these dimensions. Considering exam results such as
PISA and TEQG, it is seen that students’ average scores in physics, chemistry and mathematics are rather
low in Turkey (MEB, 2015; OECD, 2013). In Turkey, there is a widespread belief that these courses are
difficult. Usually, students report that they do not like these lessons and try to avoid these lessons
(Basar, Unal, & Yalgin, 2002; Isik, Ciltas & Bekdemir, 2008; incebacak & Ersoy, 2016; Kaya & Yildirim,
2014). Such data and pre-service teachers’ experiences during primary and secondary education may
create a perception that classroom management in these courses will be more difficult. As a reflection
of this situation, pre-service teachers attending scientific programs may have increased anxiety towards
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classroom management. Also in similar studies, it is determined that levels of professional anxiety
among pre-service teachers attending faculty of educational sciences vary depending on their bachelor’s
degree program (Bozdam & Tasgin, 2011, Dilmag, 2010). Although classroom management anxiety is not
examined directly in these studies, this finding of the study can be said to show consistency with the
field literature as an indication of change in anxiety level according to bachelor's degree program.

In the research, it is determined that bachelor’s degree program, teaching experience and duration
of experience are significant predictors of classroom management anxiety. These variables together
explain about 18.00% of classroom management anxiety. Teaching experience, duration of experience
and attending social sciences, literature, language and philosophy departments decrease pre-service
teachers’ classroom management anxiety. Lampadan (2014) also shows the lack of experience as the
source of classroom management anxiety. Oral (2012) has reported that school experience applications
applied towards acquiring professional experience are effective in decreasing pre-service teachers’
levels of classroom management anxiety. Experience allows pre-service teachers to gain knowledge and
experience about student behaviors in classroom, to learn about school and students closely and to put
theoretical knowledge obtained at university into practice. It can be said that this situation increases
students’ self-confidence in classroom management and reduces their anxiety towards classroom
management.

As a result, in the study, it is revealed that pre-service teachers may experience classroom
management anxiety because of various reasons. This situation may prevent teacher’s effective class
management. For this reason, it may useful to provide a solid theoretical knowledge to reduce pre-
service teachers’ classroom management anxieties through application activities that will allow them to
face real situations. Classroom management course can be carried out in connection with simulation
applications that will make pre-service teachers feel a real classroom environment and provide them
one-to-one experience. In addition, since teaching profession is a profession of practice, the duration of
teachers training programs may be increased to five years. The fifth year may be allocated to internship
as in medical schools. During internship, teacher candidates can be provided with experience in rural-
urban, advantageous-disadvantageous schools. To achieve the objectives, assessment during the
implementation process can be implemented. Evaluating results of this research, it should not be
forgotten that this study has some limitations, and findings should be evaluated accordingly. This study
is limited with students from a faculty of educational sciences and pedagogical formation program in
Turkey. This status may affect represent ability of the study. In addition, in the study, classroom
management anxiety was evaluated based on quantitative data. Therefore, in future studies, qualitative
and quantitative methods can be used together to assess this subject with a larger sample. With
longitudinal studies, how levels of pre-service teachers’ classroom management anxiety change could
also be explained.
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Tiirkce Suiriim

Giris

Ogretmenin en temel gérevi olan &grenmeyi saglayabilmesi, her seyden dnce &gretimi aksatacak
engelleri kaldirmasi ve olumlu sinif atmosferi olusturmasiyla alakalidir. Sinifta boyle bir ortamin
olusturulmasi ise, 6gretmenin sinif yonetimi agisindan yeterli bilgiye sahip olmasi ve bu bilgiyi
kullanabilme becerisinin bulunmasiyla ilgilidir. Clnki sinif yonetimi, uygun 06grenme ortamin
olusturulmasi ve sirdirilmesi surecidir (Good & Brophy, 2000). Sinif yonetimi, sinifta hedeflenen
Ogretimin olusmasi igcin 6gretmen ve O6grencilerin ¢alismasinin 6niindeki engellerin giderilmesi
O0gretmenin akademik ve idari etkinlikleri diizenlemesi ve ylrutmesi yonindeki cabalaridir. Bu bakimdan,
o6gretmenin sadece Ogretimi nasil yapacagini bilmesinin Otesinde, 6gretim esnasinda karsilasacagi
problemleri nasil ¢dzecegini de bilmesi gerekir (Basar, 2001). Ogretmenlerden etkili bir 6gretici olmanin
yaninda etkili bir ydnetici olmasi; ayni anda, ¢ok yonld, hizli ve dngérilemeyen olaylari sinifin amaclari
dogrultusunda bitiinlestirmesi (Onder & Karatas, 2016); tipki bir orkestra sefinin yaptigi gibi farkli
seslerden bir armoni olusturmasi (Lemlech, 1999) beklenir. Dolayisiyla sinif yonetimi kolay bir is degildir.
Bu nedenle 6zellikle aday ve meslege yeni baslayan 6gretmenler, zorluk yasadiklari islerinin en baginda
sinif yonetimini géstermekte ve bu zorlukla basa ¢ikmak icin hazirliksiz hissettiklerini bildirmektedirler
(Evertson & Weinstein, 2006; Rieg, Paquette & Chen, 2007; Tasdan & Kantos, 2007). Konuyla ilgili
yapilan arastirmalar incelendiginde, bu durumun diinya ¢apinda gériinen bir sorun oldugu gérilmektedir
(Al-Zu’bi, 2013; Gal, 2006; Hammond Stoughton, 2007; Lewis, Romi, Qui, & Katz, 2005; Oztiirk, 2014;
Ulvik, Smith & Helleve, 2009; Woodcock & Reupert, 2012). Deneyimsiz 6gretmenlerin enerji ve ¢abalarin
cogunu sinifi kontrol etmek icin harcadigi, 6gretim siirecinin yaklasik %50.00’sini sinif ici dlizeni saglamak
icin kullandig1 anlagiimaktadir (Jones, 2007). Onlarin sinif yénetimini en 6nemli kaygi verici sorun olarak
algiladigi gorilmektedir (Evertson & Weinstein, 2006; Goyette, Dore & Dion, 2001; Ingersoll & Smith,
2003; Jones & Jones, 2007; Lampadan, 2014; Morton, Vesco, Williams & Awender, 1997; Vaezi & Fallah,
2011; Wagner, 2009; Zhai, Raver & Li-Grining, 2011).

Kaygi, genel olarak belirli bir olay ya da durumla ilgili bireyin hissettigi huzursuzluk, korku, endise,
sikinti halidir (lstk, 1996). Bu durumda sinif yonetimi kaygisi, 6gretmenin sinif icinde bulundugunda
hissettigi 6znel korku olarak disiinilebilir. Ogretmenin olumlu bir dgrenme ve &gretme ortamini
yonetmek maksatli yaptigi ¢esitli konularda kendini gergin, sikintili ve rahat hissetmemesi durumu olarak
gorilebilir. Oral’a (2012) gore bu kaygi, 6gretmenin kisilik 6zelliginden kaynaklanabildigi gibi, sinif
yonetimi konusundaki bilgi eksikliginden, yeterli uygulama deneyimine sahip olmadigindan ve alan
bilgisindeki yetersizlikten kaynaklanabilir. Lampadan (2014), 6zgiiven ve deneyim eksikligini sinif
yonetimi kaygisinin nedenleri arasinda siralamistir. Ogretmen adayinin sinif yénetiminin zorluguna ve
o6gretmen-6grenci catismasinin en biyilk endise kaynagi olduguna dair duyumlari da bu yonli kaygilarda
belirleyici olabilmektedir (Morris-Rothschild & Brassard, 2006). Ogrenci sayilarinin artmasi, buna bagl
o6grenme zorluklarinin yasanmasi, ozellikle, meslege yeni baslayan 6gretmenleri kaygilandirmaktadir
(Wagner, 2009). Bunun yaninda, ¢agdas egitim anlayisiyla birlikte, denetim ve disiplin kavramlarinin
¢icek olun anlayisindan farkh bir agilima kavusmasi, davranis denetimi yerine 6zydnetimin 6ne ¢ikmasi
ogretmenleri sinif yonetimi baglaminda kaygilandirabilir. Ancak, sebebi ne olursa olsun her hangi bir
duruma yonelik kaygi kisinin gercek potansiyelinin performansa donismesini engelleyebilir;
yapabileceklerini yapamayacak hale getirebilir; hedeflerin tam anlamiyla gerceklesmesine mani olabilir
(Clceloglu, 2005). Dolayisiyla, sinif yonetimi kaygisi 6gretmenin sinif icindeki eylemlerinin yonina ve
derinligini etkileyerek onu giigsiizlestirebilir. Ogretmenin performansinin diismesine, yapabileceklerinin
veya basarabileceklerinin daha azini gergeklestirebilmesine yol agabilir. Bu durum, 6gretmenlerin
performanslarini olumsuz etkilemenin (Mishra & Yadav, 2013) yaninda, meslegi birakmalarinin nedenleri
arasinda da gosterilmektedir (Ingersoll & Smith, 2003).
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Kaliteli 6gretim igin sinif yonetiminin 6n sart oldugu, sinif yonetimine yonelik kayginin 6gretim
surecini etkiledigi ve deneyimsiz 6gretmenlerin meslege yonelik kaygilarinda sinif yénetiminin 6ne ¢iktigi
diistinlldigiinde, 6gretmen adaylarinin sinif ydonetimi kaygilarini saptamanin 6nemli oldugu soylenebilir.
Konuya yonelik yapilacak calismalarin hizmet oncesi donemde sinif yonetimi kaygilarinin azaltilmasi
baglaminda gerekli tedbirlerin alinmasina 1sik tutabilecegi disliniilmektedir. Ancak, ulusal alanyazinda
kaygi ile ilgili yapilan galismalara bakildiginda, genellikle 6gretmen adaylarinin mesleki kaygilarinin
incelendigi (Bozdam & Tasgin, 2011; Dilmag, 2010; Dogan & Coban, 2009; Saban, Korkmaz & Akbasli,
2004; Tasgin, 2006; Timerdem, 2007) sinif yonetimi kaygilarini dogrudan inceleyen arastirmalarin sinirli
sayida oldugu (Morton et al. 1997; Oral, 2012) gorilmektedir. Bu arastirmalarda da, sadece egitim
fakiltesi 6grencilerinin sinif yonetimi kaygilarinin incelendigi anlagilmaktadir. Oysa Tirkiye’de egitim
fakiltesi mezunu olmayip pedagojik formasyon sertifikasina sahip olanlar da 6gretmen olarak
atanabilmektedir. Bu acgidan, arastirmanin hem alanda eksik olan boslugu doldurmasi hem de yeni
arastirmalara 1sik tutmasi bakimindan énemli oldugu diisinilmektedir.

Aciklanan bu gerekgeler dogrultusunda, arastirmada 6grencilerinin sinif yonetimi kaygilarini
belirlemek, sinif yonetimi kaygisinin program tirQ, cinsiyet, bolim ve 6gretmenlik deneyimi agisindan
anlamli farklilik gosterip gostermedigi ve sinif yonetimi kaygisini yordayan degiskenleri tespit etmek
amagclanmistir. Bu amag dogrultusunda asagidaki sorulara yanit aranmigtir.

1) Ogretmen adaylarinin sinif yénetimi kaygi diizeyleri nasildir?

2) Program tirl, cinsiyet, bolim ve o6gretmenlik deneyimine gbre 6gretmen adaylarinin sinif
yonetimi kaygilari anlamli farklilasmakta midir?

3) Cinsiyet, bolim, deneyim, yas, ve deneyim siiresi gibi temsili degiskenler sinif yénetimi kaygisini
yordamakta midir?

Yontem
Aragtirmanin Deseni

Arastirmada iliskisel tarama modeli kullanilmistir. iliskisel tarama modeli, iki ya da daha ¢ok sayidaki
degisken arasinda birlikte degisim varligini veya derecesini belirlemeyi amacglamaktadir (Karasar, 2009).

Calisma Grubu

Arastirmada, amacli 6rnekleme ydntemlerinden 6lgiit rnekleme teknigi kullanilmistir. Olgiit olarak
sinif yonetimi dersini almis olmak belirlenmistir. Bu baglamda bir tiniversitede bu dersi almis olan egitim
fakdltesi ile pedagojik formasyon programi Ogrencileri calisma kapsamina alinmistir. Arastirmada
gonallalik esasina gore 504 6grenciye ulasiimistir. Ancak kayip veriler nedeniyle analizler 468 6grenci
verileri Gzerinde gerceklestirilmistir. Bu 6grencilerin; 235’i egitim fakultesi, 233’i pedagojik formasyon
sertifika programi 6grencisidir. Katiimcilarinin 302’si kadin, 166’s1 erkektir; 292’si s6zel (sosyal bilgiler,
edebiyat, dil, felsefe), 176’si sayisal (fen, matematik, fizik, kimya) programlarda egitim almistir.
Ogretmen adaylarinin 75, Ucretli 6gretmen olarak devlet okullarinda veya dershane ve &zel okulda
ogretmenlik yapmis ya da yapmaya devam etmektedir. Bu gruptaki 6gretmen adaylarinin ortalama
o0gretmenlik deneyimi siiresi yaklagik 3.50 yildir.

Veri Toplama Araci

Arastirmada, Onder ve Karatas (2016) tarafindan gelistirilen sinif ydnetme kaygisi 6lcegi
kullanilmistir. Olgek 25 maddeden olusmaktadir. Olgekte bulunan maddelerin tigii terstir. Bes boyuttan
olusan olgegin ilk boyutunda onbir, ikinci ve Ug¢lincli boyutunda dérder, dérdinci ve besinci boyutunda
icer madde yer almaktadir. Olgek 5’li Likert tipinde hazirlanmistir (Her zaman 5 - Hicbir zaman 1).
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Olgegin agikladigl toplam varyans %54.14’diir. Yapilan dogrulayici faktér analizi sonucunda elde edilen
modelin uyum indeksi degerleri RMSEA=.06, NFI=.91, CFI=.95, IFI=.95, RFI=.91, GFI=.85 ve RMR=.07
olarak bulunmustur. Ki-kare degerinin (x’=548.17, df=265, p=.00) anlamli oldugu goérulmustir.
Maddelere iliskin t degerlerinin tiimiiniin anlamli oldugu saptanmistir. Olgegin Cronbach alpha i¢ tutarhk
katsayisi birinci faktor icin .84, ikinci faktor icin .82, Uglincl faktor icin .77, dordiinch faktor icin .64,
besinci faktor icin .61 ve geneli icin .89 olarak hesaplanmistir.

Bu arastirmada olc¢egin alt boyutlarinin Cronbach alpha degeri sirasiyla .76, .82, .70, .63, .61, geneli
icin .84 olarak hesaplanmistir. Olgegin giivenirlik analizi sonuglari incelendiginde, dlcek geneli ve alt
boyutlarin givenilirlik degerinin kabul edilebilir (.60) diizeyin lzerinde oldugu séylenebilir (Kalayci,
2009). iki alt boyutun giivenirlik degerinin dnerilen referans degere yakin olmasi, bu boyutlardaki madde
sayisinin azhgina baglanmistir. Her iki boyutta da Gger madde bulunmaktadir. Ayrica, Cronbach alpha
glvenilirlik katsayisinin .60 Ustiinde olmasi Onerilse de bu sinirin .50'ye kadar c¢ekilebilecegi de
belirtiimektedir (Altunisik, Coskun, Bayraktaroglu & Yildirim, 2010; Sipahi, Yurtkoru & Cinko, 2008).

Verilerin Analizi

Arastirmada, Ogretmen adaylarinin sinif yonetimi kaygli diizeylerini belirlemek igin betimleyici
analizler yapilmistir. Betimleyici bulgularin yorumlanmasinda kullanilan ortalama araliklar, Aralk
Katsayisi=Dizi Genisligi/Yapilacak Grup Sayisi formuliinden faydalanilarak elde edilmis olup (Atilgan,
2006), puan aralig .80 olarak belirlenmistir. Ortalama araliklari 1.00-1.80 c¢ok dustk, 1.81-2.60 dustk,
2.61-3.40 orta, 3.41-4.20 yiiksek ve 4.21-5.00 ¢ok yiiksek seklinde yorumlanmistir. Ogretmen adaylarinin
sinif yonetimi kaygilarinin farklilasip farklilasmadiginin incelenmesinde t-testi, sinif yonetimi kaygisini
yordayan degiskenleri belirleyebilmek igin adim adim (stepwise) regresyon analizi kullaniimistir. Adim
adim regresyon yontemi, bagimh degiskenle en ylksek korelasyon katsayisina sahip bagimsiz degiskeni
ilk olarak denkleme alir. Sonraki adimda, kalan degiskenlerden bagimli degisken ile arasinda en ylksek
kismi korelasyon katsayisina sahip degisken denkleme dahil edilir. Bu dogrultuda tim bagimsiz
degiskenler denkleme tek tek alinir; ancak, her asamada denkleme son giren degiskenin modelde
kalmasina gerek olup olmadigi ve son giren degisken modelde iken Onceki degiskenlerin modelde
kalmasinin gerekli olup olmadigi sinanir ve gereksiz degiskenler modelden cikarilir. Denkleme her hangi
bir adimda alinan degisken sonraki adimlarin birinde denklem disi kalabilir (Siimbiloglu & Akdag, 2007).

Arastirmada analizlerden 6nce verilerin uygunlugunu saglamak icin ug¢ degerlere bakilmistir. Bu
amagla z standart puanlari hesaplanmis ve + 3.00 z degerini asan veriler u¢ deger kabul edilmistir. Bu
dogrultuda 36 ug deger veri setinden gikarilmistir. Verilerin normal dagildigi (Kolmogorov-Smirnov>.05)
anlasildiktan sonra veri grubunun regresyon analizi varsayimini saglayip saglayamadigini anlamak igin
sacllma diyagrami incelenmis ve iliskinin dogrusal oldugu gorilmistir. Verilerin cok degiskenli ug
degerlerden ariniklik durumu ise Mahalanobis uzakhgi ile test edilmistir. Mahalanobis sinir degeri, .01
anlamlilik diizeyi dikkate alinarak kay-kare dagihm tablosuna bakilarak belirlenmistir. Yapilan inceleme
sonucunda ¢ok degiskenli u¢ degerin bulunmadigi anlasilmistir. Bu islemlerin ardindan, regresyon
analizinin glivenirligini artirmak amaciyla yordayici degiskenler arasinda ¢oklu baglantilik olup olmadigi
kontrol edilmis ve bagimsiz degiskenler arasindaki ikili korelasyonlar incelenmistir. Bagimsiz degiskenler
arasindaki korelasyon katsayinin .60’in altinda oldugu ve tolerans, VIF ve Cl degerlerinin kabul edilebilir
diizeyde oldugu anlasiimistir (Tolerans degerleri>.50, VIF<10.00, CI<30.00). Modelde otokorelasyonun
olmadigi (Durbin-Watson=1.69) gorilmustir (Kalayci, 2009). Kategorik yordayici degiskenler (cinsiyet,
bolim ve deneyim) siniflama degisken dizeylerinden biri dista tutularak diizey sayisinin bir eksigi kadar
Uretilen temsili degisken olarak adlandirilan yapay degiskenlere dénustirialmustir (Can, 2014). Strekli
degiskenler ise orijinal degerleri ile regresyon analizine alinmistir. Anlamlilik diizeyinde p<.05 degeri
dikkate alinmistir.
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Bulgular

Ogretmen Adaylarinin Sinif Yénetme Kaygi Diizeyi

Ogretmen adaylarinin sinif yénetme kaygi diizeyine iliskin bulgular Tablo 1’de verilmistir.

Tablo 1.
Odgretmen Adaylarinin Sinif Yénetme Kaygi Diizeyi.

N Mean Sd
Sinif yonetimi kaygisi 468 2.15 .52
Mesleki yeterlik 468 2.38 .68
Motivasyonu saglama 468 2.12 .75
Beklenmedik durumlarla karsilagma 468 1.89 .75
Zor gruplarin yonetimi 468 1.88 .78
Olumlu 6grenme ortami olusturma 468 2.07 .82

Tablo 1 incelendiginde, 6gretmen adaylarinin sinif yonetimi ve alt boyutlara iliskin kaygi dizeyi
ortalamalarinin (M=1.88) ile (M=2.38) araliginda degistigi gorilmektedir. En ylksek ortalama mesleki
yeterlik (M=2.38) boyutuna, en diisiik ortalama zor gruplarin yénetimi boyutuna aittir (M=1.88). Elde
edilen ortalama puanlar, bulgulari yorumlamada kullanilan puan araliklarina gore degerlendirildiginde,
o6gretmen adaylarinin sinif yonetimi kaygilarinin disiik dizeyde (1.81-2.60) oldugu séylenebilir.

Ogretmen Adaylarinin Egitim Aldiklari Program Tiiriine Gore Sinif Yonetme Kaygi Diizeyi

Egitim alinan program tiriine gére 6gretmen adaylarinin sinif yonetme kaygi diizeyine iliskin bulgular
Tablo 2’de verilmistir.

Tablo 2.

Egitim Alinan Program Tiirline Gére Sinif Yonetme Kaygi Diizeyi.
Ogrenci tiirii N Mean Sd t df p

Mesleki yeterlik Egitim Fak. 235 244 65 1.64 466 .10
Formasyon 233 2.33 .72

Motivasyonu saglama Egitim Fak. 235 223 .73 3.39 466 .00
Formasyon 233 2.00 .75

Beklenmedik durumlarla karsilagma  Egitim Fak. 235 225 .78 -5.52 466 .00
Formasyon 233 2.71 .82

Zor gruplarin yonetimi Egitim Fak. 235 1.69 .58 -5.87 466 .00
Formasyon 233 1.94 .84

Olumlu 6grenme ortami olusturma  Egitim Fak. 235 192 68 1.21 466 .23

Formasyon 233 2.08 .86

Tablo 2 incelendiginde, egitim fakiltesi ve formasyon sertifika programi 6grencisi olma durumuna
gore, sinif yonetiminin motivasyonu saglama (tues=3.39; p<.01), beklenmedik durumlarla karsilasma
(taee=-5.52; p<.01) ve zor gruplarin yonetimi (te=-5.87; p<.01) boyutlarinin anlamh fark gosterdigi
gorilmustir. Ortalama degerleri dikkate alindiginda, motivasyonu saglama boyutunda egitim fakiiltesi,
beklenmedik durumlarla karsilasma ve zor gruplarin yonetimi boyutlarinda ise pedagojik formasyon
6grencilerinin kaygisinin daha yiksek oldugu gorilmektedir.

Cinsiyete Gore Sinif Yonetme Kayg Diizeyi

Cinsiyete gore ogretmen adaylarinin sinif yonetme kaygi diizeyine iliskin bulgular Tablo 3’te
verilmistir.
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Tablo 3.

Cinsiyete Gére Sinif Yénetme Kaygi Diizeyi.
Cinsiyet N Mean Sd t df p

Mesleki yeterlik Kadin 302 2.45 .68 262 466 .01
Erkek 166 2.27 .68

Motivasyonu saglama Kadin 302 2.20 .72 3.08 466 .00
Erkek 166 1.97 .78

Beklenmedik durumlarla karsilasma Kadin 302 2.61 .96 4.07 466 .00
Erkek 166 2.25 .80

Zor gruplarin yonetimi Kadin 302 1.94 72 212 466 .03
Erkek 166 1.79 .79

Olumlu 6grenme ortami olugturma Kadin 302 1.84 71 165 466 .10
Erkek 166 1.96 .88

Tablo 3 incelendiginde, 6gretmen adaylarinin cinsiyete gore sinif yonetimi kaygi diizeyinin, mesleki
yeterlik (tuee)=2.62; p<.05), motivasyonu saglama (t(4s=3.08; p<.01), beklenmedik durumlarla karsilasma
(t(ae6=4.07; p<.01) ve zor gruplarin yonetimi (tues=2.12; p<.05) boyutlarinda anlamli olarak farklilastigi
ve ortalama degerler dikkate alindiginda, kadin 6gretmen adaylarinin sinif yonetimi kaygisinin daha
yiksek oldugu séylenebilir.

Ogretmenlik Deneyimi Olma Durumuna Goére Sinif Yonetme Kaygi Diizeyi

Ogretmenlik deneyimi olma durumuna gére 6gretmen adaylarinin sinif yénetme kaygi diizeyine
iliskin bulgular Tablo 4’te verilmistir.

Tablo 4.

Ogretmenlik Deneyimi Olma Durumuna Gére Sinif Yénetme Kaygi Diizeyi.
Deneyim N_Mean Sd t df p

Mesleki yeterlik Evet 75 2.23 .80 -2.14 466 .03
Hayir 393 241 .66

Motivasyonu saglama Evet 75 1.78 .56 -429 466 .00
Hayir 393 2.18 .76

Beklenmedik durumlarla karsilagma Evet 75 2.36 .69 -1.27 466 .20
Hayir 393 2.50 .96

Zor gruplarin yonetimi Evet 75 2.05 .83 2.10 466 .04
Hayir 393 1.85 73

Olumlu 6grenme ortami olusturma Evet 75 1.75 .81 1.58 466 .12

Hayir 393 191 77

Tablo 4 incelendiginde; katilimcilarin 6gretmenlik deneyimi olma durumuna gore sinif yénetimi kaygi
diizeyinin mesleki yeterlik (te=-2.14; p<.05), motivasyonu saglama (te=-4.29; p<.01) ve zor gruplarin
yonetimi (te=2.10; p<.05) boyutlarinda anlamli olarak farkllastigi gériilmektedir. Ortalama degerler
incelendiginde, 6gretmenlik deneyimi olan 6gretmen adaylarinin mesleki yeterlik ve motivasyonu
saglama boyutlarinda daha disilk, zor gruplarin yonetimi boyutunda ise daha yiiksek sinif yonetimi
kaygisina sahip olduklari gérilmektedir.

Boliime Goére Sinif Yonetme Kaygi Diizeyi

Ogretmen adaylarinin bélime gdére sinif ydnetme kaygi dizeyine iliskin bulgular Tablo 5'te
verilmistir.
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Tablo 5.

Béliime Gére Sinif Yénetme Kaygi Diizeyi.
Boliim N Mean Sd t df p

Mesleki yeterlik Sozel 292 2.32 .67 -2.60 466 .01
Sayisal 176  2.49 .70

Motivasyonu saglama Sozel 292 2.03 .76 -3.09 466 .00
Sayisal 176  2.25 .72

Beklenmedik durumlarla karsilasma  Sézel 292 2.50 .98 0.68 466 .49
Sayisal 176 2.44 .82

Zor gruplarin yonetimi Sozel 292 1.86 .72 -0.91 466 .36
Sayisal 176 1.93 .79

Olumlu 6grenme ortami olusturma  Sozel 292 1.91 84 -1.22 466 22
Sayisal 176 1.82 .65

Tablo 5 incelendiginde, bdlime goére, mesleki yeterlik (t(65=-2.60; p<.05) ve motivasyonu saglama
(tae6)=-3.09; p<.01) boyutlarinda &gretmen adaylarinin sinif yénetimi kaygilarinin anlamli farkllastigi
gorilmektedir. Ortalama degerler incelendiginde bu boyutlarda, sézel bolimlerde egitim alan 6gretmen
adaylarinin daha dusik kaygiya sahip oldugu goriilmektedir.

Sinif Yonetme Kaygisinin Yordanmasina iliskin Bulgular

Ogretmen adaylarinin sinif yénetimi kaygilarini yordayan degiskenleri incelemek amaciyla yapilan
regresyon analizi sonuglari Tablo 6’da verilmistir.

Tablo 6.

Sinif Yénetme Kaygisiyla ilgili Regresyon Sonuglari.

Model B sd B t p F R R

1 (Constant) 63.77 2.33 27.39 .00 491 .25 .07
Sozel bolim -6.80 3.07 -.25 -2.22 .03

2 (Constant) 92.48 12.96 7.14 .00 5.12 .36 .13
Sozel bolim -7.48 3.00 -.28 -2.49 .02
Deneyim -28.71 12.76 -.25 -2.25 .03

3 (Constant) 102.41 13.57 7.55 .00 497 .42 .18
Sozel bolim -5.72 3.06 -.21 -2.07 .04
Deneyim -36.97 13.11 -.33 -2.82 .01
Deneyim suresi -.84 41 -.25 -2.05 .04

Tablo 6 incelendiginde, sinif ydnetme kaygisi 6lgeginin puanlarina iliskin adim adim c¢oklu regresyon
analizi sonucunda tic farkli regresyon modelinin elde edildigi goriilmektedir. Modellerin R® degerlerine
bakildiginda, egitim alinan bolimim sézel olmasi degiskeninin, 6gretmen adaylarinin sinif yonetimi
kaygisini agiklama oraninin %7.00 oldugu gériilmektedir (F=4.91; p<.05). ikinci regresyon modelinde,
deneyim degiskenin analize eklenmesi ile sinif yonetimi kaygisinda agiklanan varyans %7.00’den
%13.00’e ylkselmistir (F=5.12; p<.05). Buna gore deneyim degiskeninin agiklanan varyansa %6.00’lik bir
katki verdigi séylenebilir. Uglincli regresyon modelinde deneyim siiresi degiskeni modele eklenmis ve bu
degiskenin modele eklenmesi ile sinif yonetimi kaygisinda agiklanan varyans %13.00’ten %18.00’e
ylkselmistir (F=4.97; p<.05). Dolayisiyla deneyim siresi degiskeninin sinif yonetimi kaygisinda agiklanan
varyansa %5.00’lik bir katki verdigi soylenebilir. Regresyon denklemindeki standardize edilmemis (B)
katsayilar dikkate alindiginda; 6gretmenlik deneyimi olan ve sosyal bilgiler, edebiyat, dil, felsefe gibi
sozel bolimde egitim alan 6gretmen adaylarinin sinif yonetimi kaygilarinin daha dusidk oldugu,
ogretmenlik deneyiminin sinif yonetimi kaygisini azalttigi ve 6gretmenlik deneyimi slresi arttikga
o0gretmen adaylarinin sinif ydnetimi kaygilarinin dustugu soylenebilir.
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Tartisma, Sonug ve Oneriler

Arastirmada, 6gretmen adaylarinin sinif yoénetimi kaygi duzeyleri ve bu kaygilarini yordayan
degiskenler incelenmistir. Yapilan analizler sonucunda, 6gretmen adaylarinin sinif yénetimi kaygilarinin
disiik diizeyde oldugu gorilmustir. Ogretmen adaylarinin egitim fakiiltesi veya pedagojik formasyon
programi O6grenci olma durumuna gore sinif yonetimi kaygisinin motivasyonu saglama, beklenmedik
durumlarla karsilasma ve zor gruplarin yonetimi boyutlarinda anlamli farkhhk gosterdigi anlasilmistir.
Motivasyonu saglama boyutunda egitim fakiltesi, beklenmedik durumlarla karsilasma ve zor gruplarin
yonetimi boyutlarinda ise formasyon 6grencilerinin kaygilarinin daha yiksek oldugu gorilmustir. Ayrica,
o6gretmen adaylarinin 6gretmenlik deneyimi olup olmama durumuna gére mesleki yeterlik, motivasyonu
saglama ve zor gruplarin yonetimi boyutlarinin anlamli farklilastigi ve deneyimi olanlarin olmayanlara
gore mesleki yeterlik ve motivasyonu saglamada daha duslik, zor gruplarin yonetiminde daha ylksek
kaygiya sahip oldugu anlasiimistir. Arastirma kapsamindaki 6gretmen adaylarinin 6gretmenlik deneyimi
dagihmina bakildiginda, egitim fakultesi 6grencilerinin okul deneyimi uygulamalari disinda 6gretmenlikle
ilgili bir deneyiminin olmadig1 gérilmektedir. Formasyon grubundaki bazi 6grenciler (75) ise halen veya
gecmiste belli bir siire dershane ve okul gibi ortamlarda 6gretmenlik yapmistir. Dolayisiyla, sahada
kazanilan deneyimler, formasyon grubundaki 6gretmen adaylarini bir taraftan sinif yénetimi baglaminda
guglendirirken diger taraftan sinifi ydnetmenin kolay olmadigini deneyimleme olanagi vermis olabilir.
Ozellikle de 6ngérillemeyen bir durum ile karsilasildiginda, kalabalik siniflarda veya zor grup olarak
adlandirilan ulasilmasi gli¢, uzun soluklu sabir gosterilmesi gereken uyum sorunu olan 6grencilerin
oldugu siniflarda. Alanyazinda 6gretmenlerin mesleki kaygilarinda c¢ok sayida degiskenin rol oynadigi
bildirilmekle birlikte okul ve 6gretmenlik yasantilarinin bu duruma katki verdigi gérilmektedir (Bullough,
1990; Geving, 2007; Montgomery & Rupp, 2005). Ogretmen adaylarinin ve égretmenlerin sinif ydnetimi
baglaminda edindikleri tecriibelerin ve yaptiklari pratiklerin onlarin sinif yénetimine yonelik tutum ve
inang diizeylerinde belirleyici olabildigi bildiriimektedir (Martin & Shoho, 2000). Dolayisiyla, arastirma
bulgularinin bu yonli olmasinda bu durumun belirleyici oldugu distnilmektedir.

Arastirmanin bir baska bulgusuna gore, cinsiyet acisindan 6gretmen adaylarinin sinif yonetimi
kaygilari, olumlu 06grenme ortami olusturma disindaki boyutlarda erkekler lehine farklilasmistir.
Alanyazinda genel anlamda erkeklerin kadinlara gore daha az kaygih olduklar vurgulanmaktadir
(Plotnick, 2009). Kadin 6gretmen adaylarinin daha yiksek mesleki kaygiya sahip olduklarini belirten
arastirmalara rastlanmaktadir (Brember, Brown & Ralph, 2002; Dilmag, 2010; Punch & Tuettemann,
1990; Saban et al. 2004; Tasgin, 2006; Tumerdem, 2007). Kadinlarin daha kaygili olmasinda; erkeklerin
stresle basa ¢ikmada daha basarili ve iyimser olmasinin (Aksag, 2004), erkeklerde duygulari disa
vurmanin genellikle bir eksiklik olarak algilanmasinin (Sayar, Solmaz, Oztiirk, Ozer & Arikan, 2000) etkisi
olabilir. Dolayisiyla, toplumsal 6grenmenin, norm ve degerlerin bir sonucu olarak erkekler, kaygi
duygusunu disa vurumda daha ketum yaklasmis ve kadin adaylarinin sinif yénetimi kaygisi daha yiksek
cikmis olabilir.

Arastirmanin bir diger bulgusu, 6gretmen adaylarinin boliimlerine gére sinif yonetiminin mesleki
yeterlik, motivasyonu saglama boyutlarinin anlamh olarak farkhlastigi ve matematik, fizik, kimya gibi
sayisal bolumlerdeki 6gretmen adaylarinin bu boyutlarla ilgili sinif yonetimi kaygilarinin daha yuksek
oldugu anlagilmistir. TEOG, PISA gibi sinav sonuglarina bakildiginda, Turkiye’de 6grencilerin fizik, kimya
ve matematik gibi sayisal ders ortalamalarinin olduk¢a disiik oldugu goérilmektedir (MEB, 2015; OECD,
2013). Tarkiye’de bu derslerin zor olduguna dair yaygin bir kani bulunmaktadir. Genellikle 6grencilerin
bu dersleri sevmedikleri, korktuklari ve uzak durmaya calistiklari bildirilmektedir (Basar, Unal, & Yalgin,
2002; Isik, Ciltas & Bekdemir, 2008; incebacak & Ersoy, 2016; Kaya & Yildirim, 2014). Bu veriler ve
ilkogretim ile ortadgretim yillarindaki deneyimleri, 6gretmen adaylarinda bu derslerde sinifi yénetmenin
daha zor olacagi algisini olusturmus olabilir. Bu durumun bir yansimasi olarak da, sayisal bolimlerde
egitim alan 6gretmen adaylarinin sinif yonetimi kaygilari yikselmis olabilir. Benzer arastirmalarda da
egitim fakiltesinde okuyan 6gretmen adaylarinin mesleki kaygi diizeylerinin okumakta olduklari lisans
programina gore anlamh olarak farkhlastigi (Bozdam & Tasgin, 2011, Dilmag, 2010) saptanmistir. Bu
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arastirmalar dogrudan sinif yonetimi kaygisini incelemese de, boliime gore kaygi dizeyinin degistiginin
gostergesi olarak dusunilerek arastirmanin bu bulgusunun alanyazinla tutarllik gésterdigi sdylenebilir.

Arastirmada boélim, deneyim ve deneyim siiresinin sinif yonetimi kaygisinin anlamli yordayicisi
oldugu belirlenmistir. Bu degiskenler birlikte sinif ydnetimi kaygisinin yaklasik %18.00’ini agiklamaktadir.
Ogretmenlik deneyimi ve deneyim siiresinin uzunlugu ve sosyal bilgiler, edebiyat, dil, felsefe gibi
alanlarda egitim alma, 6gretmen adaylarinin sinif yonetimi kaygisini azaltmaktadir. Lampadan (2014) da,
deneyim eksikligini sinif yonetimi kaygisinin nedeni olarak gostermistir. Oral (2012) mesleki tecribe
kazanilmasi amaciyla yapilan okul deneyimi uygulamalarinin 6gretmen adaylarinin sinif yonetimi kaygi
dizeylerini azaltmada etkili oldugunu bildirmistir. Deneyim, 06gretmen adaylarinin sinifta
karsilasabilecegi 6grenci davranislari ile bu davraniglari yonetebilme siireci hakkinda bilgi ve deneyim
kazanmasi, okulu ve o&grenciyi yakindan tanimasi, Ulniversitede 6grenmis oldugu teorik bilgileri
uygulamaya aktarmasina izin verir. Bu durumun, 6grencinin sinif yonetimi konusunda kendine olan
glvenini artirdigl ve sinif yonetimi yoniindeki kaygisini azalttigi séylenebilir.

Sonug olarak arastirmada, aday 6gretmenlerin cesitli nedenlerden kaynakh sinif yonetimi kaygisi
yasayabilecekleri anlasilmaktadir. Bu durum, 6gretmenin etkili olarak sinifi ydonetmesini engelleyebilir.
Bu sebepten, lisans egitimlerinde 6gretmen adaylarinin sinif yénetimi kaygilarini azaltacak saglam bir
teorik bilginin yaninda gergek durumlarla karsilasmalarina firsatlar verecek uygulama faaliyetlerine yer
verilmesi faydali olabilir. Sinif yonetimi dersi, 6gretmen adaylarinin gergek bir sinifin iginde oldugunu
hissettirecek, birebir deneyim kazanmasini saglayacak simulasyon uygulamalariyla ylratilebilir. Ayrica
ogretmenlik meslegi uygulamaya yonelik bir meslek oldugundan, 6gretmen yetistirme programlarinin
siiresi bes yila cikarilabilir. Besinci yil, tip fakiiltelerinde oldugu gibi intdrnlige ayrilabilir. intérnliikte de
o6gretmen adayinin kdy-kent, avantajli-dezavantajli okullarda deneyim kazanmasi saglanabilir. Bu
uygulamanin amacina ulagsmasi adina, uygulama sireci de siirekli degerlendirilerek gelistirilebilir.

Arastirmanin sonuglari degerlendirilirken ¢alismanin bazi sinirliliklarinin oldugu unutulmamali ve
arastirma sonuglari bu kapsamda degerlendirilmelidir. Calisma, Tirkiye’deki bir devlet Gniversitesinin
egitim fakdltesi ve pedagojik formasyon sertifika programi 6grencileri ile sinirlidir. Bu durum, ¢alismanin
temsil edilebilirligini etkilemis olabilir. Ayrica, arastirmada sinif yonetimi kaygisi nicel verilere dayal
olarak degerlendirilmistir. Bu nedenle, yapilacak arastirmalarda daha biyik bir 6rneklemle nitel ve nicel
yontemler beraber kullanilarak konu degerlendirilebilir. Boylamsal arastirmalarla 6gretmen adaylarinin
sinif yonetimi kaygi diizeylerinin nasil degistigi incelenebilir.
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Introduction

Relationships that people establish with other people are influenced by many cognitive, emotional
and behavioral aspects. According to cognitive behavioral approaches, cognitive distortions are an
important factor in the emergence of non-functional emotions and behaviors (Beck, 2001). Beliefs about
relationships consist of thoughts about how people should be involved, their expectations from
relationships, and the way they perceive events (Sullivan & Schwebel, 1995). There are three important
components of cognitive distortions in interpersonal relationship. The first is "interpersonal rejection",
which indicates the negative view of people towards others, the negative consequences of which, if they
are close, are related and that there should be no closeness in relation to them. The second component
is the "unrealistic relationship expectation", which expresses high expectations and standards for both
the behavior of themselves and the behavior of others in their relationships. The third component is
"mind reading", which expresses the unrealistic estimation of emotions and thoughts in interpersonal
relationships (Hamamci & Biyikoztiirk, 2003). Relational cognitive distortions play an important role in
the social relations of individuals.

Interpersonal relationships are influenced by various factors. Peoples’ cognitions and perceptions
related with the relationship, feelings about relationship and conflict, personal needs and personal
relationship skills as well as some personal and cultural factors, the social and physical environment in
which people are engaged cause conflicts in the interpersonal relations of individuals (Dokmen,
1994). Some cognitive distortions include mold judgments and categorization, and there may be a
perceptual selectivity that exaggerates the similarities of the members of the categorized groups and
makes them not see their differences. It is thought that one of the social and cultural factors affecting
cognitive distortions in interpersonal relationships may be gendered approaches. In a study that deals
with cognitive distortions related to gender roles and relationships, gender roles are supportive of this
notion of reaching an equilibrium rather than an unreasonable belief in romantic associations (Ocal -
Yiiceol, 2016). As gender roles are over-categorized, the concept of gender as a different concept
from sex is the forefront.

Sexism is a concept that defines the existence of negative attitudes towards female gender in a male
dominated society and consequently the retention of women in social, cultural, political and economic
spheres as compared to men. Ambivalent sexism treats this discrimination as hostile sexism and
benevolent sexism. Hostile sexism means negative attitudes based on mistaken and strict
generalizations about women. In other words, hostile sexism, as a sexual
discrimination, includes perceiving women as weak persons than men and so that depend on
men. Benevolent sexism, even if it seems to include positive attitudes such as protecting, venerating and
loving women, actually, it includes moderate prejudice aimed to confirm the lower level of
women (Glick & Fiske, 1996). In hostile sexism, a direct sexual discrimination appears while benevolent
sexism shows an implicit discrimination. However, both approaches are reported to be harmful to the
woman (Sakalli - Ugurlu, 2002). For example, it appears that the effect of violent contradictory
sentimental sexism on women (Renzetti, Lynch & DeWall, 2015) suggests that in sexual offenses against
women, men have cognitive distortions that often try to justify the crimes they committed, and that
cognitive distortions are a factor in reducing the sense of guilt in sexual offenses
(Blumenthal, Gudjonsson, & Burns, 1999). The combination of hostile and benevolent sexism shows that
individuals perceive gender in contradictory sentiments (Alptekin, 2014). It is possible to say that
this conflict brings an inconsistent point of view to the individual and makes the individual more
susceptible to the use of cognitive distortions.

Everyday interactions with other people are often under the influence of the individual's personal
history, the past influences how individual perceives, treats and sense others (Andersen & Elizabeth,
2014). The most important figures of the past are, of course, the parents of the person. Parent-child
relationship in early childhood affects the individual's relationship with other people and psychological
harmony (Kapci & Kiigliker, 2006). In particular, it is reported that cognitive distortions in interpersonal
relationships are closely related to belief systems (Leung & Poon, 2001) and that beliefs of individuals
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relate to relationships with those who are important to the past (Hamamci, 2002). Particular importance
is attached to the relationship of the individual with his mother in early childhood. The attachment
theory that emerges in this framework is based on the work of Bowlby (1980), who argues that people
are motivated to create biologically secure relationships. Bowbly (1988) claims that the attachment of
the baby to the caregiver (mostly the mother) is critical and directs the individual to future expectations
and relationships.

Although the concept of attachment in adulthood changes and adults' attachment styles are
expressed in romantic relationships, early attachment styles can be re-experienced in new relationships.
For example, secure attachment developed for the mother or care-giver may positively affect new
relationships, whereas unsafe attachment may lead to negative expectations, nonfunctional
communication  styles, and cognitive  distortions towards others'  behaviors  (Shumaker,
Deutsch & Brenninkmeyer, 2010). For this reason, it is thought that cognitive distortions related to the
relationship may be affected by the attachment of the individual with the mother in particular.

On the other hand, the university period has a critical prescription for interpersonal relationships
because many permanent relationships are established in this period. The university period gains
importance as environmental factors are added to the developmental stage of the students and the
necessity of being in different environments.

In the review of the literature, no study examining the role of ambivalent sexism and attachment to
mothers in cognitive distortions in relationships has been found. In addition, an examination of the
relationship between cognitive distortions with sexism and attachment to the mother have important
implications in terms of both social and personal aspects of an individual in the psychological support
process. In this context, the aim of the study is to examine whether ambivalent sexism and attachment
to the mother in education faculty students predicted cognitive distortions in interpersonal relationship.
Within this content, answers to the following questions were searched:

1) Do the hostile sexism levels of participants predict their interpersonal cognitive distortions?
2) Do the protective sexism levels of participants predict their interpersonal cognitive distortions?

3) Do participants' attachment to the mother/protection levels predict interpersonal cognitive
distortions?

4) Do participants' attachment to the mother/interest/control levels predict interpersonal cognitive
distortions?

Method

Research Design

The present research was a survey research aimed to describe existence and/or extent of inter-
relationships between two or more variables (Karasar, 2002).

Study group:The study group of this research consisted of 349 students (228 female; 121 male)
studying seven different departments (Science Teaching, Mathematics Teaching, Pre-school Teaching,
Primary School Teaching, English Teaching, Turkish Teaching and Guidance and Psychological
Counseling) of the education faculty of a state university in the Mediterranean region during the
academic year 2015 - 2016. Population of the study consisted of 2358 education faculty students (1539
female, 819 male). Following purposive sampling technique, one class from each department was
selected randomly for study group. Study group was selected especially from faculty of education
because teachers are crucial for society in the avoidance of gaining prejudices and distorted cognition.
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Data Collection Tools

In this study, Interpersonal Cognitive Distortions Scale developed by Hamamci and Blyiikoztirk,
(2003); Ambivalent Sexism Scale developed by Glick and Fiske (1996) and adapted to Turkish by Sakalli-
Ugurlu (2002); Parental Bonding Instrument - Mother Form- developed by Parker, Tupling, and
Brown (1979) and adapted to Turkish by Kapgi and Kiigcliker (2006) and Personal Information Sheet
prepared to gather data related with demographic variables were used.

Interpersonal Cognitive Distortions Scale: Interpersonal Cognitive Distortions Scale developed
by Hamamci and Biyilkoztirk, (2003), is aimed to evaluate cognitive distortions exhibited by individuals
in interpersonal relationships. The scale consists of 19 items and the highest score from the scale is 95
and the lowest score is 19. The high score on the scale indicates that individuals have cognitive
distortions in their relationship. The scale contains three independent sub-dimensions, 'interpersonal
rejection’, 'unrealistic expectation of relationship' and 'reading mind'. Cronbach’s alpha internal
consistency coefficient and test-retest reliability were used to determine the reliability of the scale.
For scale total, Cronbach’s alpha was found to be .67. When examined separately for each sub-
dimension, Cronbach's alpha was .73 for the first subscale; .66 for the second and .49 for the third. The
test retest correlation coefficient of the scale is .74. In the present study, Cronbach’s alpha internal
consistency coefficient for total questionnaire was .79, and .73 for interpersonal rejection, .72 for
unrealistic expectation of relationship and .60 for reading mind.

Ambivalent Sexism Scale: Ambivalent Sexism Scale developed by Glick and Fiske (1996) and adapted
to Turkish by Sakalli-Ugurlu (2002). The scale consists of 22 items. It was observed that the scale
consisted of two factors in the construct validity study. These factors are called benevolent sexism and
hostile sexism. Cronbach’s alpha internal consistency coefficients of the scale were found to be .85 for
the whole scale, .87 for hostile sexism and .78 for benevolent sexism. The test-retest correlation of the
scale is .87. In the present study, Cronbach’s alpha internal consistency coefficient for whole scale was
.79, .64 for hostile sexism and .84 for benevolent sexism.

The Parental Bonding Instrument (Mother Form): The Parental Bonding Instrument (Mother Form)
developed by Parker et al. (1979) and was adapted to Turkish by Kapgi and Kigliker (2006). The
instrument is based on Bowlby's attachment theory. This scale retrospectively evaluates the relationship
pattern established with the parents of the individual. The original scale consists of two factors, 12 items
in scale of interest and 13 items in control / over protection dimension. However, in the Turkish
adaptation, control related items are collected in the interest dimension and this dimension is called the
care / control dimension. The second dimension includes items related to excessive control. Two
separate assessments are made by the individual for parents on the scale. The Cronbach’s alpha
coefficient for the total score of the mother form used in the scale was .87, for the overprotection
subscale was .70 and for the care / control subscale was .90. The test-retest correlation of the scale is
.90 and Split-half reliability coefficient is .70. In the present study, Cronbach’s alpha internal consistency
coefficient for whole scale was .83, .86 for the care / control subscale and .65 for overprotection
subscale.

Personal information sheet: Personal Information Sheet was prepared by the researchers consisting
of questions related to the demographic variables.

Data collection: For the instruments used in the research, permission was first obtained from those
who developed or adapted the measuring instruments. The measurement devices and the Personal
Information Sheet were administered to the volunteer education faculty students by the researchers in
the classroom setting. The practice lasted approximately 20 - 25 minutes.
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Data Analysis

The data analyses were carried out through the SPSS 22.00 software. In the analysis of the data, the
Pearson Moments Correlation Coefficient was used to determine the relationship between the variables
discussed in the study. A stepwise multiple linear regression analysis technique was used to examine
whether the variables used in the study predicted interpersonal cognitive distortions. The assumption of
stepwise multiple linear regression analysis were tested. The data were linear and there was no
multicollinearity problem.

Results

Pearson Moment Correlation Coefficient was used to examine the relationship
between Interpersonal Cognitive Distortions, Ambivalent Sexism's subscales (Hostile Sexism and
Benevolent Sexism) and The Parental Bonding Instrument's (PBI) subscales (Care/Control and
Overprotection) and the results obtained are given in Table 1.

Table 1.
Correlation between Interpersonal Cognitive Distortions and the Dimensions of Ambivalent Sexism and
the Dimensions of Mother Bonding.

Variables 1 2 3 4 5
1.Interpersonal Cognitive Distortions -

2. Hostile Sexism 397 -

3.Benevolent Sexism 24" 297 -

4. PBI (Overprotection) 227" -227 -12" -

5. PBI (Care /Control) -15" -.02 .08 16" -

*. Correlations are significant at .05 level (2-tailed).
** Correlations are significant at .01 level (2-tailed).

As shown in Table 1, there is a moderate significant positive correlation between interpersonal
cognitive distortions and the hostile sexism of the participants. Similarly, a weak significant positive
correlation between the interpersonal cognitive distortions and the benevolent sexism of the
participants was observed. A weak negative correlation was observed between Interpersonal Cognitive
Distortions and subscales of The Parental Bonding Instrument's (Mother Form) subscales (over
protective and care / control). That is, as the interpersonal cognitive distortions increase, the ambivalent
sexism also increases and the positive attachment to the mother decreases.

Stepwise Linear Regression Analysis was performed to determine whether the interpersonal
cognitive distortion is predicted by the subscales Ambivalent Sexism and The Parental Bonding
Instrument and the results are shown in Table 2.

Table 2.
Stepwise Linear Multiple Regression Analysis for interpersonal Cognitive Distortions Prediction.
Model Predictor Variables B Sh B t p R R’
1 Constant 39.07 1.87 20.89

H.S. .36 .05 .39 7.88 .00 .39 .15
2 PBI (O) -.49 13 -.19 -3.91 .00 .43 .19
3 B.S. 12 .05 12 2.38 .09 .45 .20
4 PBI (C/C) -.14 .05 -12 -2.55 .01 .47 22

R’= .22, Fipa0 = 23.66; p< .05

H.S.: Hostile Sexism,

PBI (O): The Parental Bonding Instrument (Over protective)
PBI (C/C) : The Parental Bonding Instrument (Care / Control)
B.S.: Benevolent Sexism
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In the Table 2, it is seen that the stepwise multiple linear regression analysis is completed in 4 steps.
In terms of variance explained, it is seen that the variables of hostile sexism, The Mother Bonding /
Overprotective dimension, benevolent sexism and Mother Bonding Care/ Control dimension are
significant predictors of Interpersonal Cognitive Distortions. In the first stage, only hostile sexism
accounts for 15.20% of the total variance (R = .39, R® = .15, p <.00). In the second phase, when the
Mother Bonding / Over-protecting dimension model was included, the variance explained increased to
18.80% (R = .43, R’ =.19; p <.00). In the third stage, when the Benevolent Sexism variable model was
included, the variance explained increased to 20.10% (R = .45, R? = .20; p <.00). In the fourth stage, when
the Bonding Mother’s Care / Control dimension was included in the model, the variance explained was
22.00%. (R =.47, R’ = .22; P <.00). As a result, the four-stage model accounts for 22.00% of the total
variance.

Discussion, Conclusion & Implementation

The aim of the study is to examine whether ambivalent sexism and attachment to the mother in
education faculty students predicted cognitive distortions in interpersonal relationship.

The results of the present study showed a significant moderate positive relationship between hostile
sexism and interpersonal cognitive distortions. That is, the more hostile sexism increase the more
interpersonal cognitive distortions increase. Linear stepwise multiple regression results indicated that
the most robust predictor of interpersonal cognitive distortions was hostile sexism (15.20%). This finding
is consistent with the claim that cognitive distortions include stereotyping and categorizing the people
and the members of categorized groups exaggerate the similarities and not noticing the difference
(Blum, 2004). Hostile sexism toward females may be related with the gender role socialization. Mahallik
(1999) pointed out that cognitive distortions related with the gender roles result from the fact that
behaviors are formed according to gender roles. Ocal-Yiiceol (2016) found out that irrational belief
toward romantic relationships decrease when gender roles are egalitarian. In the present study, it was
found that interpersonal cognitive distortions and hostile sexism correlate positively. This result seems
consistent with the Ocal-Yiiceol’s (2016) findings.

The second question of the study was “Do participants 'mothers' attachment levels predict
interpersonal cognitive distortions?” In the second step of the regression analysis, The Parental Bonding
Instrument-overprotection sub dimension predicted the interpersonal cognitive distortions. Both hostile
sexism and parental bonding overprotection dimension explained 19.00% of total variance.

And also, a weak but significant negative correlation existed between interpersonal cognitive
distortions and parental bonding overprotection dimension. Then it may be proposed that the cognitive
distortions increase, while positive attachment to the mother decreases. The research result of De Vries,
Hoeve, Stams and Asscher (2016) related with the parental bonding and cognitive distortions revealed
that cognitive distortions mediate parental bonding and aggressiveness. This result is consistent with the
findings of the present research.

In the third step of the regression analysis, benevolent sexism predicted the interpersonal cognitive
distortions. Hostile sexism, parental bonding extreme protection dimension and benevolent sexism
explained 20.00% of total variance. And also, a weak but significant positive correlation existed between
interpersonal cognitive distortions and benevolent sexism. This finding points out that sexism, even if it
is protective, indicates an untrustworthy behavioral schema.

Then, in the fourth step of the regression analysis, parental bonding care/control dimension
predicted the interpersonal cognitive distortions. Hostile sexism, parental bonding overprotection
dimension, benevolent sexism and parental bonding care/control dimension explained 22.00% of total
variance. Then, a weak but significant negative correlation existed between interpersonal cognitive
distortions and parental bonding care-control dimension. This finding means that when interest and
control of the mother decrease, cognitive distortions of the person increase. This result is parallel with
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the proposition that secure attachment (bonding) affect the other type of relationship positively and
unsecure attachment (bonding) affect the other type of relationship negatively in the life of individuals
(Shumaker, Deutsch &Brenninkmeyer, 2010). As a result, secure attachment (bonding) is an important
factor to explain interpersonal cognitive distortions.

In the present research, it is aimed to investigate the relationship between ambivalent sexism,
parental bonding and interpersonal cognitive distortions resulting significant problems in the
relationships. The research results showed a moderate positive relationship between interpersonal
cognitive distortions and ambivalent sexism, a weak significant negative relationship between
interpersonal cognitive distortions and parental bonding. In addition, the regression analysis showed
that hostile sexism, parental bonding extreme protection dimension, benevolent sexism and parental
bonding interest-control dimension predicted the interpersonal cognitive distortions.

As a conclusion, interpersonal cognitive distortions are affected by maternal attachment style and
sexism as a social norm. Especially, the relationship between interpersonal cognitive distortions and
both hostile and benevolent sexism remind that sexism itself as a cognitive distortion. It may be thought
that sexism is a reflection of collective cognitive distortion mechanism.

According to research results, some recommendations given below are made: The university
education must contain more gender related issues because sexism seems having a crucial role in
cognitive distortions resulting in dysfunctional feeling and behavior in personal relationships of
university students. Even if the awareness on sexism separately is not sufficient to contribute to the
subject, but it holds the hope for change. Decreasing hostile sexism may contribute to the solutions of
the gender related problems including the violence toward females. On the other hand, decreasing
benevolent sexism may prevent the negative perception of females as a passive organism. Efforts to
reduce sexism in every area, from everyday life to educational discourses and educational materials, will
have positive effects on the mental health of the individual and the community. On this basis, it is
thought that gender awareness courses need to be included in the curriculum of universities, and in
particular the educational faculties that play a role in reproducing education.

Cognitive distortions seem related with parental bonding negatively. So, parents may be educated
on child rearing or parenting style to nurture more healthy and unprejudiced individuals. In this
framework, it is necessary to raise awareness of parents in mental health and education studies. These
studies are expected to benefit from preventing and reducing cognitive distortions in relationships in
future generations.

The study had some limitations. One of the limitations of the present study was examining only
ambivalent sexism related with women to predict cognitive distortions. The reason was that the roles
attributed to men by means of gender norms of the society and approaches to masculinity constitute
another dimension of sexism and sexual discrimination. In this context, it is thought to be beneficial to
examine the effect of sexism toward males on cognitive distortions related with relationships. Another
limitation of the study was the limiting the sample to education faculty students. Within this respect, it
may be beneficial to conduct similar studies in different samples. Experimental studies may be
conducted to investigate the effect of psycho-educational activities to decrease sexism and cognitive
distortions.
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Tiirkce Suiriim

Giris

insanin diger insanlarla kurdugu iliskiler bilissel, duygusal ve davranissal bircok etmenden
etkilenmektedir. Bilissel davranis¢i yaklasimlara gore, bilissel ¢arpitmalar islevsel olmayan duygu ve
davranislarin ortaya cikmasinda dnemli bir faktérdiir (Beck, 2001). iliskilerle ilgili inanclar, kisilerin
iliskinin nasil olmasi gerektigi ile ilgili dislinceleri, iliskilerden beklentileri ve yasanilan olaylari algilama
tarzlarindan olusmaktadir (Sullivan & Schwebel, 1995). iliskilerde bilissel carpitmalarin ti¢ nemli bileseni
bulunmaktadir. Bunlar; insanlarin bagkalarina karsi olumsuz bakis agisini, iliskilerde yakin olunmasi
durumunda bunun doguracagi olumsuz sonuglari gésteren ve bu nedenle iligkilerde yakinhk kurulmamasi
gerektigini vurgulayan “yakinliktan kaginma”, kisilerin iliskilerinde hem kendi davranislarina hem de
baskalarinin davranislarina iliskin yiiksek beklenti ve standartlari ifade eden “gercekgi olmayan iliski
beklentisi” ve kisilerarasi iliskilerde duygu ve duslincelerin gercek¢i olmayan bir sekilde tahmin
edilmesini ifade eden “zihin okumay” icermektedir (Hamamci & Biyiikéztiirk, 2003). iliskilerle ilgili
bilissel carpitmalar, bireylerin sosyal iliskilerinde dnemli bir rol oynamaktadir.

Kisilerarasi iliskiler, cesitli faktérlerden etkilenmektedir. insanlarin iliskilerle ilgili bilisleri, algilari, iliski
ve catismayla ilgili duygular, kisisel gereksinimleri, iletisim yeteneklerinin yani sira bazi kisisel ve kiltirel
etmenler, icinde bulunulan sosyal ve fiziksel cevre de bireylerin kisilerarasi iliskilerinde catisma
yasamalarina neden olmaktadir (D6kmen, 1994). Bazi bilissel carpitmalar, kalip yargilari ve kategorize
etmeyi icermekte ve kategorize edilen gruplarin Gyelerinin benzerliklerini abartma ve farkhhklarini
gormemeye neden olan bir algida segicilik s6z konusu olabilmektedir. Kisilerarasi iliskilerde bilissel
carpitmalari etkileyen sosyal ve kiiltiirel etmenlerden birisinin de toplumsal cinsiyetgi yaklasimlar
olabilecegi dusunilmektedir. Cinsiyet rolleri ve iligkilerle ilgili bilissel ¢garpitmalari ele alan bir calismada,
cinsiyet rolleri esitlikci oldukga romantik iliskilere yonelik akilci olmayan inanglarin azaldigi bulgusuna
ulasiimasi (Ocal — Yiiceol, 2016) bu savi destekler niteliktedir. Cinsiyet rollerinin asiri kategorik hale
getirilmesi nedeniyle, cinsiyetten farkli bir kavram olarak, toplumsal cinsiyet kavrami 6n plana
cikmaktadir.

Toplumsal cinsiyetgilik, erkek egemen toplumda kadin cinsiyetine iliskin olumsuz tutumlarin varhg
ve bunun sonucunda kadinlarin sosyal, kiltirel, politik ve ekonomik alanlarda erkeklere gére daha geri
planda tutulmasini tanimlayan bir kavramdir. Celisik duygulu cinsiyetgilik ise bu ayrimciligi diismanca
cinsiyetcilik ve korumaci cinsiyetgilik olarak ele almaktadir. Dismanca cinsiyetgilik, kadinlarla ilgili
yanilgili ve kati genellemelere dayanan olumsuz tutumlari ifade etmektedir. Diger bir deyisle diismanca
cinsiyetcilik, kadinin erkege gore zayif ve erkege bagiml olarak algilanip disik seviyede gérilmesi yani
cinsiyet ayrimcihigina tabi olmasidir. Korumaci cinsiyetgilik ise kadinin korunmasi, yiceltilmesi ve
sevilmesi seklindeki olumlu tutumlari iceriyor gibi gériinse de aslinda kadinin erkege oranla daha disiik
seviyede oldugunu kanitlamaya hizmet eden daha ihml 6nyargilari icermektedir (Glick & Fiske, 1996).
Dismanca cinsiyetcilikte daha dogrudan bir cinsiyetgilik géze carparken korumaci cinsiyetcilikte bu
ayirim daha ortiktir. Fakat her iki yaklasimin da kadina zarar verici bir yoni oldugu bildirilmektedir
(Sakalli-Ugurlu, 2002). Ornegin kadina yonelik siddette celisik duygulu cinsiyetciligin etkisinin oldugu
(Renzetti, Lynch & De Wall, 2015), kadina karsi islenen cinsel suclarda erkeklerin genellikle isledikleri
suglari mesrulastirmaya calisan bilissel carpitmalara sahip olduklari ve bilissel ¢arpitmalarin cinsel
suglarda sugluluk duygusunu azaltan bir faktor oldugu belirtiimektedir (Blumenthal, Gudjonsson, &
Burns, 1999). Diismanca ve korumaci cinsiyetgiligin bir arada olusu, bireylerin gelisik duygular icerisinde
cinsiyeti algiladigini gostermektedir (Alptekin, 2014). Bu geliskinin ise bireye tutarli olmayan bir bakis
acisi getirdigini ve bireyi bilissel ¢arpitmalari kullanmaya daha yatkin hale getirdigini sdylemek
mimkiindir.
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Bagka kisilerle kurulan gunliik etkilesimler, cogunlukla bireyin kisilerarasi gegmisinin etkisi altindadir
ve bu gegmis bireyin diger insanlari nasil algiladigi, onlara nasil davrandigi ve kendini nasil hissettigini
etkilemektedir (Andersen & Elizabeth, 2014). Kisilerarasi gegmisin en énemli figiirleri ise kuskusuz kisinin
ebeveynleridir. Erken ¢ocukluk déneminde anne-baba cocuk iliskisi, bireyin diger insanlarla iliskisini ve
psikolojik uyumunu etkilemektedir (Kapci & Kiigiiker, 2006). Ozellikle iliskilerle ilgili bilissel carpitmalarin
yetistirilme tarzi ve inang sistemleriyle de yakindan iliskili oldugu (Leung & Poon, 2001) ve bireylerin
iliskilerle ilgili inanglarinin gec¢misteki 6nemli kisilerle yasanan iliskilere dayandigi belirtilmektedir
(Hamamci, 2002). Bireyin erken gocukluk déneminde 6zellikle annesiyle olan iliskisine 6zel bir 6nem
atfedilmektedir. Bu c¢ercevede ortaya cikan baglanma kurami, insanlarin biyolojik olarak givenligini
saglayan iliskiler yaratmak icin gidilendigini savunan Bowlby’nin (1980) ¢alismalarina dayanmaktadir.
Bowlby (1988), bebegin kendisine bakim veren kisiye (¢ogunlukla anne) baglanmasinin kritik 6nemde
oldugunu ve bireyin ilerideki beklentilerine ve iliskilerine yon verdigini savunmaktadir.

Her ne kadar yetiskinlikte baglanma kavrami degisiklik gosterse ve yetiskinlerin baglanma stillerinin
romantik iliskiler icinde olustugu dile getirilse de erken dénemde gelistirilen baglanma stilleri yeni
iliskilerde de yeniden deneyimlenebilmektedir. Ornegin anne veya bakim veren kisiye yénelik gelistirilen
givenli baglanma, yeni iliskileri olumlu olarak etkileyebilirken glivensiz baglanma ise bireyin iliskilerinde
baskalarinin davranislarina yonelik olumsuz beklentiler, fonksiyonel olmayan iletisim tarzlari ve biligsel
¢arpitmalara yol agabilmektedir (Shumaker, Deutsch & Brenninkmeyer, 2010). Bu nedenle iliskilerle ilgili
bilissel carpitmalarin  bireyin 6zellikle annesiyle olan baglanma iliskisinden etkilenebilecegi
dusinilmektedir.

Diger yandan, Universite donemi kisilerarasi iliskiler icin kritik 6neme sahip bir donemdir, ¢lnki
bircok kalici iliski bu dénemde kurulmaktadir. Ogrencilerin icinde bulunduklari gelisim asamasina, degisik
ortamlarda bulunma zorunlulugu c¢evresel faktoérler de eklenince Gniversite donemi ©6nem
kazanmaktadir.

Yurtici ve yurtdisi literatlr incelendiginde iliskilerle ilgili bilissel ¢arpitmalarda celisik duygulu
cinsiyetcilik ve anneye baglanmanin roliini inceleyen herhangi bir ¢alismaya rastlanmamistir. Ayrica,
iliskilerle ilgili bilissel carpitmalarin cinsiyetcilik ve anneye baglanma degiskenleriyle iliskisinin
incelenmesi, psikolojik yardim silirecinde bireyin hem toplumsal hem de bireysel yonleriyle ilgili veri
saglamasi agisindan énem tasimaktadir. Bu gcercevede, ¢alismanin amaci, egitim fakiltesi 6grencilerinde
celisik duygulu cinsiyetcilik ve anneye baglanmanin, iliskilerde bilissel c¢arpitmalari yordayip
yordamadigini incelemektir. Bu kapsamda asagidaki sorulara cevap aranmistir:

1) Katilimcilarin diismanca cinsiyetgilik diizeyleri iliskilerle ilgili bilissel garpitmalarini yordamakta
midir?

2) Katimcilarin korumaci cinsiyetgilik diizeyleri iliskilerle ilgili bilissel ¢arpitmalarini yordamakta
midir?

3) Katilimcilarin anneye baglanma/ koruma duizeyleri iliskilerle ilgili bilissel carpitmalarini yordamakta
midir?

Yontem

Arastirmanin Deseni

Bu arastirma genel tarama modellerinden iliskisel tarama modeline uygun olarak diizenlenmistir.
iliskisel tarama modelleri iki veya daha ok sayida degisken arasinda birlikte degisimin varligini ve/veya
derecesini belirlemeyi amaclayan arastirma modelleridir (Karasar, 2002).

Calisma grubu: Bu arastirmanin g¢alisma grubunu 2015 — 2016 egitim — 6gretim yilinda Akdeniz
bolgesindeki bir devlet Universitesinin egitim fakiltesindeki yedi farkli bolimde egitim géren (Fen Bilgisi,
ilkégretim Matematik, Okuléncesi, ilkégretim Sinif, ingilizce ve ilkégretim Tiirkce Ogretmenlikleri ve
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Rehberlik ve Psikolojik Danismanlk) 349 6grenci (228 kadin, 121 erkek) olusturmaktadir. Egitim
fakiltesinin 1539 kadin ve 819 erkek olmak Uzere toplam 2358 6grencisi bulunmaktadir. Boylece bu
arastirmanin ¢alisma evreni 2358 kisiden olusmaktadir. Her boliimden birer sinif segilerek ¢alisma grubu
olusturulmustur. Ogretmenlerin toplumda ényargilarin ve bilissel carpitmalarin olusmasinda belirleyici
bir rollerinin olmasi nedeniyle arastirma kapsamina sadece egitim fakiiltesi 6grencileri alinmistir.

Veri Toplama Araglari

Arastirma kapsaminda, veri toplama araci olarak iliskilerle ilgili Bilissel Carpitmalar Olgegi (Hamamci
ve Blyukoztirk, 2003), Glick ve Fiske (1996) tarafindan gelistirilen ve Sakalli-Ugurlu (2002) tarafindan
Tirkceye uyarlanan Celisik Duygulu Cinsiyetcilik Olcegi, Parker, Tupling ve Brown, (1979) tarafindan
gelistirilen ve Kapgi ve Kiigiiker (2006) tarafindan Tiirkce’ye uyarlanan Ana Babaya Baglanma Olgegi’'nin
“Anneye Baglanma” formu ve arastirmacilar tarafindan cinsiyet, bolim, sinif ve bunun gibi demografik
degiskenlerin 6lgilmesi amaciyla hazirlanan Kisisel Bilgi Formu kullanilmistir.

fliskilerle ilgili Bilissel Carpitmalar Olgedi: Hamamci ve Biyikoztiirk (2003) tarafindan gelistirilen
olgekte, bireylerin kisilerarasi iliskilerde sergiledikleri bilissel c¢arpitmalarin  degerlendirilmesi
amaglanmaktadir. Olcek 19 maddeden olusmaktadir ve dlgekten alinan en yiiksek puan 95, en disiik
puan 19’dur. Olcekten alinan yiiksek puan, bireylerin iliskilerle ilgili bilissel carpitmalara sahip olduklarini
gostermektedir. Olcek, ‘Yakinliktan Kagcinma’, ‘Gergekei Olmayan lligki Beklentisi’ ve ‘Zihin Okuma“ olmak
{izere birbirinden bagimsiz ii¢ alt boyutu icermektedir. Olgegin giivenirligini belirlemek icin Cronbach alfa
ic tutarlik katsayisi ve test-tekrar test yéntemleri kullaniimistir. Olgegin tiimi{ icin Cronbach alfa .67
olarak bulunmustur. Her bir alt boyut icin ayri ayri incelendiginde ise, Cronbach alfa birinci alt boyut igin
.73; ikincisi igin .66 ; Gglinclsu icin .49 olarak hesaplanmistir. Olgegin test tekrar test korelasyon katsayisi
.74'tir. Bu cgalismada ise olgegin tamami igin Cronbach alfa i¢ tutarliik katsayisi .79 olarak
hesaplanmistir. Cronbach alfa i¢ tutarlilik katsayisi Yakinliktan Kaginma boyutu icin .73; Gergekgi
Olmayan iliski Beklentisi alt boyutu icin .72 ve Zihin Okuma alt boyutu icin .60 olarak hesaplanmistir.

Celisik Duygulu Cinsiyetcilik Olgedi: Glick ve Fiske (1996) tarafindan gelistirilen ve Tirkge'ye
uyarlanmasi Sakalli- Ugurlu (2002) tarafindan yapilan dlcek 22 maddeden olusmaktadir. Yapi gecerliligi
calismasinda olgegin iki faktérden olustugu saptanmistir. Bu faktorler, korumaci cinsiyetcilik ve
diismanca cinsiyetcilik olarak adlandirilmistir. Olgegin Cronbach alfa i¢ tutarlik katsayilar tiim &lgek igin
.85, diismanca cinsiyetgilik igin .87 ve korumaci cinsiyetgilik icin .78 olarak bulunmustur. Olgegin test —
tekrar test korelasyonu ise .87’dir. Bu ¢alismada ise 6lgegin tamami icin Cronbach alfa i¢ tutarhlik sayisi.
79 olarak hesaplanmistir. Cronbach alfa i¢ tutarhlik sayisi Korumaci Cinsiyetgilik alt boyutu igin .64;
Dismanca Cinsiyetgilik alt boyutu igin ise .84 olarak hesaplanmistir.

Anne Babaya Baglanma Olgedi (anne formu): Parker ve arkadaslari (1979) tarafindan Bowlby’nin
baglanma kuramini temel alarak gelistirilen Olgek, Kapgi ve Kiclker (2006) tarafindan Tirkce'ye
uyarlanmistir. Bu 0Olgek, bireyin anne babasiyla kurulan iliski 6rtntlisini geriye donuk olarak
degerlendirmektedir. Orijinal 6lcek iki faktérden olusmakta 6lgegin ilgi boyutunda 12 ve kontrol/asiri
koruma boyutunda 13 madde olmak (zere toplam 25 maddesi bulunmaktadir. Ancak Tirkce
uyarlamasinda ise kontrol ile ilgili maddeler de ilgi boyutunda toplanmis ve bu boyut ilgi /kontrol boyutu
olarak adlandiniimistir. ikinci boyut ise asiri kontrol ile ilgili maddeleri igermektedir. Olcekte anne ve baba
icin birey tarafindan iki ayri degerlendirme yapilmaktadir. Olgcegin kullanilan anne formu toplam puani
icin Cronbach alfa degeri .87, asiri koruma alt boyutu icin .70 ve ilgi/kontrol alt boyutu icin .90’dir.
Olcegin test — tekrar test korelasyonu .90 iki yari icin hesaplanan giivenirlik katsayisi ise .70’tir. Bu
calismada ise 6lgegin tamami icin Cronbach alfa i¢ tutarhlik sayisi .83 olarak hesaplanmistir. Cronbach
alfa ic tutarlihk sayisi Korumaci ilgi/kontrol alt boyutu icin .86; Asiri Koruma alt boyutu igin ise .65 olarak
hesaplanmistir.
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Kisisel bilgi formu: Arastirmacilar tarafindan hazirlanan kisisel bilgi formu; demografik degiskenleri
belirlemeye yonelik sorulardan olusmaktadir.

Verilerin Toplanmasi: Olgme araglan icin dncelikle dlgme araglarini gelistiren veya uyarlayan
kisilerden izin alinmigtir. Olgme araclar ve Kisisel Bilgi Formu géniillii olan egitim fakiiltesi 6grencilerine
arastirmacilar tarafindan dersliklerde uygulanmistir. Uygulama yaklagik 20 — 25 dakika stirmustur.

Verilerin Analizi

Arastirma igin toplanan veriler bilgisayar ortamina aktarilmis ve veri analizleri SPSS 22.00 paket
programi araciligiyla gergeklestirilmistir. Verilerin analizinde ¢alisma kapsaminda ele alinan degiskenlerin
birbirleriyle iliskisini belirlemek icin Pearson Momentler Carpim Koreldsyon Katsayisi, ele alinan
degiskenlerin hem ayri ayri hem de toplu olarak iliskilerle ilgili bilissel carpitmalari ne kadar yordadigini
belirlemek icin asamal ¢oklu dogrusal regresyon analizi tekniginden yararlaniimistir. Asamali dogrusal
coklu regresyon analizinin sayiltilari test edilmis verilerin dogrusal oldugu ve ¢oklu dogrusal baglanti
problemi olmadigI gorilmustur.

Bulgular

Katiimcilarin, iliskilerle ilgili Bilissel Carpitmalari ile Celisik Duygulu Cinsiyetciligin alt boyutlari olan
Diismanca Cinsiyetgilik ve Korumaci Cinsiyetgilik, Anneye Baglanma Olcegi’nin alt boyutlari olan Anneye
Baglanma / Korumaci Boyut ve Anneye Baglanma / ilgi /Kontrol alt boyutlari arasindaki iliski Pearson
momentler ¢arpimi korelasyon katsayisi ile incelenmis ve elde edilen sonuglar Tablo 1’de verilmistir.

Tablo 1.
Celisik Duygulu Cinsiyetcilik ve Anneye Baglanma ile iliskilerde Bilissel Carpitmalar Arasindaki lliskiyi
Gosteren Koreldsyon Degerleri.

Degiskenler 1 2 3 4 5
1. iliskilerle ilgili Bilissel Carpitmalar -

2. Dismanca Cinsiyetgilik 39" -

3.Korumaci Cinsiyetgilik 24" 29”7 -

4. Anneye Baglanma(Korumaci) 227" -22" -12° -

5. Anneye Baglanma -15" -.02 .08 16" -

(ilgi /kontrol)

*. Korelasyonlar .05 diizeyinde anlamhdir (2-tailed).
** Korelasyonlar .01 diizeyinde anlamhdir (2-tailed).

Tablo 1 incelendiginde katihmcilarin iliskilerle ilgili bilissel carpitmalari ile c¢elisik duygulu
cinsiyetciligin dismanca cinsiyetcilik boyutu arasinda pozitif yonde ve orta dlizeyde, korumaci
cinsiyetcilik boyutunda ise pozitif yonde diisiik anlamli bir iliski oldugu gériilmektedir. iliskilerle ilgili
bilissel ¢carpitmalar ve anneye baglanma 6lgeginin alt boyutlari olan asiri korumaci ve ilgi /kontrol alt
boyutlari arasinda ise negatif yonde, diisik diizeyde ve anlamli bir iliski oldugu goériilmektedir. Yani
iliskilerle ilgili bilissel carpitmalar arttik¢a gelisik duygulu cinsiyetgilik de artmakta ve anneye olumlu
baglanma azalmaktadir.

iliskilerle ilgili bilissel carpitmalarin gelisik duygulu cinsiyetcilik ve anneye baglanma 6lgeklerinin alt
boyutlari ile yordanmasina iliskin asamali dogrusal regresyon analizi yapilmis ve sonuglari tablo 2’'de
gosterilmistir.
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Tablo 2.

iliskilerle ilgili Bilissel Carpitmalarin Yordanmasina iliskin Asamali Dogrusal Regresyon Analizi Tablosu.

Yordanan Model Yordayici B Sh B t p R R’

Degisken Degiskenler

iliskilerle Sabit 39.10 1.87 20.89

ilgili Bilissel 1 D.C. .36 .05 .390 7.88 .00 .39 .15

Carpitmalar 2 A.B.(K) -.49 .13 -.19 -3.91 .00 .43 .19
3 K.C. 12 .05 12 2.38 .02 .45 .20
4 A.B. (i/K) -.14 .05 -.12 -2.55 .01 A7 .22

Toplam: R*=.22, F(20) = 23.66; P< .05

DC: Dismanca Cinsiyetcgilik,

A. B.(K): Anneye Baglanma — Asiri Korumaci Boyut
A.B. (I.K.): Anneye Baglanma (ilgi/ Kontrol)

K.C: Korumaci Cinsiyetgilik

Tabloda asamal ¢oklu dogrusal regresyon analizinin 4 asamada tamamlandig ve varyansa katkilari
bakimindan diusmanca cinsiyetgilik, anneye baglama/korumaci boyut, korumaci cinsiyetgilik ve anneye
baglanma/ ilgi/kontrol boyutu degiskenlerinin iliskilerle ilgili Bilissel Carpitmalarin &nemli yordayicilari
oldugu gorilmektedir. Birinci asamada sadece dismanca cinsiyetgilik toplam varyansin % 15.20'ini
aciklamaktadir (R=.39, R’= .15, P<.00). ikinci asamada Anneye baglanma/korumaci boyut modele dahil
oldugunda aciklanan varyans % 19.00’a yukselmistir (R=.43, R’=.19; P<.00). Uciincii asamada korumaci
cinsiyetcilik degiskeni modele dahil oldugunda agiklanan varyans % 20.00’ye yiikselmistir (R=.45, R’=.20;
P<.00). Dérdinci asamada anneye baglanma/ ilgi/kontrol boyutu modele dahil edildiginde aciklanan
varyans % 22.00 olmustur. (R= .47, R’= .22; P<.00). Sonug olarak, dort agsamadan olusan model toplam
varyansin % 22.00’sini agiklamaktadir.

Tartisma, Sonug ve Oneriler

Bu calismada, arastirma grubunun celisik duygulu cinsiyetcilik duzeylerinin iliskilerle ilgili bilissel
carpitmalarini yordayip yordamadigi incelenmistir. Arastirma bulgulari, Dismanca Cinsiyetgilik degiskeni
ile iliskilerle ilgili Bilissel Carpitmalar arasinda pozitif yénlii, orta diizeyde ve anlamli bir iliski oldugunu
gostermistir. Diger bir deyisle Dismanca cinsiyetgilik arttikga iliskilerle ilgili bilissel ¢arpitmalarin da
arttig1 goriilmektedir. Arastirma kapsaminda yapilan asamali ¢oklu dogrusal regresyon analizinde biligsel
carpitmalar en yiksek diizeyde (% 15.20) yordayan degiskenin “Dismanca Cinsiyetgilik” degiskeni
oldugu goriilmektedir. Bu bulgu, bazi bilissel carpitmalarin, kalip yargilari ve kategorize etmeyi icerdigi ve
kategorize edilen gruplarin tiyelerinin benzerliklerini abartma ve farkliliklarini gormemeye neden olan bir
algida segiciligin s6z konusu oldugu (Blum, 2004) gériistiyle de uyumludur. Kadina yonelik diismanca
cinsiyetciligin, toplumsal cinsiyet rolleri ile de ilgili olabilecegi dustiniilmektedir. Mahallik (1999)
toplumsal cinsiyet rolleri ile ilgili bilissel ¢arpitmalarin gogunlukla davranislarin toplumsal cinsiyete gore
bicimlendirilmesinden kaynaklandigini belirtmektedir. Ocal — Yiiceol (2016) tarafindan yapilan bir
arastirmada, cinsiyet rolleri esitlikci oldukca romantik iliskilere yénelik akilci olmayan inanglarin azaldigi
bulgusuna ulasmistir. Bu calismanin bulgularina gore, diismanca cinsiyetgilik ile bilissel carpitmalarin
pozitif ydnde iliskili gériinmektedir. Bu bulgu Ocal — Yiiceol’un (2016) bulgulariyla tutarl gériinmektedir.

Arastirmanin ikinci sorusunda, arastirma grubunun anneye baglanma dizeylerinin iliskilerle ilgili
bilissel ¢arpitmalari ile iliskisinin de ortaya c¢ikarilmasi hedeflenmistir. Bu amagla yapilan regresyon
analizinin ikinci asamasinda Anneye Baglanma / Korumaci Boyut analize dahil edildiginde agiklanan
varyans % 19.00 olarak hesaplanmistir. Korelasyon analizinde ise iliskilerle ilgili bilissel ¢arpitmalar ve
anneye baglanma 6lgeginin asiri korumaci alt boyutu arasinda negatif yonde, disiik diizeyde ve anlamli
bir iliski oldugu goérilmektedir. Yani iliskilerle ilgili bilissel celiskiler arttik¢a, anneye olumlu baglanma
azalmaktadir. Ebeveyne baglanma ve bilissel carpitmalar ile ilgili literatiir incelendiginde De Vries,
Hoeve, Stams ve Asscher (2016) tarafindan yapilan bir arastirmada bilissel carpitmalarin ebeveyne
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baglanma ve dissallastirma problemleri (saldirganlik, vb.) arasinda aracilik rolii oynadigl bulgusuna
ulasilmistir. Bu bulgu arastirmamizin bulgularini desteklemektedir.

Uglincli asamada korumaci cinsiyetcilik degiskeni modele dahil oldugunda aciklanan varyansin %
20.00’ye yikseldigi gortlmektedir. Korumaci cinsiyetcilik ve iliskilerle ilgili bilissel carpitmalar arasinda
yapilan korelasyon analizinde iki degisken arasinda pozitif, disiik diizeyde ve anlamli bir iliski oldugu
saptanmistir. Bu veriler, cinsiyetcilik korumaci bir tarzda olsa dahi saglikh olmayan bir davranis semasina
isaret etmesi bakimindan 6nemlidir.

Dérdinci asamada ise anneye baglanma/ ilgi/kontrol boyutu modele dahil edildiginde agiklanan
varyans % 22.00 olarak hesaplanmistir. iliskilerle ilgili bilissel carpitmalar ve anneye baglanma /ilgi-
kontrol alt boyutu arasinda negatif yonde, dislik diizeyde ve anlamli bir iliski oldugu goriilmektedir. Yani
annenin ilgisi ve kontroli azaldiginda bireydeki bilissel carpitmalar artmaktadir. Bu bulgu, giivenli
baglanmanin bireyin hayatindaki diger iliskilerini de olumlu etkileyebilmesi ve glivensiz baglanmanin da
olumsuz etkileyebilmesi gorisiyle (Shumaker, Deutsch & Brenninkmeyer, 2010) paraleldir. Sonug
olarak, anneye olumlu baglanma iliskilerle ilgili bilissel carpitmalari agiklayan énemli bir faktor olarak
karsimiza ¢cikmaktadir.

Sonug

Bu calismada kisilerarasi iliskilerde 6nemli sorunlara yol agan faktorlerden biri olan iliskilerle ilgili
biligsel garpitmalarin gelisik duygulu cinsiyetgilik ve anneye baglanma degiskenleri ile iligkisi ve bu
degiskenler tarafindan yordanma derecesinin belirlenmesi amaglanmistir.

Yapilan analizler sonucunda iliskilerle ilgili bilissel ¢arpitmalar ile ¢elisik duygulu cinsiyetgilik arasinda
orta diizeyde ve pozitif yonli anlamli bir iliski oldugu, anneye baglanma ile ise dusik dizeyde ve negatif
yonli anlaml bir iliski oldugu sonucuna ulasiimistir. Ayrica yapilan regresyon analizinde celisik duygulu
cinsiyetciligin boyutlari olan diismanca ve korumaci cinsiyetgilik, anneye baglanmanin alt boyutlari olan
korumaci ve ilgi/kontrol boyutlarinin iliskilerle ilgili bilissel carpitmalari anlamli diizeyde yordadig
saptanmigtir.

Bu sonuglar, kisilerin iligkilerindeki bilissel ¢arpitmalarin hem kendi gegmisinde 6nemli figlir olan
annesiyle olan baglanma iliskisinden hem de toplumsal bir norm olarak dayatilan cinsiyetgilikten
etkilendigini gdstermesi agisindan énem tasimaktadir. Ozellikle hem diismanca cinsiyetciligin hem de
korumaci cinsiyetgiligin iliskilerle ilgili bilissel ¢arpitmalarla iliskili olmasi ve bu g¢arpitmalari yordamasi
arastirmanin cinsiyetgiligin kendisinin 6zlinde bir bilissel carpitma oldugunu dusindirtmektedir. Belki de
cinsiyetciligin kollektif bir bilissel carpitma mekanizmasinin bireylerdeki yansimasi olarak da ele alinmasi
mimkiindr.

Bu arastirmanin bulgularina dayali olarak bazi énerilerde bulunulmustur: Universite égrencilerinin
iliskilerinde islevsel olmayan duygu ve davranislarin ortaya ¢ikmasinda rol oynayan bilissel carpitmalarda
cinsiyetciligin 6nemli bir rol oynadigi g6z o6ninde bulundurularak toplumsal cinsiyete yonelik
bilinglendirme c¢alismalarina egitimde daha ¢ok yer verilmesi gerektigi disinulmektedir. Cinsiyetgilik
konusunda farkindalk kazanilmasi, tek basina yeterli olmasa da bu konuda olumlu bir degisim umudunu
icinde barindirmaktadir. Dismanca cinsiyetgiligin azaltilmasinin kadina yonelik siddet de dahil olmak
lizere toplumsal cinsiyetten kaynakli sorunlarin ¢éziimiine katki sunacagi distiniilmektedir. Korumaci
cinsiyetgiligin azaltilmasi ise kadinlarin pasif ve edilgen olarak kabul edilmesinin éniine gegmeye katkida
bulunabilecek bir faktordir. Gunlik yasamdan egitimde kullanilan sdylemlere ve egitim materyallerine
kadar her alanda cinsiyetciligi azaltmaya yonelik calismalar yapmak bireyin ve toplumun ruh sagligina
olumlu etkiler yapacaktir. Bu temelde, toplumsal cinsiyet farkindaligina yonelik derslerin genel olarak
Gniversitelerin 6zelde ise egitimi yeniden Uretme islevi olan egitim fakiltelerinin mifredatinda yer
almasi gerektigi disiinilmektedir.

Anneye baglanma iliskilerle ilgili bilissel carpitmalar ile negatif yonde iliskili gériinmektedir. Buna
bagli olarak ailelerin daha saghkh ve onyargisiz ¢ocuklar yetistirme konusunda egitilmeleri gerektigi
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soylenebilir. Bu gercevede ruh saghgi ve egitimde yapilan ¢calismalarda ebeveynlerin bilinglendirilmesinin
gerekliligi ortaya ¢ikmaktadir. Bu calismalarin gelecek kusaklarda, iligkilerdeki biligsel g¢arpitmalari
Oonleme ve azaltma konusunda fayda saglayacagi diistiniimektedir.

Bu calismanin bazi sinirliliklari bulunmaktadir. ilk olarak, iliskilerde bilissel carpitmalari yordamada
sadece kadinlara iliskin gelisik duygulu cinsiyetgiligin etkisinin incelenmesidir. Ciinkii toplumun cinsiyet
normlarinin erkege yikledigi roller ve erkeklige yonelik yaklasimlar da cinsiyetgiligin diger bir boyutunu
olusturmaktadir. Bu cercevede erkeklere yonelik cinsiyetci tutumlarin da iliskilerle ilgili bilissel
carpitmalar Uzerindeki etkisinin incelenmesinin yararh olacagl distnilmektedir. Calismanin bir diger
sinirliligr ise egitim fakiiltesi 6grencileri ile sinirh olmasidir. Bu temelde benzer arastirmalarin farkli
gruplarda da tekrarlanmasinin yararh olacagi dusiintilmektedir. Yine cinsiyetgiligi ve biligsel carpitmalari
azaltmaya yonelik psiko - egitim calismalarin etkilerinin incelendigi ¢alismalarin yapilmasinin yararl
olacagi disiinilmektedir.

Bilgilendirme

Bu galisma, 31 Mayis — 03 Haziran 2016 Tarihinde yapilan 3.Uluslararasi Avrasya Egitim Arastirmalari
Kongresi'nde s6zli bildiri olarak sunulmustur.
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Introduction
‘Education is not the filling of a pail, but the lighting of a fire’.
William Butler Yeats

Throughout the world, policymakers, educators, and the researchers seek ways to create the school
models that promote success, and enhance the learning and the performance of all children. For schools
to have ideal qualifications, the school community makes a commitment that all students should
wishfully come to the school and the teachers and other staff will work compatibly. What do the
students really think about the schools that they must attend for so many hours every week?

Socio-political movements, new technologies and trends, as well as the growing awareness, make
individuals better learners and these rudiments force the schools to adapt new developments, and to
transform the ideal schools (Baker, 2012). Concerning these improvements, further changes are
required in both mind-sets and the practices to improve all students’ capacity and ensure more active
involvement in their education process (Simmons, Graham, & Thomas, 2015). The concerns of the
international organizations such as OECD and the UNICEF about the students’ wellbeing in world-wide
cause to monitor closely the students ‘wellbeing and the educational capacity in the countries, and so
the increasing number of countries reflect their performances in their reports through a range of
wellbeing indicators (Adamson, 2013; Schleicher, 2015).

In recent years, based on the production-oriented approach, the success of the education systems
are assessed depending on the schools’ academic performance, so it is focused on the academic success
of students rather than the requirements of them (Cheesman, Simpson, & Wint, 2006; Haahr, 2005;
Marcotte & Hemelt, 2007; Sisman, 2010; Wenglinsky, 2001). Although the society and the views on
education have changed and the traditional functions of schools have been questioned, the aim of the
education is still now to prepare children for adult life in the future (Kangas, 2010). Whereas, Dewey
(2012) emphasises that the education is a living process, and it is not to prepare the children for the life,
in future. At the same way, Riley (2004) states that education in schools should be practical and
applicable for the current life because students do not just prepare for the life in future, they live at the
time as well.

The school operates as an important social environment in which students share their beliefs, norms,
values, and the fears, so the school has an important effect on students’ social, cultural, and
professional improvement (Cerit, 2006; Demir, 2007). The most fundamental problem for education
systems is lack of an inclusive ‘school and educational theory’ to explain ‘the education of the future’
(Gzdemir & Akkaya, 2013). Therefore, at the beginning of the 21* century, education reformers and
policymakers display an eager attitude to propose and implement various school reform measures in
order to put into practice their ideal school visions (Su, Adams, & Mininberg, 2003). Actually, in the near
future, educational institutions at all levels will become the ideal learning centres in which knowledge is
created and disseminated to improve people's life quality (Aydin, 2015).

The ideal school is defined as the school that focuses more on the interests and the potentials of
each individual student and allows students to apply what they learn to their life (Burke & Grosvernor,
2004; Pirotta, 2016; Riley, 2004). Additionally, the ideal school is defined as a place that enhances
learners' ability and school satisfaction by ensuring various experiences such as entertaining, reassuring,
and creative learning activities (Simmons, Graham, & Thomas, 2015). In other words, in ideal schools,
students are treated as a whole and the priority is the overall improvement of students. Similarly,
Bursalioglu (2002) states that the ideal school is a place that reduces the factors negatively affecting
physical and mental development of students, keeps them as a safe institution, and educates them via
edutainment.

In Turkey, it can be said that studies on ideal schools are very limited. In previous studies (e.g. Arikan &
Sari, 2016; Cerit, 2006; Demir, 2007; Dogan, 2014; Ogurlu, Opengin, & Hizli, 2015; Saban, 2008; Toker-
Gokce & Bilbul, 2014; Tulunay-Ates, 2016), it is focused on the ‘school concept’ and ‘school
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environment’ considering metaphoric perceptions of the students. In recent years, national and
international studies about the ideal school have gained momentum (e.g. Burke & Grosvernor, 2004;
Davis, 2012; Kangas, 2010; Leshem, Zion, & Friedman, 2015; Ozdemir & Akkaya, 2013; Pirotta, 2016;
Riley, 2004; Simmons, Graham, & Thomas, 2015; Su, Adams, & Mininberg, 2003; Williams & Hanke,
2007). When these studies are examined in detail, it is seen that the researchers focus on different
dimensions of the ideal schools. For example, Kangas (2010) evaluates the ideal schools in four
dimensions such as ‘physical well-being, and environmental comfort’, ‘educational, and cultural well-
being’, ‘socio-emotional well-being, and joy of learning’, and ‘fantasy and innovations’. Similarly,
Leshem, Zion and Friedman (2015), specify four dimensions of ideal schools such as ‘values’, ‘teaching
and learning’, ‘vision’, and ‘relationships’. Su, Adams and Mininberg (2003) argue that the ideal schools
have three dimensions such as ‘education purposes’, ‘schooling goals’, and ‘responsibilities of
principals’. Davis (2012), suggests that an ideal school should provide ‘ecological flourishing’,
‘egalitarianism’, ‘objections and replies’, and ‘wisdom’. Simmons, Graham and Thomas (2015)
emphasize the dimensions such as ‘pedagogy’, ‘school environment’, ‘relationships’, and ‘opportunities’
for ideal schools. In studies, conducted by William and Hanke (2007), and Pirotta (2016) the ideal school
has four dimensions such as ‘school’, ‘classroom’, ‘children’, and ‘adults’. Riley (2004), specifies the
aspects of the ideal school such as ‘relevant’, ‘student-focused’, ‘standards- driven’, ‘relationship-
building’, ‘a safe haven for learning’, ‘integrative’, ‘challenging’, ‘a model for lifelong learning’, ‘full
passionate of teachers and administrators’, and ‘flexible’. Consequently, it can be understood that these
four aspects emerged as the four common dimensions respectively: curriculum, management structure,
communication between students, and teacher competences. Therefore, in current study the data
collection tool was developed based on these four dimensions. In this study, it was aimed to determine
prospective teachers’ opinions related to the ‘ideal school’. For this purpose, the following questions
were sought:

1. What are the prospective teachers’ opinions related to the ideal school?

2. What is the priority level of the prospective teachers' views on the ideal school?

Method

The qualitative research design was used in this study. The qualitative research designs are used to
obtain comprehensive knowledge about a topic (Denzin & Lincoln, 2005; Marshall & Rossman, 2006;
Patton, 2014; Singh, 2007).

Research Design

This study was planned in the case study design which is one of the qualitative research methods.
The case study allows an investigation to retain holistic and meaningful characteristics of real-life
events, and enables researchers to closely examine the data within a specific context (Creswell, 2015;
Fidel, 1984; Yin, 2003; Zainal, 2007). In this study, a holistic single case design was used. Holistic single-
case patterns can be used in fields where three cases exist. In single case patterns, as the name implies
there is a single analysis unit (an individual, an institution, a program, a school, etc.) (Yildirm & Simsek,
2013). It was considered that the prospective teachers have an opportunity to observe schools during
the ‘school experience’ courses. In addition, they have also experienced the school life personally in the
‘teaching practice’ courses. Taking these characteristics into the consideration, it was decided that it
would be more appropriate to choose the case study design for this research.

Study Group

The study group was 24 prospective teachers attending Ordu University Education Faculty in 2016-
2017 academic year. The participants were determined by using the criterion sampling method. The
criterion sampling method is used to determine a study group with sufficient knowledge and
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experiences about the researched topics (Patton, 2014). To be a senior student was taken a prerequisite
criterion. It was assumed that the prospective graduate students have in-depth knowledge about the
school settings and surely the ideal school. Additionally, the school experience was taken as another
criterion by assuming the prospective teachers have sufficient knowledge and experiences about the
ideal school. Attending different teacher training programs was also selected as another criterion in
terms of diversity of participants’ opinions. The study group were 12 females and 12 males. Seven
participants were attending pre-school teacher education program, six were primary school teacher
education, and six were primary school mathematics teacher education, and five were primary school
science teacher education. The average age was 22.50.

Procedure

This study planned in four stages respectively, (i) definition of the problem (ii) preparation of data
collection tool, (iii) data collection, and (iv) data analysis and interpretation (Mayring, 2011, p. 112;
Yildirm & Simsek, 2013, pp. 93-97).

(i) Definition of the problem: In the first stage, the problem was defined. A conceptual framework
was created to classify and compare the ideal schools’ qualifications.

(ii) Preparation data collection tool: A semi-structured grid form was used as the data collection tool
in the study. The grid form was prepared by the researcher based on the national and international
literature. The grid technique is a cognitive mapping technique that attempts to describe how people
think about a phenomenon in their world (Fransella, Bell, & Bannister, 2004; Tan & Hunter, 2002). In this
study, data was obtained by using semi-structured grid form (Adams-Webber, 1996; Jankowicz, 2004;
Bell, 2005). The semi-structured grid form composes two parts. In the first part, there are four
demographic questions determining the demographic characteristics of the participants such as gender,
age, license field, and education step. The second part composes four sections. The semi-structured grid
form used in this study as a data collection tool is given in Figure 1.

Z (1) Z (1) Z (IV) Z
1 2 | Management .§ Inter-student 2 Teacher 2
Row Curriculum & Structure e Communication & Competences e
1
2
3
4
5
1. In each section, specify at least five properties for the ideal school in accordance with the title.
2. Express your opinions about each component in 1-2 phrases.
3. Prioritize your views of each component from 1 to 5.

Figure 1. The Semi-Structured Grid Form.

(iii) Data collection: Data were collected through face-to-face interviews with the prospective
teachers. First of all, it was asked from prospective teachers that they should imagine an ideal school
model. Then, it was asked that they should write at least five properties in each section of the grid form
and then order them according to the priority level. Every interview lasted about in 25-30 minutes.

(iv) Data analysis and interpretation: Data were analysed by using descriptive and content analysis
techniques. The descriptive analysis technique was processed in four stages: a thematic framework was
created for analysis, data was processed according to the thematic framework, the findings were
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identified, and the findings were analysed and interpreted (Creswell, 2014; Yildinm & Simsek, 2013). In
this process, the forms were separated according to the participants’ license programs before analysis
and coded as P1, P2, P3, P4, ... P24, respectively. Then, all opinions were inserted in excel table, and the
opinions written in the same words were evaluated in the same category. 120 views were reported by
prospective teachers in each section, and totally 480 views produced. The sub-themes were created by
considering the views which reflect the same content. The 15 sub-themes emerged based on the
content analysis.

Validity and Reliability

To ensure the internal validity: data were interpreted considering associated situation, the internal
consistency of the sub-themes were supported considering the internal homogeneity and external
heterogeneity measures. Besides, the sub-themes were determined based on the theoretical structure,
and to ensure internal reliability all findings were presented without comment (Creswell, 2015, pp. 250-
254). Additionally, it was applied to the expert opinion in order to verify whether the opinions represent
sub-themes given under four different main themes. The lists containing the opinions and sub-themes
were given to a faculty member in educational sciences. It was asked from the expert that he should
compare the opinions with the sub-themes in the lists, and then the matches were compared. It was
applied the formula ‘Reliability= Consensus/ (Consensus + Dissidence) x 100’ to determine the reliability
of the coding (Miles & Huberman, 1994, p. 64). The agreement between the two coders was calculated
as 468 / (468 +12) x 100 = 97.50. In addition, the research model, study group, data collection tool and
data analysis processes were given in detail to ensure the external validity of the study. Besides, the
procedure was specified, in detail for each sections to ensure the external reliability of the study: the
procedures including data collection, data analysis, consolidation and presentation of results, and the
topic and the method.

Results
Prospective Teachers’ Opinions Related to the Ideal School

Prospective teachers produced 480 views related to ideal school. The results are given in Table 1. In
Table 1, the sub-themes in curriculum section are (1) structural qualifications [n=17, f=55], (2) content
[n=9, f=23], (3) educational purposes [n=10, f=22], and (4) student centeredness [n=5, f=20]. The sub-
themes related to the management structure section are (1) personal competences [n=16, f=46], (2)
technical sufficiency [n=10, f=24], (3) democratic attitudes [n=6, f=20], (4) communication skills [n=7,
f=18], and (5) student-centred management [n=6, f=12]. The sub-themes related to the inter-student
communication section are (1) value-based communication [n=10, f=54], (2) solidarity [n=7, f=36], and
(3) sustainability [n=15, f=30]. Additionally, the sub-themes related to the teacher competences section
are (1) professional competence [n=18, f=50], (2) personal competence [n=22, f=50], and (3) student
centeredness [n=7, f=20].

The Priority Levels of Prospective Teachers’ Opinions

The weighed priority level (WPL) of prospective teachers’ opinions were obtained according to their
preferences. The weighed priorities were procured by multiplying candidate teachers’ opinions priority
levels with priority numbers, respectively “from 5 to 1”. The priority level of prospective teachers’
opinions are given in Table 2.

In Table 2, the prospective teachers’ opinions are given according to the weighed priority levels
(WPL). The sub-themes in curriculum section are structural qualifications [n=17, f=55, WPL=155],
student centeredness [n=5, f=20, WPL=74], content [n=9, f=23, WPL=67], and educational purposes
[n=10, f=22, WPL=64]. The sub-themes in management structure section are personal competence
[n=16, f=46, WPL=147], technical sufficiency [n=10, f=24, WPL=63], democratic attitude [n=6, f=20,
WPL=61], student-centred management [n=6, f=12, WPL=45], and communication skills [n=7, =18,
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WPL=44]. The sub-themes in inter-student communication section are value-based communication
[n=10, =54, WPL=185], sustainability [n=15, f=30, WPL=88], and solidarity [n=7, f=36, WPL=87]. The
sub-themes in teacher competences section are professional competence [n=18, f=50, WPL=155],
personal competence [n=22, f=50, WPL=143], and student centeredness [n=7, =20, WPL=62].

Table 1.
The Opinions Related to the Ideal School (N=24).

(1) Curriculum
(1) Structural Qualifications (n=17, f=55)

e Being Scientific [f=12] e Activity-based learning [f=1]

e Practicality [f=10] e Changeability [f=1]

o Clarity [f=7] e Improvability [f=1]

o Flexibility [f=7] e Meet with community needs [f=1]

® Being Process-oriented [f=4] e Compatibility with universal values [f=1]
e Compatibility to country vision [f=3] e Suitability for technology use [f=1]

e [nventiveness [f=1] e Non-create conceptual error [f=1]

e Adaptability to local conditions [f=1] e Compatibility with culture [f=1]

e Encouragement research [f=1]
(2) Content (n=9, f=23)

* Arouse curiosity [f=7] e Based on universal values [f=1]

e Suitability to learn by experience [f=4] e Consistency with social values [f=1]

e Inclusiveness cultural activities [f=3] e Suitability with activity-based learning [f=1]
e Support holistic development [f=3] ¢ Motivate to learn [f=1]

e Extraction students’ talent [f=2]
(3) Educational Purposes (n=10, f=22)

e Creative thinking skills [f=5] e Scientific research skills [f=2]
ePermanent learning [f=3] e Communication skills [f=1]

e Multi-faceted development [f=3] e Encouragement entrepreneurship [f=1]
e Problem solving skills [f=3] e Encouragement democratic values [f=1]
e Critical thinking skills [f=2] e Prepare students for life [f=1]

(4) Student Centeredness (n=5, f=20)

e Giving priority to students’ needs [f=6] e Conformity for readiness [f=3]

e Student-centred activities [f=5] e Considerate individual differences [f=3]

e Conformity students’ development [f=3]
(I1) Management Structure
(1) Personal Competence (n=16, f=46)

eOpenness to new ideas [f=7] eRespect for all employees [f=2]

eTolerant [f=6] eResponsibility [f=2]

e Being Solution-focused [f=6] e Positive attitude [f=2]

e Awareness [f=4] e Give confidence [f=1]

eFair management [f=4] e Enthusiasm [f=1]

e Objectivity [f=3] e Consistency [f=1]

eOpenness to change [f=3] eTo work planned [f=1]

eOpenness to criticism [f=2] e Process-driven management [f=1]
(2) Technical Sufficiency (n=10, f=24)

e Positive discipline [f=5] eSchool development [f=2]

e Fulfil the expectations [f=4] e Use technology properly [f=2]

e Motivation skills [f=3] e Organisational commitment [f=1]

e Vision [f=3] e Support scientific activities [f=1]

eLeadership [f=2] e Create safe school climate [f=1]
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Table 1. Continue.

(3) Democratic Attitudes(n=6, f=20)
e Democratic school culture [f=6]
e Participative management [f=5]
e Collaboration [f=3]
(4) Communication Skills (n=7, f=18)
e Parent communication [f=6]
e Effective communication [f=4]
e Accessibility [f=3]
e Coordination [f=2]
(5) Student-Centred Management(n=6, f=12)
e Sensitivity to students’ problems [f=4]
eStudent-focused management [f=3]
e Close interest to students [f=2]
(1) Interstudent Communication

e Facilitation [f=3]
e Authority sharing [f=2]
e Avoid from authoritarian attitude [f=1]

e Communication skills [f=1]
o Effective listening skills [f=1]
e Communication with students [f=1]

e Prioritise students’ happiness [f=1]
e Display polite attitude to students [f=1]
e Make the school attractive [f=1]

(1) Value-Based Communication(n=10, f=54)
eRespect [f=16]
eTolerance [f=10]
eEmpathy [f=7]

e Sincerity/Cordiality [f=5]
e Politeness [f=5]

(2) Solidarity (n=7, f=36)

e Cooperation [f=10]

e Mutualisation [f=9]

e Spirit of sharing [f=6

e Prioritise friendship [f=6]

(3) Sustainability (n=15, f=30)
eUncompetitive attitude [f=5]
eSustainable communication [f=5]
eUnselfish relation [f=4]
eNon-alienation [f=2]
eNonviolence [f=2]
eUnconditional acceptance [f=2]
eRespect for personality rights [f=2]
eBeing Unprejudiced [f=1]

(IV) Teacher Competences

e Confidence [f=4]
e Appreciating [f=3]
eHumanism [f=1]
eHonesty [f=1]
eBenevolence[f=1]

e Prioritise we-feeling [f=2]
e Peer-supported learning [f=2]
e Group dynamics [f=1]

eRespect for diversity [f=1]

eUse non-segregationist language [f=1]
eNon- accusatory attitude [f=1]

eUse non-vulgar language [f=1]
eUnselfishness [f=1]

eSelf-expression [f=1]

eUse a supportive language [f=1]

(1) Personal Competence (n=22, f=50)
eOpenness to improvement [f=6]
e Self-renewing [f=6]
eImpartiality [f=5]
eJob enthusiasm [f=4]

e Effective communication [f=4]
eSense of justice [f=3]

e Professional commitment [f=2]
e Awareness [f=2]

o Self-evaluation ability [f=2]

o Self-confidence [f=2]

e Openness to cooperation [f=2]

eHumanism [f=2]

e Positive attitude [f=1]
oTo be patient [f=1]

e Sensitivity [f=1]

eBeing unprejudiced [f=1]
e Good-humour [f=1]

eTo work planned [f=1]
eEmphatic attitude [f=1]
oVersatility [f=1]

e Democratic attitude [f=1]
e Being solution-focused [f=1]
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Table 1. Continue.

(2) Professional Competence (n=18, f=50)
e Academic competence [f=11]

e Use clear language [f=7]

eSupport creative thinking [f=4]

e Guidance for students [f=4]

e Make the course interesting [f=3]

e Prioritise student improvement [f=3]

oTo be a good observer [f=2]

e Communication with parents [f=2]
ePromote personal development [f=2]
(3) Student Centeredness(n=7, f=20)
e Accept students unconditionally [f=4]
e Sensitivity to students’ problems [f=4]
eLearner centred activities [f=4]

e Care the students [f=3]

oTo teach enjoyably [f=2]

e Use new teaching technics [f=2]
e Preparation for the lesson [f=2]

e Holistic assessment [f=1]

e Effective use of technology [f=1]
e Pay attention to differences [f=1]
e Associate topics with life [f=1]
oTo be role-model [f=1]

eDirect students to research [f=1]

e Sensitivity to students’ needs [f=3]
eTreat in tolerance [f=1]
eUnderstand students’ needs [f=1]

Table 2.

The Priority Level of Prospective Teachers’ Opinions (N=24).

(1) Curriculum

(1) Structural Qualifications (n=17, f=55, WPL=155)

e Practicality [WP=34]
e Being Scientific [WP=32]
o Clarity [WP=20]
o Flexibility [WP=20]
e Compatibility to country vision[WP=15]
e Being Process oriented [WP=12]
e Compatibility with universal values [WP=3]
e Compatibility with culture [WP=3]
e Changeability [WP=3]
(2) Student Centeredness (n=5, f=20, WPL=74)
e Student-centred activities [WP=24]
e Give priority to students’ needs [WP=22]
e Conformity for readiness [WP=11]
(3) Content (n=9, f=23, WPL=67)
e Arouse curiosity [WP=20]
e Support holistic development [WP=13]
o Suitability to learn by experience [WP=12]
e Extraction students’ talents [WP=6]
e Inclusiveness cultural activities [WP=4]
(4) Educational Purposes (n=10, f=22, WPL=64)
e Creative thinking skills [WP=15]
o Multi-faceted development [WP=12]
e Problem solving skills [WP=8]
e Scientific research skills [WP=7]
e Prepare students for life [WP=7]

e Activity-based learning [WP=3]
elnventiveness [WP=2]

eImprovability [WP=2]

eNon- create conceptual error [WP=2]
eEncourage research [WP=1]
eSuitability for technology use [WP=1]
eMeet with community needs [WP=1]

e Adaptability to local conditions [WP=1]

e Considerate individual differences [WP=10]
e Conformity for students’ development [WP=7]

e Motivate to learn [WP=4]

eBased on universal values [WP=3]

e Suitability with activity-based learning [WP=3]
e Consistency with social values [WP=2]

ePermanent learning [WP=7]

o Critical thinking skills [WP=6]

e Communication skills [WP=3]

e Encourage to entrepreneurship [WP=1]
e Encourage to democratic values [WP=1]
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Table 2. Continue.

(I1) Management Structure

(1) Personal Competence (n=16, f=46, WPL=147)

e Openness to new ideas [WP=25]

eTolerant [WP=22]

e Being Solution-focused [WP=16]

eFair management [WP=15]

eOpenness to change [WP=12]

e Objectivity [WP=11]

e Awareness [WP=8]

e Openness to criticism [WP=8]

(2) Technical Sufficiency (n=10, f=24, WPL=63)
e Positive discipline [WP=16]

e Fulfilling the expectations [WP=12]

eSchool development [WP=7]

e Motivation skills [WP=6]

eeadership [WP=6]

(3) Democratic Attitude(n=6, f=20, WPL=61)
e Democratic school culture [WP=22]

e Participative management [WP=11]

e Facilitation [WP=11]

e Respect for all employees [WP=6]

e Responsibility [WP=6]

e Positive attitude [WP=5]

e Consistency [WP=5]

oTo work planned [WP=4]

e Give confidence [WP=2]

e Enthusiasm [WP=1]

e Process-driven management [WP=1]

e\/ision [WP=4]

e Support scientific activities [WP=4]
e Use technology properly [WP=3]

o Create safe school climate [WP=3]

e Organisational commitment [WP=2]

e Collaboration [WP=9]
e Avoid from authoritarian attitude [WP=5]
e Authority sharing [WP=3]

(4) Student-Centred Management(n=6, f=12, WPL=45)

e Sensitivity to students’ problems [WP=15]

e Student-focused management [WP=12]

e Close interest to students [WP=6]

(5) Communication Skills (n=7, f=18, WPL=44)
e Parent communication [WP=10]

e Effective communication [WP=9]

e Accessibility [WP=9]

e Communication with students [WP=5]

(1)  Interstudent Communication

o Prioritise students’ happiness [WP=5]
e Make the school attractive [WP=5]

e Display polite attitude to students [WP=2]

e Communication skills [WP=4]
e Coordination [WP=2]
o Effective listening skills [WP=2]

(1) Value-Based Communication(n=10, f=54, WPL=185)

eRespect [WP=64]
eTolerance [WP=38]
eEmpathy [WP=22]

e Politeness [WP=21]
eSincerity/Cordiality [WP=15]

(2) Sustainability (n=15, f=30, WPL=88)
e Relationship based on unselfish [WP=15]
e Uncompetitive attitude [WP=12]

e Sustainable communication [WP=8]
e Nonviolence [WP=8]

o Clean acceptance [WP=8]

e Non-alienation [WP=6]

e Respect for personality rights [WP=6]
e Being Unprejudiced [WP=5]

e Confidence [WP=14]
e Appreciating [WP=5]
eHumanism [WP=3]
eHonesty [WP=2]
eBenevolence [WP=1]

e Unselfish relation [WP=5]

e Non-accusatory attitude [WP=4]

e Use a supportive language [WP=4]

e Use non-vulgar language [WP=3]

o Self-expression [WP=2]

e Respect for diversity [WP=1]

e Use non-segregationist language [WP=1]
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Table 2. Continue.

(3) Solidarity (n=7, =36, WPL=87)
e Mutualisation [WP=22]
eCooperation [WP=20]

oSpirit of sharing [WP=15]

e Prioritise friendship [WP=12]

(IV) Teacher Competences

ePrioritise we-feeling [WP=9]
ePeer-supported learning [WP=5]
eGroup dynamics [WP=4]

(1) Professional Competence (n=18, f=50, WPL=155)

e Academic competence [WP=44]
e Use clear language [WP=22]
e Guidance for students [WP=12]

e Make the course interesting [WP=11]

eSupport creative thinking [WP=10]
e Preparation for the lesson [WP=10]
e Communication with parents [WP=8]

e Holistic assessment [WP=5]

e Be a good observer [WP=4]

o To teach enjoyably [WP=4]

e Direct students to research [WP=3]
e Pay attention to differences [WP=3]
eTo be role-model [WP=2]

e Use new teaching technics [WP=2]

e Prioritise student development [WP=7]
ePromote personal development [WP=6]

(2) Personal Competence (n=22, f=50, WPL=143)
eJob enthusiasm [WP=19]

o Self-renewing [WP=17]

e Openness to improvement [WP=16]

e Effective communication [WP=14]
eImpartiality [WP=12]

eHumanism [WP=8]

eSense of justice [WP=7]

o Self-evaluation ability [WP=6]

e Professional commitment [WP=5]

e Versatility [WP=5]

eTo be patient [WP=5]

(3) Student Centeredness(n=7, =20, WPL=62)
e Accept students unconditionally [WP=16]

e Care for the students [WP=13]

e Sensitivity to students’ needs [WP=10]

e Sensitivity to students’ problems [WP=9]

e Effective use of technology [WP=1]
e Associate topics with life [WP=1]

e Openness to cooperation [WP=4]
e Being unprejudiced [WP=4]

e Positive attitude [WP=4]

oTo work planned [WP=4]

o Self-confidence [WP=4]

e Awareness [WP=3]

e Being solution-focused [WP=2]
e Emphatic attitude [WP=1]

e Sensitivity [WP=1]
eGood-humour [WP=1]

e Democratic attitude [WP=1]

e Understand students’ needs [WP=5]
eTreat in tolerance [WP=5]
e Learner-centred activities [WP=4]

Discussion, Conclusion, & Implications

In this study, it was aimed to determine the prospective teachers’ opinions related to the ideal
schools. For this purpose, four components of the ideal school were examined in current study. These
components were curriculum, management structure, inter-student communication, and teacher
competences. The participants have produced 120 views for each component. Consequently,
prospective teachers produced 480 views related to the ideal school. In structural qualifications sub-
theme, prospective teachers mentioned frequently the views such as being scientific, practicality, clarity,
and flexibility related to the curriculum of ideal school. Based on these results, it can be suggested that
the scientific, practical, clear and flexible curriculums should prepare for ideal schools. Besides, in
content sub-theme, participants mention that the curriculum of ideal school should arouse curiosity,
should be suitable to learn by experience, should include cultural activities, and support holistic
development. Additionally, in educational purposes sub-theme the prospective teachers mentioned that
the curriculum of ideal school should promote the creative thinking, permanent learning, multi-faceted
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development, and the problem solving skills. Finally, in student-centeredness sub-theme the
participants stated that the curriculum of ideal school should give priority to students’ needs, should be
student-centred, and should be compatible with the students’ development. The results indicated that
the prospective teachers perceive the curriculum as a basic component for ideal school. Similarly, in
previous studies conducted by Akker (2009), Stabback, Male and Georgescu (2011), the participants
state that the ideal curriculum should have the qualifications such as practicality, clarity, and flexibility.
Based on these results it can be suggested that to create ideal schools the curriculum should be suitable
to learn by experience, the learning activities should develop students’ creative thinking skills, provide
permanent learning, and ensure multi-faceted improvement of the students.

In management structure section, the prospective teachers stated that the administrators in ideal
schools should have personal competences such as openness to the new ideas, tolerant attitude,
solution-focused management, and fair management. The findings are similar with the findings of
previous studies. It is clear that being fair, openness to new ideas, having tolerant attitude and being
solution-focused are seen as the essential qualifications for ideal school management (Pirotta, 2016;
Riley, 2004; Simmons, Graham, & Thomas, 2015; Su, Adams, & Mininberg, 2003). Moreover, these
qualifications make school administrators better managers and transform the schools as ideal schools.
Prospective teachers frequently stated that the school administrators for ideal schools should have
technical competences such as to provide positive discipline, to fulfil the expectations, to ensure school
development, and motivation skills. Furthermore, prospective teachers mentioned that school
administrators in ideal schools should display democratic attitudes including democratic school culture,
participative management, facilitation, and collaboration. Besides, the findings show that the
administrators in ideal schools should have communication skills such as parent communication,
effective communication, and accessibility. Additionally, the participants mentioned that the
administrators in ideal schools should display student-centred management including to be sensitive
students’ problems, student-focused management, and close interest in students. Based on the findings,
it can be said that management structure of a school is seen an effective component for ideal school by
the participants. In management structure section, the participants’ opinions are consistent with the
findings in previous studies conducted by Balyer (2013), Giirbiiz, Erdem and Yildinm (2013), Karadag
(2011), Su, Adams and Mininberg (2003). Similarly, the findings from a study conducted by Arikan and
Sari (2016) show that the high school students’ life quality is highly affected from management structure
of the school. Additionally, in another study conducted by Ozdemir and Akkaya (2013) due to the
restrictive and punitive attitudes of the school administrators, the students perceive school like a prison.
These results can be assessed that the school principals should have the qualifications such as fairness,
tactfulness, openness to improvement, being solution focused, student-centeredness, democratic
attitude, participatory management skills, accessibility, openness to communication and co-operative
attitudes to invert schools to the ideal schools.

The prospective teachers frequently mentioned that in ideal schools the communication between
students should include the respect, tolerance, empathy, and politeness. They also mentioned that the
communication should be based on solidarity, and include mutualisation, cooperation, spirit of sharing,
and friendship. Additionally, the prospective teachers stated that the inter-student communication in
ideal schools should be based on sustainability, should include unselfish and uncompetitive
relationships. Similarly, in previous studies conducted by Akgil (2015), Durmaz (2008), Elitok-Kesici and
Tirkoglu (2012), Leshem, Zionand and Friedman (2015), Pirotta (2016) the findings show that the
communication is a determinant factor to create an ideal school. These results can be interpreted that if
the students communicate each other in school on the basis of love, respect, tolerance, solidarity,
cooperation, mutualisation, friendship and sustainability it will bring a school closer to being an ideal
school.

The prospective teachers’ opinions show that in ideal schools, teacher competences have an extra
importance. The findings show that teachers in ideal schools should have professional competences
such as using a clear language, leading students, and making courses interesting for students. Besides,
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teachers in ideal schools should have personal competences such as job enthusiasm, self-renewing,
openness to improvement, and effective communication skills. Additionally, teachers of ideal schools
should also have qualifications such as being student-centred and having effective classroom
management skills. In student centeredness sub-theme, the prospective teachers mentioned that the
teachers in ideal schools should display student centred attitudes such as to accept students
unconditionally, to care students, and to be sensitive student needs. Similarly, in previous studies
conducted by Kangas (2010), Sezer (2016), Shukla (2014), Shuls and Trivitt (2015), Walker (2008) the
participants’ opinions focused on teacher qualifications as the basic features for ideal schools. According
to these results, it may be said that to create ideal schools, teachers are required to make the courses
interesting and entertaining, to be role-model for students and to ensure well-guidance to students and
to have the qualifications such as effective communicator, enthusiast in profession, proficient at
profession.

The results show that the weighed priority levels of the participants’ opinions differ in main themes.
In curriculum section, the sub-themes are ranked as the structural qualifications, student centeredness,
content, and educational purposes. The prospective teachers give more priority to student centeredness
for ideal schools. In the management structure section, the sub- themes rank as personal competences,
technical sufficiency, democratic attitude, student-centred management, and communication skills. The
prospective teachers give more priority to the student-centred management for ideal schools. In the
inter-student communication section, the sorting is not changed. In teacher competences section, the
sub-themes rank as the professional competence, personal competence, and student centeredness.
Prospective teachers give more priority to the teachers’ professional competence for the ideal schools.

To create ideal schools, the curriculum should be scientific, practical, clear, and flexible. The
curriculum should arouse curiosity, should be suitable to learn by experience, should include cultural
activities, and support holistic development. The curriculum for ideal schools should promote creative
thinking skills, permanent learning, multi-faceted development, and problem solving skills. The
curriculum should also give priority to students’ needs, should be student-centred, and compatible with
the students’ development.

For an ideal school the school administrators should be tolerant for new ideas, should be solution-
focused, and display fair management. To create an ideal school, the school administrator should
develop the school, display positive discipline, fulfil the expectations, and should have motivation skills.
The administrators should also have democratic attitudes, and effective communication skills. For an
ideal school, the students should be in value-based communication, and should communicate in
solidarity and the communication should be sustainable. To transform the schools to ideal schools the
prospective teachers should be educated in teacher training institutions with the ideal qualifications
both personally and professionally. The current study conducted based on prospective teachers’
opinions. In this study, the ideal school is evaluated in terms of curriculum, management structure,
inter-student communication and teacher competence. Further studies can be planned on different
dimensions of ideal school. Further studies can be planned on different study groups such as the
teachers, parents, and administrators. Additionally, further studies can design in different models.
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Tiirkce Suiriim

Giris
‘Egitim, bir kovanin doldurulmasi degil; bir atesin yakilmasidir’.
William Butler Yeats

Dinyanin pek ¢ok yerinde egitimde politika belirleyiciler, egitimciler ve arastirmacilar, basariyi tesvik
eden ve tiim c¢ocuklarin 6grenme ve performansini artiran okul modelleri olusturmanin yollarini
arastirmaktadir. ideal niteliklere sahip olan okulda, okul toplumu tiim &grencilerin isteyerek okula
gelmesi ve Ogretmenlerin ve diger personelin uyum iginde g¢alismasi konusunda uzlasma igindedir.
Ogrenciler, her hafta saatlerce devam etmeleri gereken okullar hakkinda gercekten ne disiiniiyorlar?

Sosyo-politik hareketler, yeni teknolojiler ve egilimler, bireylerin daha iyi 6grenmesini saglayan
bilingli eylemlerin artmasinin yaninda ideal bir okul olusturmanin temel ilkeleri de siirekli degismekte ve
okullari yeni gelismelere uyum saglamaya zorlamaktadir (Baker, 2012). Bu gelismelere bagl olarak, her
o6grencinin dogustan getirdigi kapasiteyi artirmak ve egitime daha aktif katiimini saglamak igin zihniyet
ve uygulamada degisime gereksinim duyulmaktadir (Simmons, Graham, & Thomas, 2015). OECD ve
UNICEF gibi uluslararasi orgltler pek ¢ok Ulkeyi yakindan takip etmekte ve bu Ulkeler, kendi
ogrencilerinin gelisimi konusundaki ¢abalarini ve sergiledikleri performanslari, gesitli refah gostergeleri
ile karsilastirarak raporlarina yansitmaktadir (Adamson, 2013; Schleicher, 2015).

Son yillarda, egitim alaninda dretim odakh bir anlayisin gelistiriimesine bagli olarak 6grencilerin
gereksinimlerinden c¢ok performanslarina odaklaniimakta ve bircok llkede egitim sisteminin basarisi,
ogrencilerin performansina dayal olarak degerlendiriimektedir (Cheesman, Simpson, & Wint, 2006;
Haahr, 2005; Marcotte & Hemelt, 2007; Sisman, 2010; Wenglinsky, 2001). Egitim ve topluma iliskin
goruslerdeki degisime bagli olarak, okullarin geleneksel islevi sorgulanmakla birlikte egitimin amaci hala
cocuklari gelecekteki yetiskinlige hazirlamaktir (Kangas, 2010). Oysa Dewey (2012), egitimin bir yasam
sireci oldugunu ve gelecek hayata bir hazirlik olmadigini belirtmektedir. Benzer sekilde Riley (2004),
okullardaki egitimin uygulamaya dayali ve gilinlik yasama uygulanabilir olmasi gerektigini, 6grencilerin
sadece gelecekteki yasama hazirlanmadiklarini, su an yasiyor olduklarini ifade etmektedir.

Okul, 6grencilerin inanglarini, normlarini, degerlerini ve korkularini paylastig bir sosyal ¢evre olarak
faaliyet gosterdigi icin 6grencilerin sosyal, kiiltiirel ve mesleki yasamlarini dnemli 6lgtide etkilemektedir
(Cerit, 2006; Demir, 2007). Egitim sistemlerinin en temel sorunu, ‘gelecegin egitimini agiklayan’ ideal bir
okul ve egitim teorisinin eksikligidir (Ozdemir & Akkaya, 2013). Bu nedenle 21. yiizyilin basindan itibaren
egitim reformculari ve egitimde politika Uretenler, ideal okul i¢in belirledikleri vizyonu hayata gecirmek
icin cesitli okul reformu uygulamalari 6nerme ve uygulama konusunda oldukca hevesli bir tutum
sergilemektedir (Su, Adams, & Mininberg, 2003). Gercekten de yakin bir gelecekte, her kademedeki
egitim kurumu, bilginin insanlarin yasam kalitesini iyilestirmek icin olusturuldugu ve yayginlastirildigi
ideal 6grenme merkezine donismek durumundadir (Aydin, 2015).

ideal okul, her bir &grencinin ilgi alanlarina ve potansiyeline daha fazla odaklanan ve égrencilerin
ogrendiklerini hayata uygulayabilmelerini saglayan bir okul olarak tanimlanir (Pirotta, 2016; Riley, 2004).
ideal okul, ayrica eglenceli, yaratici ve giiven verici etkinliklerle 6grenenlerin 6grenme yeteneklerini ve
o6grenme ile ilgili memnuniyetlerini arttiran bir yer olarak ifade edilmektedir (Simmons, Graham, &
Thomas, 2015). Baska bir ifadeyle, ideal okullarda 6grenciler bir bitin olarak degerlendirilir ve
ogrencilerin iyi bireyler olarak yetistiriimesine 6ncelik verilir. Benzer sekilde Bursalioglu (2002), ideal
okulu 6grencilerin fiziksel ve zihinsel gelisimlerini olumsuz etkileyen faktérleri azaltan, onlari givenli bir
kurum olarak kendine baglayan ve eglenerek 6grenmeyi 6zendiren bir ortam olarak tanimlamaktadir.
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ideal okula iliskin yurticinde yapilan arastirmalar oldukca sinirh oldugu anlasilmaktadir. Tiirkiye'de
daha 6nceki calismalarda (Arikan & Sari, 2016; Cerit, 2006; Demir, 2007; Dogan, 2014; Ogurlu, Opengin,
& Hizli, 2015; Saban, 2008; Toker-Gokge & Bilbiil, 2014; Tulunay-Ates, 2016), metaforlar yoluyla 'okul
kavrami' ve 6grencilerin 'okul' algilarina odaklaniimaktadir. Son yillarda ideal okula iliskin arastirmalar
ivme kazanmistir (Burke & Grosvernor, 2004, Davis, 2012, Kangas, 2010; Leshem, Zion, & Friedman,
2015; Ozdemir & Akkaya, 2013; Pirotta, 2016; Riley, 2004; Simmons, Graham, & Thomas, 2015; Su,
Adams, & Mininberg, 2003; William & Hanke, 2007). Bu ¢alismalar ayrintili olarak incelendiginde, ideal
okullarin farkli boyutlara sahip oldugu gériilmektedir. Ornegin, Kangas (2010) ideal okullar, fiziksel iyilik
ve gevrenin rahatligl, egitim ve kiltirel iyilik, sosyo-duygusal iyilik ve 6grenme sevinci, fantezi ve
yenilikler gibi dort boyutta degerlendirir. Benzer sekilde, Leshem, Zion ve Friedman (2015), ideal
okullarin degerler, 6gretim ve 6grenme, vizyon ve iliskiler seklindeki dort boyutundan bahseder. Su,
Adams ve Mininberg (2003), ideal okullarin egitim amaclari, okul amaglari ve okul mudirlerinin
sorumluluklari seklinde {i¢ boyuta sahip oldugunu savunmaktadir. Davis (2012), ideal bir okulun ekolojik
gelisme, esitlikgilik, itirazlar, cevaplar ve bilgelik saglamasi gerektigini iddia etmektedir. Simmons,
Graham ve Thomas (2015), ideal okullarin pedagoji, okul ortami, iliskiler ve firsatlar seklindeki
boyutlarini vurgulamaktadir. Williams ve Hanke (2007) ve Pirotta (2016) tarafindan yapilan
arastirmalarda ideal okul, okul ortami, sinif, cocuklar ve yetiskinler gibi dért boyuta sahiptir. Riley (2004),
ideal okulun gesitli yonlerini ilgili, 6grenci odakl, standartlara dayal, iliski kurma, 6grenme igin guvenli
bir cennet, kenetlenmis, dayanikli, tutkulu 6gretmenler ve yoneticilerin dolu oldugu bir ortam, yasam
boyu 6grenme ve esneklik seklinde ifade etmektedir. Sonug olarak, (1) 6gretim programi, (2) yonetim
yapisi, (3) ogrenciler arasindaki iletisim ve (4) O6gretmen yeterlikleri ortak boyutlar olarak ortaya
¢ikmaktadir. Bu nedenle, veri toplama araci bu dort boyuta dayal olarak gelistirilmistir. Bu ¢alisma, aday
ogretmenlerin ‘ideal okul’ ile ilgili gbruslerini belirlemeyi amaglamaktadir. Bu amagla asagidaki sorulara
yanit aranmaktadir:

1. Aday 6gretmenlerin ideal okula iliskin gorusleri nelerdir?

2. Aday 6gretmenlerin ideal okul hakkindaki goruslerinin 6ncelik diizeyi nedir?

Yontem

Bu calisma, nitel arastirma deseninde yuratilmustdr. Nitel arastirma deseni bir konuyla ilgili kapsamh
bilgi edinmek icin kullanilir (Denzin & Lincoln, 2005; Marshall & Rossman, 2006; Patton, 2014; Singh,
2007).

Arastirma Modeli

Bu calisma, nitel arastirma desenlerinden biri olan durum calismasi modelindedir. Durum calismasi,
gercek hayattaki olaylarin bitinsel ve anlamli 6zelliklerini korumak icin bir sorusturma yapilmasina
olanak tanir ve bu yontem, arastirmacilarin veriyi belirli bir baglamda yakindan incelemelerini saglar
(Creswell, 2015; Fidel, 1984; Yin, 2003; Zainal, 2007). Bu arastirmada butlncul tek durum deseni
kullaniimigtir. Bitlincil tek durum deseni, su li¢ durumun var oldugu alanlarda kullanilabilir. Tek durum
desenlerinde, isminden de anlasilabilecegi gibi, tek bir analiz birimi (bir birey, bir kurum, bir program, bir
okul, vb.) vardir (Yildirim & Simsek, 2013). Ogretmen adaylari, 'okul deneyimi' adli ders boyunca okullari
gozlemleme firsatina sahiptir. Buna ek olarak, kisisel olarak '6gretmenlik uygulamasi' derslerinde de okul
yasantilarini deneyimlemektedir. Bu 6zellikler dikkate alinarak, arastirmayi durum calismasi deseninde
yapilandirmanin daha uygun olacagina karar verilmistir.

Calisma Grubu

Calisma grubu, 2016-2017 akademik yilinda Ordu Universitesi Egitim Fakiiltesine devam eden 24
o6gretmen adayindan olusmaktadir. Katimcilar, 6lgiit 6rnekleme metodu kullanilarak belirlenmistir.
Olgiit &rnekleme ydntemi, arastirilan konular hakkinda yeterli bilgi ve deneyime sahip bir calisma
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grubunu belirlemek icin kullaniimaktadir (Patton, 2014). Son sinifa devam eden bir 6grenci olmak,
onkosul bir 6lgit olarak alinmistir. Clinkli mezun konumunda olan 6gretmen adaylarinin, okula ve dogal
olarak ideal okula iliskin daha derinlemesine bilgiye sahip olacagi varsayillmistir. Buna ek olarak, ideal
okul hakkinda yeterli bilgi ve deneyime sahip olmalarini sagladigi varsayilarak okul deneyimi, bir baska
dlgiit olarak alinmistir. Ogretmen adaylarinin gériisleri arasinda karsilastirma yapabilme agisindan farkli
o6gretmen yetistirme programlarinda 6grenci olmak baska bir 6l¢lt olarak belirlenmistir. Calisma grubu,
12 kiz ve 12 erkek o6gretmen adayindan olusmaktadir. Yedi katiimci okul 6ncesi 6gretmenligi
programina, altisi ilkokul 6gretmenligi, altisi ilkokul matematik 6gretmenligi, besi ilkokul fen
ogretmenligi programina devam etmektedir. Katilimcilarin yas ortalamasi 22.50"dir.

islem

Calisma, sirasiyla dort asamada yuratilmastir (1) problemin tanimlanmasi (2) veri toplama aracinin

hazirlanmasi (3) verilerin toplanmasi (4) verilerin analizi ve yorumlanmasi (Mayring, 2011, p. 112;
Yildirnm & Simsek, 2013, pp. 93-97).

(1) Olgunun tanimlanmasi: ilk asamada problem tanimlanmistir. Calismada incelenen ideal okulun

niteliklerini siniflandirmak ve karsilastirmak igin kavramsal bir cergeve olusturulmustur.

(2) Veri toplama aracinin hazirlanmasi: Arastirmanin verileri, arastirmaci tarafindan ulusal ve
uluslararasi literatiire dayali olarak hazirlanan yari yapilandirilmis grid formu kullanilarak toplanmustir.
Grid teknigi, insanlarin diinyalarindaki bir olgu hakkinda nasil dislindiklerini agiklamaya calisan bilissel
bir haritalama teknigidir (Fransella, Bell, & Bannister, 2004; Tan & Hunter, 2002). Bu galismada veriler,
grid teknigi kullanilarak elde edilmistir (Adams-Webber, 1996; Jankowicz, 2004; Bell, 2005). Grid formu
iki béliimden olusmaktadir. ilk bélimde, katilimcilarin cinsiyet, yas, lisans alani ve egitim basamagi gibi
demografik 6zelliklerini belirleyen dért demografik soru bulunmaktadir. ikinci bélim dért kisimdan

olusmaktadir. Sekil 1'de, arastirmada veri toplama araci olarak kullanilan yari yapilandiriimis grid formu
verilmektedir.

N ~ (1 ~ (1 ~ (V) ~
Ogretim | @ &| vYonetim |© | OgrencilerArasi | 'S §| Ogretmen |g T
Sira Programi  |.§ & Yapisi S a iletisim S 8| VYeterlikleri |.§ 3
1
2
3
4
5
1. Her bélimde, ideal okulun bilesenlerine uygun en az bes 6zellik belirtiniz.
2. Her bir bilesenle ilgili gorislerinizi 1-2 s6zciik halinde belirtiniz.
3. Her bir bilesene iliskin gorislerinizin dncelik diizeyini 1'den 5'e kadar siralayiniz.

Sekil 1.Yari-Yapilandirilmis Grid Formu.

(3) Verilerin toplanmasi: Veriler, aday 6gretmenlerle yiiz yiize gériisiilerek elde edilmistir. ilk &nce,
aday 6gretmenlerden ideal bir okul modeli hayal etmeleri istenmistir. Daha sonra, grid formunun her bir
bolimine ideal okulun temel bilesenlerine iliskin en az bes 6zellik yazmalari istenmistir. Ardindan bu
ozellikleri, 6ncelik diizeyine gore siralamalari istenmistir. Her goriisme yaklasik 25-30 dakika sirmstur.
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(4) Verilerin analizi ve yorumlanmasi: Veriler, betimsel analiz ve igerik analizi teknigi ile analiz
edilmistir. Betimsel analiz teknigi, (1) analiz i¢in tematik bir ¢erceve olusturma, (2) verilerin tematik
cerceveye gore islenmesi, (3) bulgulari tanimlama, (4) bulgulari analiz etme ve yorumlama olmak lzere
dort asamadan olusmaktadir (Creswell, 2014; Yildinm & Simsek, 2013). Yapilandirilmis grid formlari
analiz 6ncesinde 6grencilerin devam ettigi lisans programlarina gore ayrilmis ve sirasiyla K1, K2, K3, K4,
... K24 olarak kodlanmistir. Bitlin gorusler tabloda gosterilmis ve ayni sekilde yazilan gorisler ayni
kategoride degerlendirilmistir. Aday 6gretmenler, her bélimde 120 kategori bildirmis ve ideal okul igin
toplam 480 gorius olusturulmustur. Alt temalar, ayni igerigi yansitan kategorilerden olusturulmustur.
ierik analizi sonucunda katilimci gériislerine dayali olarak, 15 alt tema belirlenmistir.

Gegerlik ve Giivenirlik

Arastirmanin i¢ gecerligini saglamak igin: (1) bulgulari sunarken verilerin iliskili oldugu durum dikkate
alinarak yorumlanmasina dikkat edilmistir (2) i¢sel homojenlik ve dis heterojenlik dikkate alinarak alt
tema gruplarinin i¢ tutarhligr saglanmistir. Ayrica, alt temalar teorik yapi temel alinarak belirlenmistir ve
veri analizinden sonra tim bulgular i¢ givenirligi saglamak icin yorum yapilmadan sunulmustur
(Creswell, 2015, pp. 250-254). Ayrica, gorislerin dort farkli ana tema altinda verilen alt temalari temsil
edip etmedigini dogrulamak i¢in uzman gorusiine basvurulmustur. Gorus ve alt temalari igeren listeler,
ayni fakiltenin egitim bilimleri alaninda goérevli bir 6gretim Uyesine verilmistir. Uzmandan, aday
ogretmenlerin gorislerini listelerdeki alt temalarla eslestirmesi istenmistir. Ardindan uzman tarafindan
yapilan eslestirmeler, arastirmacinin eslestirmeleriyle karsilastirilmistir. Daha sonra, kodlamanin
guvenilirligini belirlemek icin ‘Guvenilirlik = Fikir Birligi / (Fikir Birligi + Fikir Ayrihg1) x 100" formlu
uygulanmistir (Miles & Huberman, 1994, p. 64). iki kodlayici arasindaki benzerlik 468 / (468 +12) x 100 =
97.50 olarak hesaplanmistir. Arastirmanin dis gegerligini saglamak icin yontem boliminde, arastirma
modeli, calisma grubu, veri toplama araci ve veri analizi siiregleri ayrintili olarak verilmistir. Ayrica
arastirmanin dis guvenilirligini saglamak igin veri toplama, veri analizi, sonuglarin birlestiriimesi ve
sunulmasini iceren islemler, arastirilan konu ve yontemler ilgili bélimlerde detayh olarak belirtilmistir.

Bulgular

Ogretmen Adaylarinin ideal Okula iliskin Gériisleri

Aday 6gretmenler tarafindan ideal okula iliskin toplam 480 goris olusturulmustur. Sonuglar Tablo
1’de verilmektedir.

Tablo 1.
ideal Okula iliskin Gériisler (N= 24).

(1) Ogretim Programi

(1) Yapisal Ozellikler (n=17, =55)

o Bilimsellik [f=12]

e Uygulanabilirlik [f=10]

o Anlasilirlik [f=7]

o Esneklik [f=7]

o Slreg odakhlik [f=4]

o Ulke vizyonu ile uyumluluk [f=3]

o Teknoloji kullanimina uygunluk [f=1]
e Kavram hatasina yer vermeme [f=1]
o Yenilikgilik [f=1]

eEvrensel degerlerle uyumluluk [f=1]
eYerel kosullara uyarlanabilirlik [f=1]
e Arastirmaya 6zendirme [f=1]

e Etkinlik temelli 6grenme [f=1]

e Degistirilebilirlik [f=1]

e Gelistirilebilirlik [f=1]

e Toplumun ihtiyacini karsilama [f=1]
e Kiltur ile uyumluluk [f=1]

Tablo 1. Devami.
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(2) icerik (n=9, f=23)

e Merak uyandirma [f=7] eEvrensel degerlere dayali olma [f=1]
eYaparak yasayarak 6grenmeye uygunluk [f=4]  eToplumsal degerlere uygunluk [f=1]

e Kultlrel etkinlikler icerme [f=3] o Etkinlik temelli 6grenmeye uygunluk [f=1]
e Biitiinsel gelisimi destekleme [f=3] eOgrenmeye motive etme [f=1]

eOgrencilerin yetenegini aciga cikarma [f=2]
(3) Egitim Amaglari (n=10, f=22)

e Yaratici diisinme becerileri [f=5] e Bilimsel arastirma becerileri [f=2]

e Kalici 6grenme [f=3] eiletisim becerileri [f=1]

e Cok yonli gelisim [f=3] o Girisimciligi 6zendirme [f=1]
eProblem ¢6zme becerileri [f=3] e Demokratik degerleri 6zendirme [f=1]
eElestirel disiinme becerileri [f=2] e Ogrencileri hayata hazirlama [f=1]

(4) Ogrenci Merkezlilik (n=5, f=20)
e Ogrenci gereksinimlerine dncelik verme [f=6] eHazir bulunusluga uygunluk [f=3]
e Ogrenci odaklilik [f=5] eBireysel farkliliklari dikkate alma [f=3]
e Ogrencilerin gelisimine uygunluk [f=3]

(1) Yonetim Yapisi

(1) Kisisel Yeterlikler (n=16, f=46)

eYeni fikirlere acik olma [f=7] eTum calisanlara saygi [f=2]
eHosgorill olma [f=6] eSorumluluk [f=2]

®Cozlim odakli olma [f=6] e Olumlu tutum [f=2]

e Farkindalik [f=4] eGliven verme [f=1]

o Adil yonetim [f=4] eisini severek yapma [f=1]

e Tarafsizlik [f=3] eKararllik [f=1]

e Degisime acgik olma [f=3] ePlanli calisma [f=1]

e Elestiriye acik olma [f=2] eSire¢ odakli olma [f=1]

(2) Teknik Yeterlik (n=10, f=24)

o Pozitif disiplin [f=5] o Okul gelistirme [f=2]

e Beklentileri karsilama [f=4] e Teknolojiden yararlanma [f=2]
eGldileme becerisi [f=3] ¢ Orgiitsel adanmishk [f=1]
eVizyon [f=3] e Bilimsel etkinlikleri destekleme [f=1]
e Liderlik [f=2] e Guvenli okul iklimi olusturma [f=1]
(3) Demokratik Tutum(n=6, f=20)

e Demokratik okul kiltard [f=6] eKolaylastiricihk [f=3]
eKatihmci yonetim [f=5] e Yetkiyi paylagsma [f=2]
eisbirligi [f=3] o Otoriterlikten kaginma [f=1]
(4) iletisim Becerileri (n=7, f=18)

o Velilerle iletisim [f=6] eiletisim becerileri [f=1]

o Etkili iletisim [f=4] e Ogrencilerle iletisim [f=1]

o Erisilebilirlik [f=3] o Etkili dinleme becerileri [f=1]

e Esglidimleme [f=2]
(5) Ggrenci Merkezli Yonetim(n=6, f=12)

e Ogrenci sorunlarina duyarlilik [f=4] e Ogrencilerin mutlulugunu 6n planda tutma [f=1]
o Ogrenci odakli ydnetim [f=3] eOgrencilere nazik davranma [f=1]
e Ogrencilere yakinlik [f=2] o Okulu cazip hale getirme [f=1]

Tablo 1. Devami.
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(1) Ogrenciler Arasi iletisim

(1)iletisime Deger Katma(n=10, f=54)

e Saygi [f=16]
eHosgorl [f=10]
e Empati [f=7]
eictenlik/Samimiyet [f=5]
e Nezaket [f=5]

(2) Dayanisma (n=7, f=36)
eisbirligi [f=10]
eYardimlasma [f=9]
e Paylasimci olma [f=6]
e Arkadashgi 6n planda tutma [f=6]
(3) Surdiiriilebilirlik (n=15, f=30)
eRekabete dayali olmama [f=5]
eSiirdlrillebilir iletisim [f=5]
eCikar iliskisine dayali olmama [f=4]
e Otekilestirmeme [f=2]
oSiddet icermeme [f=2]
eKosulsuz kabul [f=2]
oKisilik haklarina saygi duyma [f=2]
eOnyargisiz olma [f=1]

(IV) Ogretmen Yeterlikleri

e Gliven [f=4]

e Takdir etme [f=3]
einsan sevgisi [f=1]

e DUrlstlik [f=1]
eYardimseverlik [f=1]

e Biz duygusunu 6n planda tutma [f=2]
e Akran destekli 6grenme [f=2]
e Grup dinamigi [f=1]

eFarkliliklara saygi [f=1]

e Ayristirici bir dil kullanmama [f=1]
eSuclayici olmama [f=1]

eKaba bir dil kullanmama [f=1]
oOzverili olma [f=1]

eKendini agikc¢a ifade etme [f=1]

e Destekleyici bir dil kullanma [f=1]

(4) Kisisel Yeterlik (n=22, f=50)
e Gelisime agik olma [f=6]

e Kendini yenileme [f=6]

e Tarafsizlik [f=5]

e Meslek sevgisi [f=4]

o Etkili iletisim [f=4]

e Adalet duygusu [f=3]

e Meslege baglilik [f=2]

e Farkindalik [f=2]

¢z degerlendirme [f=2]

o Ozgiiven [f=2]

eisbirligine acik olma [f=2]

(5) Mesleki Yeterlik (n=18, f=50)
o Akademik yeterlik [f=11]

e Anlasilir bir dil kullanma [f=7]
eYaraticl diisinmeyi destekleme [f=4]
eOgrencilere rehberlik [f=4]

e Dersi ilging hale getirme [f=3]

eOgrencilerin gelisimine dncelik verme [f=3]

elyi bir gdzlemci olma [f=2]

o Velilerle iletisim [f=2]

e Kisisel gelisimi 6zendirme [f=2]

(6) Ogrenci Merkezlilik(n=7, f=20)
eOgrencileri kosulsuz kabul etme [f=4]
eOgrenci sorunlarina duyarlhlik [f=4]

einsan sevgisi [f=2]

e Pozitif tutum [f=1]
eSabirli olma [f=1]

e Duyarlilik [f=1]
eOnvyargisiz olma [f=1]

e Gler yuzli olma [f=1]
ePlanli calisma [f=1]

e Empatik tutum [f=1]

e Cok yonlulik [f=1]

e Demokratik tutum [f=1]
®C6zUim odakli olma [f=1]

eOgrenmeyi eglenceli hale getirme [f=2]
eYeni 6gretim teknikleri kullanma [f=2]
eDerse hazirlikh gelme [f=2]

eBitlnciil degerlendirme [f=1]

e Teknolojiyi etkili kullanma [f=1]

e Farkliliklar dikkate alma [f=1]
eKonulari yasamla iliskilendirme [f=1]

e Rol-model olma [f=1]

eOgrencileri arastirmaya ydneltme [f=1]

eOgrencilere deger verme [f=3]
eOgrencilere hosgoriilii davranma [f=1]

eOgrenci merkezli etkinlikler [f=4] eOgrencilerin gereksinimlerini anlama [f=1]

eOgrencilerin gereksinimlerine duyarlilik[f=3]
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Tablo 1'de, 6gretim programi bolimundeki alt temalar, yapisal 6zellikler (1) [n=17, f=55], (2) igerik
[n=9, f=23], (3) egitimsel amaglar [n=10, f=22], (4) 6grenci merkezlilik [n=5, f=20] seklindedir. Yonetim
yapisi bolimane iliskin alt temalar, (1) kisisel yeterlik [n=16, f=46], (2) teknik yeterlik [n=10, f=24], (3)
demokratik tutum [n=6, f=20], (4) iletisim becerileri [n=7, f=18], (5) 6grenci merkezli ydnetim [n=6, f=12]
seklindedir. Ogrenciler arasi iletisimi béliimiine iliski alt temalar, (1) iletisime deger katma [n=10, f=54],
(2) dayanisma [n=7, f=36] (3) surdirilebilirlik [n=15, f=30] seklindedir. Ayrica, 6gretmen yeterlikleri
bolimune iliskin alt temalar, (1) mesleki yeterlik [n=18, f=501, (2) kisisel yeterlik [n=22, f=50], (3) 6grenci
merkezlilik [n=7, f=20] seklindedir.

Tablo 2’de 6gretmen adaylarinin ideal okula iliskin gorislerinin agirhkl 6ncelik diizeyi yer almaktadir.

Tablo 2.
ideal Okula iliskin Gériislerinin Agirlikli Oncelik Diizeyi (N=24).

(1) Ogretim Programi
(1) Yapisal Ozellikler (n=17, =55, AO=155)

*Uygulanabilirlik [AO=34] eEtkinlik temelli 6grenme [AO=3]
eBilimsellik [A0=32] eYenilikgilik [AO=2]

eAnlasilirlik [A0=20] o Gelistirilebilirlik [AO=2]

eEsneklik [A0=20] eKavramsal hata olusturmama [AO=2]
eUlke vizyonu ile uyumluluk [AO=15] eArastirmaya 6zendirme [AO=1]

eSiireg odaklilik [AO=12] eTeknoloji kullanimina uygunluk [AO=1]
eEvrensel degerlerle uyumluluk [AO=3] eToplumun gereksinimini karsilama [AO=1]
eKiiltiir ile uyumluluk [AO=3] eYerel kosullara uyarlanabilirlik [AO=1]

e Degistirilebilirlik [AO=3]

(2) Ogrenci Merkezlilik (n=5, f=20, A0=74)

» Ogrenci odaklilik [AO=24] eBireysel farkliliklari dikkate alma [AO=10]
e Ogrenci gereksinimlerine éncelik verme [A0=22] e(Ogrencilerin gelisimine uygunluk [AO=7]
e Hazir bulunusluga uygunluk [AO=11]

(3) igerik (n=9, f=23, AO=67)

e Merak uyandirmal [AO=20] e Ogrenmeye motive etmeli [AO=4]

e Biitiinciil gelisimi desteklemeli [A0=13] eEvrensel degerlere dayal olmali [AO=3]

o Etkinlik temelli grenmeye uygunluk [AO=12] eYaparak yasayarak égrenmeye uygunluk [AO=3]
e Ogrenci yeteneklerini agiga cikarmali [AO=6] eToplumsal degerlerle uyumlu olmali [AO=2]

e Kiiltiirel etkinlikler icermeli [AO=4]
(4) Egitim Amaglan (n=10, f=22, AO=64)

eYaraticl diisiinme becerileri [AO=15] eKalici 6grenme saglama [AO=7]

o Cok yonlii gelisim [AO=12] e Elestirel diisinme becerileri [AO=6]
eProblem ¢6zme becerileri [AO=8] eiletisim becerileri [AO=3]

e Bilimsel diisinme becerileri [A0=7] e Girisimciligi 6zendirme [AO=1]
eOgrencileri hayata hazirlama [AO=7] eDemokratik degerleri 6zendirme [AO=1]

(11) Yonetim Yapisi

(1) Kisisel Yeterlikler (n=16, f=46, A0=147)

e Yeni fikirlere agik olma [AO=25] o Tiim calisanlara saygi [AO=6]
*Hosgoriili olma [A0=22] eSorumluluk [AO=6]

¢ Coziim odakl olma [AO=16] eOlumlu tutum [AO=5]

e Adil ydnetim [AO=15] eKararllik [AO=5]

eDegisime acik olma [AO=12] ePlanli calisma [AO=4]
eTarafsizlik [AO=11] eGliven verme [A0=2]
eFarkindalik [AO=8] eisini severek yapma [AO=1]
o Elestiriye agik olma [AO=8] eSiirec odakli olma [AO=1]
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Tablo 2. Devami.

(2) Teknik Yeterlikler (n=10, f=24, AO=63)

e Pozitif disiplin [AO=16] eVizyon [AO=4]

eBeklentileri karsilama [AO=12] eBilimsel etkinlikleri destekleme [AO=4]
e Okul gelistirme [AO=7] eTeknolojiden yararlanma [AQ=3]
eGiidiileme becerisi [AO=6] e Giivenli okul iklimi olusturma [AO=3]
eLiderlik [AO=6] o Orgiitsel adanmishk [AO=2]

(3) Demokratik Tutum(n=6, f=20, AO=61)

e Demokratik okul kiiltiiri [A0=22] eisbirligi [AO=9]

eKatilimci ydnetim [AO=11] ¢ Otoriterlikten kaginma [AQ=5]
eKolaylastiricihk [AO=11] e Yetkiyi paylasma [AO=3]

(4) Ogrenci Merkezli Yénetim(n=6, f=12, AO=45)

e Ogrenci sorunlarina duyarlik [AO=15] e Ogrenci mutlulugunu én planda tutma [AO=5]
o Ogrenci odakli ydnetim [A0=12] Okulu cazip hale getirme [AO=5]

e Ogrencilere yakinlik [AO=6] eOgrencilere nazik davranma [A0=2]
(5) iletisim Becerileri (n=7, f=18, AO=44)

e Velilerle iletisim [A0=10] eiletisim becerileri [AO=4]

o Etkili iletisim [AO=9] eEsgiidiimleme [AO=2]

e Erisilebilirlik [AO=9] e Etkili dinleme becerisi [AO=2]

eOgrencilerle iletisim [AO=5]
(1) Ogrenciler Arasi iletisim

(1) iletisime Deger Katma(n=10, f=54, AO=185)

*Saygi [AO=64] *Giiven [AO=14]

e Hosgorl [AO=38] eTakdir etme[AO=5]

e Empati [A0=22] einsana sevgisi [AO=3]

e Nezaket [AO=21] e Diiriistlilk [AO=2]
eictenlik/Samimiyet [AO=15] eYardimseverlik [AO=1]

(2) siirdiiriilebilirlik (n=15, f=30, AO=88)

e Cikar iliskisine dayali olmama [AO=15] o Ozverili olma [AO=5]

e Rekabete dayali olmama [AO=12] eSuglayici olmama [AO=4]

e Siirdiiriilebilir iletisim [AO=8] e Destekleyici bir dil kullanma [AO=4]
eSiddet icermeme [AO=8] eKaba bir dil kullanmama [A0=3]

e Kosulsuz kabul [AO=8] eKendini agik¢a ifade etme [AO=2]

o Otekilestirmeme [AO=6] e Farkliliklara saygi [AO=1]

o Kisilik haklarina saygi [AO=6] e Ayristirici bir dil kullanmama [AO=1]

¢ Onyargisiz olma [AO=5]
(3) Dayanisma (n=7, =36, AG=87)

eYardimlagsma [AO=22] Biz duygusunu 6n planda tutma [AO=9]
eisbirligi [AO=20] eAkran destekli 6grenme [AQ=5]
ePaylasimci olma [AO=15] eGrup dinamigi [AO=4]

eArkadashg &n planda tutma [AO=12]
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Tablo 2. Devami.

(IV) Ogretmen Yeterlikleri

(1) Mesleki Yeterlikler (n=18, f=50, AG=155)
e Akademik yeterlik [AO=44]

e Anlasilir bir dil kullanma [AO=22]
eOgrencilere rehberlik [AO=12]

e Dersi ilging hale getirme [AO=11]

eYaraticl diisiinmeyi destekleme [A0=10]

e Derse hazirlikli gelme [AO=10]

eVelilerle iletisim [AO=8]

e Ogrencilerin gelisimine dncelik verme [AO=7]
e Kisisel gelisimi 6zendirme [AO=6]

(2) Kisisel Yeterlikler (n=22, =50, A0=143)
e Meslek sevgisi [A0=19]

e Kendini yenileme [A0=17]

e Gelisime acik olma [AO=16]

o Etkili iletisim [AO=14]

eTarafsizlik [AO=12]

einsan sevgisi [AO=8]

e Adalet duygusu [AO=7]

¢z degerlendirme yapabilme [AO=6]
eMeslege baghlik [AO=5]

o Cok yonliiliik [AO=5]

eSabirli olma [AO=5]

(3) Ogrenci Merkezlilik(n=7, f=20, AO=62)
e Ogrencileri kosulsuz kabul etme [A0=16]

e Ogrencilere deger verme [A0=13]

eBiituncil degerlendirme [AO=5]

elyi bir gézlemci olma [AO=4]
eOgrenmeyi eglenceli hale getirme [AO=4]
e Ogrencileri arastirmaya yéneltme [AO=3]
e Farkliliklar dikkate alma [AO=3]
eRol-model olma [AO=2]

eYeni égretim teknikleri kullanma [AO=2]
e Teknolojiyi etkili kullanma [AO=1]
eKonulari yasamla iliskilendirme [AO=1]

eisbirligine acik olma [AO=4]
eOnyargisiz olma [AO=4]

e Pozitif tutum [AO=4]
ePlanli calisma [AO=4]
eOzgiiven [AO=4]
eFarkindalik [AO=3]
*Coziim odaklilik [AO=2]

e Empatik tutum [AO=1]
eDuyarlilik [AO=1]

e Demokratik tutum [AO=1]
eGiler yuzlii olma [AO=1]

eOgrencilerin gereksinimlerini anlama [A0=5]
eOgrencilere hosgoriilii davranma [AO=5]

e Ogrencilerin gereksinimlerine duyarlilik [A0=10]  eOgrenci merkezli etkinlikler [AO=4]

e Ogrencilerin sorunlarina duyarhlik [A0=9]

Ogretim programina iliskin alt temalar, yapisal 6zellikler [n=17, f=55, AO=155], 6grenci merkezlilik
[n=5, f=20, AO=74], icerik [n=9, f=23, AO=67] ve egitimsel amaglar [n=10, =22, AO=64] seklindedir.
Yénetim yapisina iliskin alt temalar kisisel yeterlik [n=16, f=46, AO=147], teknik yeterlik [n=10, f=24,
A0O=63], demokratik tutum [n=6, f=20, AO=61], 6grenci merkezli yénetim [n=6, f=12, AO=45] ve iletisim
becerileri [n=7, =18, AO=44] seklindedir. Ogrenciler arasi iletisime iliskin alt temalar degere dayal
iletisim [n=10, f=54, AO=185], surdirilebilirlik [n=15, f=30, AO=88] ve dayanisma [n=7, =36, AO=87]
seklindedir. Ogretmen vyeterliklerine iliskin alt temalar mesleki yeterlik [n=18, f=50, AO=155], kisisel
yeterlik [n=22, =50, AO=143] ve égrenci merkezlilik [n=7, f=20, A0=62] seklindedir.

Tartisma, Sonug ve Oneriler

Bu calisma, 6gretmen adaylarinin ideal okula ilgili gorislerini belirlemeyi amaglamaktadir. Bu amagla,
bu calismada ideal okulun dért bileseni incelenmis ve aday 6gretmenler her bir bilesen icin 120 goris
olusturmustur. Bu bilesenler 6gretim programi, yonetim yapisi, 6grenciler arasi iletisim ve 6gretmen
yeterlikleridir. Sonug olarak 6gretmen adaylari tarafindan ideal okula iliskin 480 goéris olusturulmustur.
Ogretmen adaylari, ideal okulun &gretim programina iliskin yapisal 6zellikler alt temasinda, bilimsellik,
uygulanabilirlik, anlagilirlik ve esneklik gibi 6zellikleri sikhikla vurgulamistir. Ayrica, igerik alt temasinda,
ideal okul miufredatinin merak uyandirmasi gerektigi, yaparak yasayarak 6grenmeye uygun olmasi,
kllturel faaliyetleri icermesi ve 6grencilerin buttinsel gelisimini desteklemesi gerektigi seklinde gorisler
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dile getirilmektedir. Bu sonuglara bagl olarak, ideal okullar igcin egitim programlarinin bilimsel, pratik,
acik ve esnek hazirlanmasi onerilebilir. Katilimcilar, ideal okullar igin 6gretim programinin igeriginin
merak uyandirmasi, deneyimlerle 6grenmeye olanak sunmasi, kilturel faaliyetleri icermesi ve butlnsel
gelismeyi desteklemesi gerektigini belirtmektedir. Ogretmen adaylari, 6gretim programinin egitimsel
amaglarinin 6grencilerin ¢ok yonli gelisimini, yaratici disinme becerilerini, sirekli 6grenmeyi ve
problem ¢dzme becerilerini gelistirmesinin, okullari ideal okul olmaya daha fazla yaklastiracagini ifade
etmektedir. Ogretmen adaylari, ideal okulda 6gretim programinin égrencilerin ilgi ve gereksinimlerine
oncelik vermesi, 6grenci merkezli olmasi ve 0Ogrencilerin gelisimine uygun olmasi gerektigini
belirtmektedir. Bu sonuglar, 6gretmen adaylarinin 6gretim programini ideal okul igin temel bir bilesen
olarak algiladigini gostermektedir. Benzer sekilde, Akker (2009), Stabback, Male ve Georgescu (2011)
tarafindan yapilan arastirmalarda, ideal 6gretim programinin kullanighhk, anlasilirhk ve esneklik gibi
ozelliklere sahip olmasi gerektigi belirtilmektedir. Bu sonuglar, ideal okullar icin 6gretim programinin
yaparak yasayarak 6grenmeye uygun olmasi ve 6grencilerin yaratici disiinme becerilerini gelistirmesi,
kalici 6grenmeyi saglamasi ve ogrencilerin ¢ok yonli gelismesine olanak saglamasi gerektigi seklinde
degerlendirilebilir.

Ogretmen adaylari, ideal okul yoneticisinin yeni fikirlere agik olmasi, hosgériilii olmasi, ¢éziim odakli
olmasi ve adil bir yonetim sergilemesi gerektigini vurgulamaktadir. Bulgular, daha énceki arastirmalarin
bulgulari ile benzerlik gdstermektedir. Adil yonetim, yeni fikirlere agiklik, hoggdrill tutum ve ¢6ziim
odakli yonetim, ideal okul yonetimi icin gerekli yeterlikler olarak gérilmektedir (Pirotta, 2016; Riley,
2004; Simmons, Graham, & Thomas, 2015; Su, Adams, & Mininberg, 2003). Ayrica, ideal okul
yoneticilerinin pozitif disiplin sergileme, beklentileri karsilama, okulu gelistirme ve gidiileme becerileri
gibi teknik yeterliklere sahip olmasi gerektigi belirtiimektedir. Katilimcilar ayrica, ideal okullar igin okul
yoneticilerinin, demokratik bir okul kiiltiri olusturmasi, katiimci yonetim sergilemesi, kolaylastirici ve
ishirligine dayal demokratik bir yénetsel tutum sergilemesi gerektigini belirtmektedir. Dahasi, ideal okul
yoneticilerinin erisilebilir olmasi, etkili iletisim becerilerine sahip olmasi ve velilerle iletisim iginde olmasi
gerekmektedir. Buna ek olarak 6gretmen adaylari, ideal okullarda yoneticilerin 6grencilerin sorunlarina
duyarli olmasi, 6grenci odakl yonetim sergilemesi ve 6grencilerle yakindan ilgilenmesi gerektigi seklinde
goris belirtmektedir. Bu sonuglar, 6gretmen adaylarinin okulun yénetim yapisini, ideal bir okul igin
temel bilesen olarak degerlendirdigini ortaya koymaktadir. ideal okulun yénetim yapisina iliskin gorisler,
Balyer (2013), Gurbuz, Erdem ve Yildirm (2013), Karadag (2011), Su, Adams ve Mininberg (2003)
tarafindan yurGtulen arastirmalarin bulgularn ile tutarlidir. Benzer sekilde, Arikan ve Sari (2016)
tarafindan yapilan arastirmada, lise 6grencilerinin okuldaki yagam kalitesinin okulun yénetim yapisindan
etkilendigi bulgusu yer almaktadir. Ozdemir ve Akkaya (2013) tarafindan yapilan baska bir arastirmada,
okul yoneticilerinin kisitlayici ve cezalandirici tutumlari nedeniyle okul 6grenciler tarafindan cezaevi
olarak algilanmaktadir. Bu sonuglar, ideal bir okul icin okul mudurlerinin adil, anlayish, yeniklere agik,
¢6zim odakli, 6grenci merkezli, demokratik, katilimci, erisilebilir, iletisim ve isbirligine acgik tutum
sergilemesi gerektigi seklinde degerlendirilebilir.

Ogretmen adaylari, ideal bir okul i¢in 6grenciler arasindaki iletisimin saygi, hosgérii, duygudaslik ve
nezaket icermesi gerektigini ifade etmektedir. Katilimcilar, iletisimin dayanisma ve karsilikli sorumluluk,
isbirligi, paylasim ruhu ve dostluga oncelik vermeyi icermesi gerektigi seklinde goris belirtmektedir.
Buna ek olarak 6gretmen adaylari, ideal okullarda 6grenciler arasindaki iletisimin bencillik ve rekabetten
uzak, sardurulebilir bir iliski icermesi gerektigini belirtmektedir. Benzer sekilde, Akgul (2015), Durmaz
(2008), Elitok-Kesici ve Tirkoglu (2012), Leshem, Zion ve Friedman (2015), Pirotta (2016) tarafindan
ylratalen farkli arastirmalarin bulgulari, 6grenciler arasi iletisimin ideal bir okul olusturmada belirleyici
faktér oldugunu ortaya koymaktadir. Bu sonuglar, ideal bir okul icin 6grencilerin sirdurilebilirlik
temelinde sevgi, saygi, hosgori, dostluk, yardimlagsma, dayanisma ve isbirligine dayali iletisim becerileri
sergilemeleri gerektigi seklinde degerlendirilebilir.

Ogretmen adaylari, ideal bir okul ortami icin 6gretmenlerin acik ve anlasilir bir dil kullanma,
o6grencilere rehberlik etme ve dersi ilgi ¢ekici hale getirme gibi mesleki yeterliklere sahip olmasi
gerektigini ifade etmektedir. Ayrica, 6gretmenlerin meslegini sevmesi, kendilerini stirekli yenilemesi,
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gelisime acik olmasi ve etkili iletisim becerilerine sahip olmasi gerektigini seklinde goérusler yer
almaktadir. Bunlarin yaninda, ideal okul i¢in 6gretmenler, 6grenci merkezli sinif ydnetimini iceren gesitli
niteliklere sahip olmalidir. Ogretmen adaylari, ideal okul icin dgretmenlerin &grencileri kosulsuz kabul
etmesi, onlarla yakindan ilgilenmesi ve 06grencilerin ihtiyaclarina duyarli olmasi gerektigini
belirtmektedir. Daha 6nce Kangas (2010), Sezer (2016), Shukla (2014), Shuls ve Trivitt (2015), Walker
(2008) tarafindan yapilan farkli calismalarda, ideal okullar igin gerekli niteliklerin 6n sirasinda nitelikli
ogretmenler gosterilmektedir. Bu sonuglar, ideal bir okul icin 6gretmenlerin meslegini sevmesi, mesleki
acidan yeterli ve donanimh olmasi, 6grenmeyi ilgi ¢ekici ve eglenceli hale getirmesi, 6grencilere yakin
davranmasi, 0grencilere rehberlik etmesi, etkili iletisim becerilerine sahip olmasi gerektigi seklinde
degerlendirilebilir.

Sonuglar, 6gretmen adaylarinin gorusleri ile bu gorislerin agirlikli 6ncelik diizeyinin bazi ana
temalarda farkli oldugunu géstermektedir. Ogretim programi ana temasinda alt temalar, yapisal
ozellikler, 6grenci merkezlilik, icerik ve egitimsel amaglar olarak siralanmaktadir. Bu sonuglar, ideal okul
icin 6gretim programinin 6grenci merkezli olmasina daha fazla 6zen gosterilmesi gerektigi seklinde
yorumlanabilir. Yonetim yapisi ana temasinda alt temalar, kisisel yeterlik, teknik yeterlik, demokratik
tutum, 6grenci merkezli yénetim ve iletisim becerileri seklinde siralanmaktadir. Bu sonuglar, 6gretmen
adaylarinin 6grenci merkezli okul yonetimini, ideal okul igin 6nemli bir bilesen olarak gérdiigii seklinde
degerlendirilebilir. Katilimci gorislerinin agirlikli 6ncelik diizeyi, 6grenciler arasi iletisim ana temasinda,
alt temalarin sirasini degistirmemistir. Ogretmen yeterlikleri ana temasinda, alt temalar mesleki
yeterlikler, kisisel yeterlikler ve 6grenci merkezlilik seklinde siralanmaktadir. Elde edilen sonuglar,
ogretmen adaylarinin ideal okul icin 6gretmenlerin mesleki yeterliklerine daha fazla oncelik verdigi
seklinde degerlendirilebilir.

Bu sonuglara gore okullarin, ideal okullar olarak yeniden vyapilandirilabilmesi icin 06gretim
programlarinin bilimsel, uygulanabilir, agik ve esnek olmasi dnerilebilir. Ote yandan 6gretim programlari
ogrencilerde merak uyandirmali, yaparak yasayarak 6grenmeyi saglamali, klltirel etkinlikler icermeli ve
dgrencilerin bitiincil gelisimini desteklemelidir. ideal okul icin 6gretim programinin yaratici diisiinme ve
problem c¢6zme becerilerini gelistirmesi, siirekli 6grenmeyi ve ¢ok yonli gelisimi 6zendirmesi
gerekmektedir. ideal okullar icin dgretim programi 6grencilerin ihtiyaclarini 6n planda tutmali, dgrenci
merkezli olmali ve 6grencilerin gelisimine uygun olmahdir.

ideal bir okul icin yéneticiler yeni fikirlere agik olmali, hosgériili olmali, ¢dziim odakli olmali ve adil
yonetim sergilemelidir. ideal bir okul olusturmak icin okul yéneticisi olumlu disiplin sergilemeli,
beklentileri karsilamali, okulu gelistirmeli ve galisanlari ve 6grencileri basari icin gudiileme becerisine
sahip olmalidir. ideal okullar icin yoneticiler, demokratik tutum sergilemeli ve etkili iletisim becerilerine
sahip olmalidir. ideal bir okul olusturmak icin &grenciler iletisime deger katmal, iletisim siirdirilebilir
olmali ve icinde karsilikli dayanismayi barindirmalidir. ideal okullar olusturmak icin &gretmen yetistiren
kurumlar 6gretmen adaylarini, kisisel yeterlik ve mesleki yeterlik agisindan donanimli olarak
yetistirmelidir. Bu ¢alisma 6gretmen adaylarinin gériislerine dayali olarak yiriitilmistir. Ogretmenler,
veliler ve yoneticiler gibi farkli calisma gruplari ile ¢alismalar yapilabilir. Bu arastirma nitel arastirma
desenindedir. Ayrica, bu konuya iliskin farkl desenlerde farkh ¢alismalar tasarlanabilir.

Bilgilendirme

Bu calisma, 20-23 Nisan 2017 tarihlerinde Antalya'da diizenlenen 26. Uluslararasi Egitim Bilimleri
Kongresi'nde sunulan makalenin genisletilmis halidir.
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Introduction

Though the altruism was one of the subjects of religion and philosophy, it drew the attention of
theoreticians and researchers in this field when psychology has become an independent science field.
Despite there is no decided clear definition of altruism it is seen that it was described as an assistance
behavior (Carlo & Randall, 2002), helping, supporting and protecting behaviors (Gintis, 2003) of
individuals without expecting something in return (islamoglu & Altunisik, 2008) for the felicity of other
people by abandoning their own interests. The altruistic behavior, on the other hand, is defined as a
behavior category encompassing a wide range that consists of any type of assistance behavior or
behaviors aiming to assist other people. In other words, it is purported as acts that are conducted for
the benefit of other people without expecting a reward. The help of individuals one another willingly in
the face of a problem is also an altruist behavior (Balikgioglu & Karacaoglu, 2007; Gordon, 2003;
Kapikiran, 2008; Podsakoff & MacKenzie, 1994; Sariyer, 2011).The helping behavior stands out in
altruism as seen in these definitions.

People tend to restore equality with social justice and equality sensation when they see someone
suffering for no reason. Such an approach leads to altruistic behavior. Doing someone a favor and
offering help to someone who does a favor develops the responsibility sense in individuals.
Furthermore, an individual feeling himself/herself good augments altruistic behaviors and in contrary,
an individual feeling himself/herself bad minimizes altruistic behaviors. People have “happy” moments
causing them to share their good luck (Freedman et al., 1976). Everyone wants to understand and to be
understood. They try to set their relationships with others and try to adapt to their surrounding within
social life as a requirement of being human. They establish these relationships that require a strong
interaction owing to their communication skill (Elkatmis & Unal, 2014). Communication and education
are the two concepts inseparable from each other because forming communication is the priority for
reaching educational purposes. The most general aim of education and teaching is to assist individuals
to behave based on the designated targets rather than equipping them with knowledge (Deryakulu,
1992). In this context, it can be said that an effective communication style is needed for a good learning
and teaching process. For the teachers to reach their educational goals designated for their students in
class and to form communication with their students clearly and effectively; conflicts must be solved
and an empathetic approach must be developed by putting forth the problems clearly and by finding
appropriate solution ways (Cubukcu & Girmen, 2008).

Children and youngsters may face with problems extensively in schools which have a crucial place in
their development. It is anticipated that teachers are skillful for solving problems during this process so
that they can assist their students for gaining problem solving skills (Cinar et al., 2009). It is seen in the
research conducted on altruistic behaviors in the literature that people concentrate on helping other
people “on their own” or on helping someone without expecting a reward (Karadag & Mutafgilar, 2009).
It is anticipated that our youngsters who are our future are raised having the features to access
information easily, thinking critically, tolerant, helpful, sharing and supporting each other’s development
(Saracoglu, 2006; Saracaloglu & Kasli, 2001). In this context, it is thought that it is crucial to designate
the level of altruism, communication and problem solving skills of our teachers, who are influential for
raising individuals with these features. Opinions have been put forward in the recently conducted
studies for the necessity of investigating altruism under the heading of social behaviors (Carlo & Randall,
2002; Schwartz, 1993). It is thought that communication skill and problem solving skill can be dealt with
in the scope of positive social behaviors mentioned here. There were no studies found in the literature
search conducted in the framework of this study revealing directly the relationship between the
altruistic levels and communication skills and problem solving skills of teachers. Nevertheless, studies
were found such as the study of Cinar et al. (2009) conducted on problem solving skills of teachers, the
study of Pehlivan (2005) conducted on the communication skill perception of teacher candidates, the
study of Sara and Gliney (2015) on the communication skill levels of class and field teachers, the study of
ismen and Yildiz (2005) investigating the attitudes towards teaching in terms of altruism and
assertiveness levels, the study of Karadag and Mutafcilar (2009) conducted on the altruism levels of
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elementary school and secondary schoolteachers and the study of Serin (2006) investigating problem
solving skills of class teachers. These researches emphasized the necessity for altruism in teaching
profession and similarly they emphasized that the teachers who had problem solving skills and effective
communication skills would approach their students as more totalitarian. Considering in this context, it
is thought that the teachers’ professional knowledge as well as their high level of altruistic approach will
be more effective during the process of understanding students and teaching. It can be stated that this
study can be significant since it discussed the altruism aspect of teachers and by considering that
teachers can be role models for students to develop social behaviors. Teachers must be experts on
understanding people and working with them. Teachers must render their services to the society as a
responsible authority, must be open minded and must develop good relationships with the regional
leaders and parents (Kaya, 1994). Therefore, focusing on the need for the teachers to establish
communication with students, their parents and colleagues is a crucial matter (Saracaloglu et al., 2009).

Teachers enlighten with their knowledge and skills not only the ones in school but also the people in
their surrounding outside the school. Human beings are in constant attempt of adapting to their
surroundings. This adaptation effort starts at birth and is continuous. Being in constant interaction with
people also leads to occurrence of some problems between them time to time. It is quite important to
know what ways will be followed and what needs to be considered significant for solving the problems
encountered in interpersonal relationships which are an indispensable part of life (Terzi, 2003). It is
important that teachers, who are a crucial part of the education and teaching system, must be
competent in problem solving skills. It is anticipated that teachers cope with the problems that they may
face with during their professional life and make decisions in the face of these problems (Cevik &
Ozmaden, 2013). Considering the feasible choices for solving problems with the altruistic approach, the
significance of motivating individuals to be sensitive and responsible for the environment becomes
evident once again. Hence, solving problems with an altruistic approach is required to reach a solution
for the benefit of both sides and the necessity for the altruistic attitude and effective communication
must be emphasized. In this context, it is thought that the results acquired in this study will contribute
to researchers working in the related field.

The aim of the research was to investigate relationship between the altruism levels, communication
skills and problem solving skills of the elementary education and secondary education teachers. The
hypotheses determined for the purpose of the study are as follows:

H1: There is a significant relationship among altruism levels of primary school teachers with their
problem solving skills and communication.

H2: There is a significant relationship among the altruism levels of primary school teachers in secondary
stage with their problem solving skills and communication

H3: There is a significant relationship among altruism levels of secondary school teachers with their
problem solving skills and communication.

H4: Altruism levels of teachers significantly differ according to gender.

H5: Altruism levels of teachers significantly differ according to education level where they are working
on.

H6: Altruism levels of teachers significantly differs according to service life.
Method

Research Design

This is a cross sectional research investigating the relationship between the altruism levels and
communication skills and problem solving skills of teachers teaching in elementary education and
secondary education. Cross sectional researches are used frequently in the field of educational sciences
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(Sahin, Ersanh, Kumcagiz, Barut & Ak, 2014). In this research type, the similarities and differences
between specific sample groups and temporary relationships between variables in a certain time frame
are exhibited (Cohen, Manion & Morrison, 2007).

Participants

The study population consisted of 725 teachers teaching at Sinop Provincial Center in elementary
schools and secondary schools during 2015-2016- school year, and the sample consisted of a total of 452
teachers, 236 (52.20%) females and 216 (47.80%) males, selected by the simple random sampling
method. The socio-demographic data on the sample is shown in Table 1 in detail.

Table 1.
Distribution of The Sample Group by Socio-Demographic Characteristics.
Sexuality Female Male Total
n 236 216 452
% 52.20 47.80 100.00
Level of duty First stage of Second stage of Secondary

primary primary education

education education
n 132 138 182 452
% 29.20 30.50 40.30 100.00
Seniority at work 1-5years 6 - 10 years 11-15years
n 192 154 106 452
% 42.50 34.10 23.50 100.00

Table 1 shows that 52.20% (236) of the teachers were females and 47.80%(216) of them were males;
29.20% (132) taught in the first level in elementary education, 30.50% (138) taught in the second level in
elementary education, 40.30% (182) taught in secondary education; 42.40% (192) taught 1-5 years,
34.10% (154) taught 6-10 years and 23.50% (106) taught 11-15 years.

Data Collection Tools

The Teacher Altruism Scale, the Communication Skill Assessment Scale, the Problem Solving
Inventory and the personal information form consisting of questions on the age, gender, education level
of employment and the length of service in the profession were used for data collection in the research.

The Teacher Altruism Scale (TAS): The scale was developed to designate the altruistic levels of
teachers by Yavuzer et al. (2006). The scale consists of a total of 18 items of 5 point-Likert type. The
corrected item-total correlation values of the scale range between .61 and .22. There is a significant
difference of 27.00% between the low and top groups at the level of p<.01 in terms of all items of the
scale. It was estimated that Kaiser Meyer Olkin=.85 and Bartlett analysis as [p<.01] which were required
to exhibit the construct validity of the scale. After the factor analysis was made based on this result by
using Varimax vertical rotation technique, it was uncovered that the scale consisted of 4 (four) factors.
The factor loads of the items ranged between .42 and .84. The eigen value of the scale at the sub factor
was 9.29 and the declared variance percentage was 51.62. The internal consistency level Cronbach
Alpha value of the scale was estimated between .75-.80. The internal consistency level of the entire
scale was estimated as Cronbach Alpha .73. Moreover, the test-retest stability factor of the scale was
estimated between .52 and .89 and it was estimated as .88 for the entire scale (Yavuzer et al., 2006). In
this study, Cronbach Alpha of the TAS was estimated as .85.
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The Communication Skill Assessment Scale (CSAS): The CSAS was developed by Korkut (1996) and it
is a 5 point- Likert type scale, consists of 25 items and is assessed on a single dimension. In the scale, the
participants were asked to select one of the statements placed in each item namely never, rarely,
sometimes, frequently and always (0, 1, 2, 3, 4). In the first studies, the scale was scored between 0 and
4, and in the recently conducted studies, the scale was scored between 1 and 5. The scoring was
between 0 and 4 in this study. There were no opposite coded items in this scale and the highest possible
score to be received was 100 and the lowest score was 0. A high score received in the scale showed that
the individual assessed himself/herself positive in terms of his/her communication skills (Korkut, 2005).
In this study, the CSAS’s Cronbach Alpha was found as .82.

The Problem Solving Inventory (PSl): The “Problem Solving Inventory” was developed by Heppner
(1978) and was collected by the “Problem Solving Inventory” called Form-A (PSI-A) that was adapted to
Turkey by Sahin, Sahin & Heppner (1993). The inventory scope is composed of 35 items of 6 point-Likert
scale. The inventory is scored as(6) | always behave like this, (5) | usually behave like this, (4) | frequently
behave like this, (3) | sometimes behave like this, (2) | rarely behave like this, (1) | never behave like this.
Some of the items consist of positive statements and some of them consist of negative statements. The
scale gives the total score (problem solving skill perception score) and the scores of the sub scales. The
inventory consists of 6 sub dimensions. These are; 1-Speedy Approach: consists of the items 13, 14, 15,
17, 21, 25, 26, 30 and 32 and its Cronbach Alpha is .78, 2-Thinking Approach: consists of items 18, 20,
31, 33 and 35 and its Cronbach Alpha is .76, 3-Avoidant Approach: consists of items 1, 2, 3 and 4 and its
Cronbach Alpha is .74, 4-Assessing Approach: consists of items 6, 7 and 8 and its Cronbach Alpha is
.69.5-Self-Confident Approach: consists of items 5, 11, 23, 24, 27, 28 and 34 and its Cronbach Alpha is
.64, 6-Planned Approach: consists of items 10, 12, 16 and 19 and its Cronbach Alpha is .59. Items 9, 22
and 29 are not included in scoring. Scoring is made based on 32 items. Items 1, 2, 3, 4, 11, 13, 14, 15, 17,
21, 25, 26, 30 and 34 are scored as opposite. The range of scores that could be received in the inventory
is between 32 and 192. A high total score received in the scale shows that an individual perceived
himself/herself incompetent on problem solving skill. A low total score received in the scale is accepted
as the positive problem solving skill perception of the individual. Cronbach Alpha reliability coefficient of
the inventory was found as .82 (Savasir & Sahin, 1997). In this study, the total scores received in the PSI
were assessed and the PSI’s Cronbach Alpha was found as .99.

Data Analysis

In the research, it was first checked whether the data complied with the general conditions of
parametric tests by performing Kolmagorov Smirnov test and the scores were uncovered as follows: The
altruism was p=.02<.05 and communication was p=.00<.05, and problem solving was p=.04<.05. Based
on these results, it is seen that the data distribution differed from the normal distribution (Kalayci,
2010). Therefore, non-parametric tests were performed for data assessment in the statistical processes.
In the study, descriptive tests, Mann-Whitney U test, Kruskal Wallis H —Test and correlation analyses
were carried out for data analysis. SPSS 21.0 program was used for analyses. The acquired results were
interpreted at the .05 significance level.

Findings

The descriptive statistics data were analyzed and assessed first in this section of the study.
Subsequently the results acquired based on the study hypotheses were presented. The mean scores,
minimum and maximum values and standard deviation values of the scales applied to the study group
are shown in Table 2.
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According to Table 2, the altruism level score average of the teachers teaching in the first level of
elementary education was (X=71.65), their skill level score average was (X=103.14) and problem solving
level score average was (X=111.59). Accordingly, it is seen that the problem solving skill level score
average of the teachers teaching in the first level of elementary education and their communication skill
level score average were higher than their altruism level score average.

The altruism level score average of the teachers teaching in the second level of elementary
education was (X=68.22), their communication level score average was (X=90.99) and problem-solving
skill level score average was (X=111.36). Accordingly, it is seen that the problem solving skill level score
average of the teachers teaching in the second level of elementary education and their communication
skill level score average were higher than their altruism level score average.

Table 2.
Mean of Scales, Distribution of Minimum And Maximum Values and Standard Deviation Values.
Values X +Sd Min. Max. Score interval
Level of First stage of primary 71.65+9.69 42.00 89.00
Alturism education 18-90
Second stage of 68.22+11.13 29.00 88.00
primary education
Secondary education 69.31+12.13 30.00 90.00
Communication  First stage of primary 103.14+20.37 25.00 125.00
skills education 25-125
Second stage of 90.99+28.97 25.00 125.00
primary education
Secondary education 62.96+30.47 25.00 125.00
Problem solving  First stage of primary 111.59+27.59 35.00 179.00
education 35-210

Second stage of 111.36+19.88 62.00 182.00
primary education
Secondary education 109.05£20.11 64.00 174.00

The altruism level score average of the teachers teaching in secondary education was (X=69.31),
their communication skill level score average was (X=62.96) and problem-solving skill level score
average was (X=109.05). Accordingly, it is seen that the problem solving skill level score average of the
teachers teaching in secondary education was higher than their altruism level score average and in
addition, their communication skill level score average was low as well.

It was investigated whether there was a significant relationship between the altruism levels of the
teachers at the first level of elementary education and their problem solving skills by Spearman rank
correlation based on the hypothesis H1: “There is a relationship between the altruism level of the
teachers at the first level of elementary education and their problem solving skills and communication
skills”. Accordingly, the relationship coefficient between the altruism levels and problem solving skills of
the teachers at the first level of elementary education was found as .17. It was seen that the relationship
was in the same direction and insignificant (p=.05; n=132). Similarly, the relationship coefficient
between the altruism levels and communication skills of the teachers at the first level of elementary
education was found as .23. It was seen that the relationship was in the same direction and significant
(p=.01; n=132).

It was investigated whether there was a significant relationship between the altruism levels of the
teachers at the first level of elementary education and their problem solving skills by Spearman rank
correlation based on the hypothesis H2: “There is a significant relationship between the altruism level of
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the teachers at the second level of elementary education and their problem solving skills and
communication skills”. Accordingly, the relationship coefficient between the altruism levels and problem
solving skills of the teachers at the second level of elementary education was found as -.03. It was seen
that the relationship was in the opposite direction and insignificant (p=.70; n=138). Similarly, the
relationship coefficient between the altruism levels and communication skills of the teachers at the
second level of elementary education was found as .18. It was seen that the relationship was in the
same direction and significant (p=.03; n=138).

It was investigated whether there was a significant relationship between the altruism levels of the
teachers of secondary education and their problem solving skills by Spearman rank correlation based on
the hypothesis H3: “There is a significant relationship between the altruism level of the teachers of
secondary education and their problem solving skills and communication skills”. Accordingly, the
relationship coefficient between the altruism levels and problem solving skills of the teachers of
secondary education was found as -.15. It was seen that the relationship was in the opposite direction
and significant (p=.03; n=182). Similarly, the relationship coefficient between the altruism levels and
communication skills of the teachers of secondary education was found as .08. It was seen that the
relationship was in the same direction and insignificant (p=.25; n=182).

The Mann-Whitney U test results of the assessment of the altruism scores of the teachers based on
the hypothesis H4:"The altruism levels of the teachers vary according to their gender” are shown in
Table 3.

Table 3.

Mann-Whitney U Test Results Showing The Difference of Teachers' Altruism Scores by Sexuality.
Sexuality n Rank avarage Rank sum U-value p-value
Female 236 212.77 50214.00 22248.00 .01
Male 216 241.50 52164.00

According to Table 3, there was a statistically significant difference found between the group
averages of the teachers as a result of Mann-Whitney U test performed to designate whether the
altruism score averages of the teachers showed a significant difference based on the gender variable
(Mann U=22248.00; p=.01 <.05). It is seen that the altruism scores of the male teachers are higher than
the altruism scores of the female teachers according to the difference between the averages. The
Kruskal- Wallis X>-Test results of the assessment of the altruism scores of the teachers according to the
level of education that they teach based on the hypothesis H5: “The altruism levels of the teachers vary
according to the level of education they teach” are shown in Table 4.

Table 4.
Results of The Kruskal-Wallis Test Showing The Differences in The Altruism Scores of The Teachers
According to The Educational Level.

Level of duty n Rankavarage sd X’ p Significant difference
First stage of primary education 132 250.60 2 7.07 .02 Firstand second stage
Second stage of primary education 138 209.45
Secondary education 182 221.95

It is seen in Table 4 that the difference was statistically significant according to the results of Kruskal
Wallis H-Test (KW=7.07; p=.02) performed to designate whether the altruism score averages of the
teachers showed a statistically significant difference according to the level of education they teach.
Accordingly, it can be stated that at least one group out of the three groups is different than the others.
Mann-Whitney U-Test was used to exhibit the difference between which of the group pairs was
significant and according to this result, it was found that the difference between the first level of
elementary education and the second level of elementary education was significant (p=.00; p<.05).
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Kruskal-Wallis Test results of the assessment of the altruism scores of the teachers according to their
employment years based on the hypothesis H6: “The altruism levels of the teachers according to their
employment years vary” are shown in Table 5.

Table 5.
Kruskal Wallis Test Results Showing The Difference Of The Teachers' Altruistic Scores According To The
Years Of Work.

Years of work n Rankavarage sd X P Significant difference
1-5 years 192 201.53 2 12.23 .00 1-5 and 11-15 years
6-10 years 154 243.98 1-5 and 6-10 years
11-15 years 106 246.33

It is seen in Table 5 that the difference was statistically significant according to the results of Kruskal
Wallis H-Test (KW=12.23; p=.00) performed to designate whether the altruism score averages of the
teachers showed a statistically significant difference according to their employment years. Accordingly,
it can be stated that at least one group out of the three groups is different than the others. Mann-
Whitney U-Test was used to exhibit the difference between which of the group pairs was significant and
according to this result, it was found that the difference between the years 1-5 and 11-15 (p=.00;p<.05)
and the difference between the years 1-5 and 6-10 (P=.00; p<.05) was significant.

Discussion, Conclusion and Implications

In this study, the relationship between the altruism levels and communication skills and problem
solving skills of the teachers teaching in elementary education and secondary education were analyzed.
According to the results acquired in the study, it was found that the relationship between the altruism
scores and problem solving skills of the teachers at the first level of elementary education was
insignificant (p=.05; n=132). Similarly, it was found that the relationship between the altruism scores
and problem solving skills of the teachers at the second level of elementary education was insignificant
(p=.70; n=138). There was no result found in the literature to support our results. As a matter of fact, it
is anticipated that there must be a relationship between the altruism behavior, which is defined as an
assistance made without any expectations in return, and the problem solving skill.

According to the result of another hypothesis test, it was seen that the relationship coefficient
between the altruism scores and communication skills of the teachers at the first level of the elementary
education was significant (p=.00; n=132). Similarly, it was seen that the relationship between the
altruism scores and communication skills of the teachers at the second level of elementary education
was significant (p=.03; n=138). In other words, it can be stated that an effective communication skill is
needed for exhibiting an altruism behavior, which is assistance made voluntarily without looking after
an interest. It can be stated that this result of the study is significant when considered in this way. It was
seen that the relationship between the altruism scores and problem solving skills of the teachers of
elementary education was significant (p=.03; n=182). Social justice and equity sentiments lead to
altruism behaviors when it is seen that someone is suffering for no reason. Human beings tend to
display behaviors to restore equity in this case (Onatir, 2008). The teachers teaching in elementary
education may face with the circumstance to solve numerous problems during this process since they
spend time with the youngsters at the adolescent period. As it is stated here as well, it can be said that
the altruism behaviors of the teachers teaching in secondary education are effective on problem solving.
According to the study results, it is seen that the relationship between the altruism levels and
communication skills of the teachers in secondary education is insignificant (p=.25; n=182). As a matter
of fact, it is thought that having communication skills is crucial for displaying altruism behavior, which is
defined as making assistance without looking after an interest.
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When the study’s 4" hypothesis “The altruism levels of the teachers vary according to their gender”
was tested, it was found that the altruism levels of the teachers differed according to their gender and
the men had more positive attitude in comparison to the women. In the literature search, there were
results showing that the altruism behaviors did not differ in terms of gender (Akbaba, 1994; Avci et al.,
2013; ismen & Yildiz, 2005; Kee-Lee, 1998; Ma, 2003; Onatir, 2008). Furthermore, there were study
results found showing that the women were more altruistic than the men (Elmas, 1998; Rushton et al.,
1986) and there were study results showing that the men were more altruistic than the women (Eagly &
Crowley, 1986). It is seen that the altruism levels of the teachers in the concerned research did not show
a difference in terms of gender, and they showed a difference in some research. Some results were
found supporting our study’s hypothesis and there were also some results not supporting it. As a matter
of fact, altruism is defined as assistance provided to someone in need without expecting something in
return. It makes sense that women display these behaviors more than men do due to both their genetic
characteristics and their experience gained during their societal socialization because men are more
competitive than women (Ozyer et al.,, 2012). It is seen that a competitive structure has developed
among women as well since women take part in business life extensively today and their
professionalism plans have become important (Oztiirk & Bilkay, 2016; Tiirkkahraman & Sahin, 2010).
Hence, it can be said that the altruism scores of the women were low in some research similar to this
study. According to another hypothesis test of the study, it is seen that the altruism score averages of
the teachers showed a statistically significant difference according to the level of education they teach
(KW=7.07; p=.02) and the difference between the first level of elementary education and the second
level of elementary education was statistically significant (p=.00; p<.05). Karadag and Mutafgilar (2009)
concluded in their research that the altruism levels of the elementary school teachers and secondary
school teachers were high. In this study, it was concluded that the altruism behaviors of the teachers at
the first level of elementary education, e.g. the class teachers, were at a higher level than the altruism
behaviors of the teachers at the second level of elementary education. Similarly, it can be said that the
altruism behaviors of the teachers in secondary education were at a lower level than those of the class
teachers.

When the study’s last hypothesis ‘The altruism levels of the teachers vary according to their
employment years’ was tested, it was seen that the altruism score averages of the teachers differed
statistically significantly according to their employment years(KW=12.23; p=.00) and the difference
between the years 1-5 and the years 11-15 (p=.00; p<.05) and the difference between the years 1-5 and
the years 6-10 was statistically significant (P=.00; p<.05). In the study of Ozyer et al. (2012) conducted on
the individuals working in the banking sector, they concluded that the time spent by the participants in
the occupation did not differ statistically significantly in terms of their altruism behaviors. In the study of
Karadag and Mutafcilar (2009), it was seen that there was a statistically significant difference in the
favor of the teachers who had professional seniority of 16-20 years in the comparison made between
the teachers who had professional seniority of 6-10 years and the teachers who had professional
seniority of 16-20 years. In this study, it was uncovered that a similar result was found. It was seen that
the altruism behaviors of the teachers who were employed for 11-15 years and 6-10 years were
statistically significant in comparison to the teachers who were employed for 1-5 years. It is thought that
this circumstance occurs due to the interest in social responsibility projects of the teachers who gained
experience during the advanced years of their professional life especially.

Accordingly, it can be said that the literature supports the study result. This study had some
limitations. First, self-report type scales were used in the research. The self-report type scales are based
on the principle of self-evaluation of individuals in terms of the psychological characteristic that were
aimed to be measured (Sahin et al., 2014). Therefore, the participants may evaluate their altruism,
problem solving and communication skills higher or lower than actual. Hence, these psychological
characteristics may be assessed in the future research by receiving information from different resources
(e.g. close friend, spouse, etc.). In conclusion, in this research, in the research analyzing the relationship
between the altruism levels and communication skills and problem solving skills of the teachers teaching
in elementary education and secondary education: the relationship coefficient between the altruism
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levels and problem solving skills of the teachers at the first level of elementary education was found low,
and the relationship coefficient between the altruism levels and communication skills of the same
teachers was in the same direction and high. According to these results, it can be said that the
relationship between them was statistically significant. The relationship coefficient between the
altruism levels and problem solving skills of the teachers at the second level of elementary education
was found as -.03 and the relationship coefficient between the altruism levels and communication skills
of the teachers at the second level of elementary school was found as .18. Accordingly, it can be said
that the relationship between them was statistically significant. The relationship coefficient between the
altruism levels and problem solving skills of the teachers in secondary education was found as -.15.

Accordingly, it can be said that the relationship between them was statistically significant. Similarly,
the relationship coefficient between the altruism levels and communication skills of the teachers in
secondary education was found as .08. It was seen that the relationship was in the same direction and
insignificant (p=.25; n=182). It was found that there was a statistically significant difference between the
teachers according to the level of education they teach and their altruism score averages, and this
difference was between the first level of elementary education and the second level of elementary
education (p=.00; p<.05). It was found that there was a statistically significant difference between the
altruism score averages of the teachers according to their employment years and this difference was
statistically significant between the years 1-5 and the years 11-15 ( p=.00; p<.05) and the years 1-5 and
the years 6-10 (P=.00; p<.05). Furthermore, as a result of Mann-Whitney U-Test performed to designate
whether there was significant difference between the altruism scores of the teachers according to the
gender variable, there was a statistically significant difference found between the group means (Mann
U=22248.00; p=.01 <.05). It is seen according to the difference between the averages that the altruism
scores of the male teachers were higher than the altruism scores of the female teachers.

The following recommendations are made based on the study results:

e Offering the awareness training to the teachers at the first and second levels of elementary
education on their problem solving skills,

e Organizing activities for teachers in secondary education to develop their communication skills,

e Organizing activities for teachers at the first and second levels of elementary education to develop
their problem solving skills,

e Giving seminars and conferences to teachers at the second level of elementary education and
secondary education for improving their altruism levels and raising their awareness on benevolence,

e Conducting qualitative studies to draw attention to the significance of altruistic behaviors in the
teaching profession may be recommended.
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Tiirkce Suiriim

Giris

Ozgecilik dnceleri din ve felsefenin konulari arasinda yer alirken, psikolojinin bagimsiz bir bilim dali
olmasiyla bu alanda da kuramcilarin ve arastirmacilarin ilgisini cekmistir. Ozgecilik konusunda tizerinde
uzlasilmis net bir tanim bulunmamakla birlikte bireyin kendi ¢ikarlarindan arinarak baskalarinin refahi
icin yapilan yardim davranisi (Carlo & Randall, 2002), yardim etme, destekleme ve koruma (Gintis, 2003),
baskalari igin karsilik beklemeden bir seyler yapmak (islamoglu & Altunisik, 2008) seklinde de ifade
edildigi goérilmektedir. Ozgeci davranig ise baskalarina yardim eden ya da yardim amaglayan her tiirli
davranigi iceren genis bir yelpazeyi kapsayan davranislar sinifi olarak tanimlanmaktadir. Diger bir ifade
ile 6dil beklentisi olmaksizin diger insanlarin yararina yapilan eylemler olarak belirtilmektedir. Bireylerin
bir sorun karsisinda istege bagh olarak birbirine yardim etmesi de 6zgeci davranistir (Balikgioglu ve
Karacaoglu, 2007; Gordon, 2003; Kapikiran, 2008; Podsakoff & MacKenzie, 1994; Sariyer, 2011). Bu
tanimlarda da gorildigiu gibi, ozgecilikte, yardimseverlik davranisi 6n plana g¢ikmaktadir. Toplumsal
adalet ve esitlik duygusu ile biri haksiz yere aci gekerken goriildiglinde insanlar esitligi yeniden saglamak
egilimindedirler. Bu tiir bir yaklasim 6zgeci davranisa yol agmaktadir. Birine bir iyilik yapmak, iyilik
yapana yardim teklif etmek, bireyde sorumluluk duygusunu gelistirmektedir. Bunun yani sira bireyin
dzgeci davranislarl azaltmaktadir. insanlarin iyi sanslarini paylasmak istemelerine neden olan “mutlu”
anlari bulunmaktadir (Freedman et al., 1976).

Her insan anlamak ve anlasilmak istemektedir. insan olmanin geregi olarak, toplumsal hayat icinde
baskalari ile olan iliskilerini dizenlemeye, ¢evresine uyum saglamaya ¢alismaktadir. Gligli bir etkilesimi
gerektiren bu iliskileri, sahip oldugu iletisim becerisi ile gerceklestirmektedir (Elkatmis & Unal, 2014).
iletisim ve egitim birbirinden ayrilmaz iki kavramdir. Bunun nedeni egitim amaclarini gerceklestirmek igin
onceligin iletisim kurmaktan gecmesidir. Egitimin ve Ogretimin en genel amaci bireyi bilgilerle
donatmaktan 6te, bireyin 6nceden belirlenmis hedefler dogrultusunda davranmasina yardimci olmaktir
(Deryakulu, 1992). Bu baglamda iyi bir 6grenme ve 6gretme siireci icin etkili bir iletisim bicimine ihtiyag
oldugu soylenebilir. Ogretmenin sinif igerisinde &grencilerine belirledigi  egitimin  amaglarini
gerceklestirebilmesi ve 6grencilerle agik ve etkili bir iletisim kurmak igin problemin acik bir sekilde ortaya
konularak uygun ¢6zim yollarinin bulunmasi ile gatismalarin ortadan kaldirilmasina ve empatik
yaklasima ihtiya¢ duyulmaktadir (Cubukgu & Girmen, 2008). Cocuklarin ve genglerin gelisiminde énemli
bir yere sahip olan okullarda yogun olarak problemlere maruz kalabilmektedirler. Bu sirecte
problemlerin ¢6zimiinde 6gretmenlerin becerikli olmalari beklenmektedir ki problem ¢6zme becerisi
kazanmalari konusunda 6grencilere yardimci olabilsinler (Cinar et al., 2009). Alanyazinda 6zgeci davranis
ile ilgili arastirmalarda, insanlarin “kendiliklerinden” baskalarina yardim etme ya da 6dil beklentisi
olmadan birine yardim etme durumlar lzerinde yogunlastigi gorilmektedir (Karadag & Mutafgilar,
2009). Gelecegimiz olan genglerimizin bilgiye kolay ulasabilen, tretken, elestirel diistinebilen, hosgoruld,
yardimsever, paylasimci ve birbirlerinin gelisimini destekler 6zelliklerde yetismesi beklenmektedir
(Saracaloglu, 2006; Saracaloglu & Kasli, 2001). Bu baglamda bu ozelliklere sahip bireylerin
yetisebilmesinde 6nemli etkiye sahip olan 6gretmenlerimizin 6zgecilik, iletisim ve problem ¢ozme
becerilerinin ne dizeyde oldugunu belirlenmesinin 6nemli olacagi disliniilmektedir. Son zamanlarda
yapilan calismalarda 6zgeciligin olumlu sosyal davranislar basligl altinda incelenmesinin gerektigi
Gizerinde gorisler ileri siriilmektedir (Carlo & Randall, 2002; Schwartz, 1993). Burada adi gegen olumlu
sosyal davranislar kapsaminda iletisim becerisi ve problem ¢6zme becerisinin ele alinabilecegi
dusinidlmektedir. Bu calisma cergevesinde yapilan alanyazin taramasinda Ogretmenlerin 6zgecilik
dizeyleri ile iletisim ve problem ¢dzme becerileri arasindaki iliskiyi dogrudan ortaya koyan c¢alismalara
ulastlamamustir. Bununla birlikte Cinar ve arkadaslari (2009) tarafindan 6gretmenlerin problem ¢ézme
becerileri, Pehlivan’nin (2005) 6gretmen adaylarinin iletisim becerisi algilari, Sara ve Gliney’in (2015)
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sinif ve brans égretmenlerinin iletisim becerileri diizeyleri, ismen ve Yildiz'in (2005) dgretmenlige iliskin
tutumlarin 6zgecilik ve atilganlik dizeyleri agisindan incelenmesi, Karadag ve Mutafcilar’in (2009) ilk ve
ortadgretim okulu 6gretmenlerinin 6zgecilik dizeyleri ve Serin (2006) tarafindan yapilan sinif
o6gretmenlerinin problem ¢6zme becerilerinin incelenmesi seklinde arastirmalara rastlaniimistir. Bu
arastirmalarda o6zgeciligin 6gretmenlik mesleginde olmasi gerektigi vurgulanmakta, benzer sekilde
beraberinde de problem ¢ézme ve etkili iletisim becerisine sahip olan 6gretmenlerin 6grencilerine daha
bitlncul yaklasacaklari vurgulanmaktadir. Bu baglamda degerlendirildiginde ise 6gretmenlik mesleginde
o6gretmenin mesleki bilgisinin yani sira yiiksek diizeyde 6zgeci yaklasimin 6grencisini anlama ve 6gretme
siirecinde daha etkili olacagi diisiintilmektedir.

Bu ¢alisma 6gretmenlerin 6zgecilik yoniine degindigi ve 6gretmenlerin 6zgecilik yoniiniin 6grencilerin
sosyal davranislar kazanabilmelerinde rol modeli olabilecegi dikkate alindiginda ¢alismanin bu yénden de
anlamli olacagi ifade edilebilir. Ogretmen insanlari anlamakta ve onlarla calismakta uzman olmalidir.
Ogretmen, sorumlu bir otorite olarak hizmetlerini topluma ulastirmali, acik fikirli olmali, cevre liderleri
ve 6grenci velileri ile iyi iliskiler ve isbirligi gelistirmelidir (Kaya, 1994). Bunun icinde 6gretmenlerin
ogrenciler, veliler ve meslektaslari ile iletisim kurmalari gerektiginin bilincinde (izerinde durulmasi
gereken 6nemli bir konudur (Saracaloglu et al., 2009). Ogretmenler sadece okulda degil, okul disinda da
bilgi ve becerileri ile cevrelerindeki insanlari aydinlatmaktadirlar. insanoglu siirekli olarak cevresine
uyum gabasi iginde olan bir varliktir. Bu uyum saglama gabasi dogdugu andan itibaren baslar ve sureklilik
arz eder. insanlarla siirekli iletisim halinde olma zaman zaman bazi kisiler arasi problemlerin ortaya
cikmasina da sebep olmaktadir. Yasamin vazgecilmez bir pargasi olan kisilerarasi iliskilerde karsilasilan
problemlerin ¢éziimlenmesinde de ne gibi yollar izlenecegi ve nelere 6nem verilmesi gerektigi oldukca
o6nemlidir (Terzi, 2003). Egitim ve 68retim sisteminin 6nemli bir 6gesi olan 6gretmenlerin problem ¢ézme
becerileri konusunda yetkin olmalari gerekmektedir. Ogretmenlerden mesleki yasantilarinda
karsilasabilecekleri problemlerin Ustesinden gelebilmeleri ve bu problemler karsisinda etkili kararlar
alabilmeleri beklenilmektedir (Cevik & Ozmaden, 2013). Problemlerin ¢dziimiinde olasi secenekler
ozgeci yaklasim ile ele alindiginda, bireyleri ¢cevreye karsi duyarli ve sorumlu olmalari yoninde motive
edebilmenin 6nemi bir kez daha ortaya ¢ikmaktadir. Bu nedenledir ki 6zgeci bir yaklasimla problemlerin
¢6zimi her iki tarafinda yararina olacak bir ¢6zime ulasabilmede, 6zgeci tutumun ve etkili iletisimin
geregini vurgulamak gerekmektedir. Bu baglamda, bu calismadan elde edilen sonuglarin ilgili alanda
cahisan arastirmacilara katki saglayacagi disiiniilmektedir. Calismada ilk ve orta 6gretimde gorev yapan
ogretmenlerin 6zgecilik dizeylerinin iletisim becerileri ve problem ¢ézme becerileri ile olan iliskisini
ortaya koymayl amaglamistir. Arastirmanin amacina yonelik olarak belirlenen hipotezler asagidaki
gibidir:

H1:ilkégretim birinci kademedeki 6gretmenlerin zgecilik diizeylerinin problem ¢dzme becerileri ve
iletisim becerileri arasinda anlamli bir iligki vardir.

H2: ilkégretim ikinci kademedeki &gretmenlerin 6zgecilik diizeylerinin problem ¢ézme becerileri,
Ozgecilik dlizeyleri ve iletisim becerileri arasinda anlamli bir iligki vardir.

H3: Ortadgretimdeki 6gretmenlerin 6zgecilik dlizeylerinin problem ¢ézme becerileri ve iletisim becerileri
arasinda anlaml bir iligki vardir.

H4:0gretmenlerin 6zgecilik diizeyleri cinsiyete gére farklilasmaktadir.
H5:0gretmenlerin ézgecilik diizeyleri gdrev yaptiklari egitim kademesine gore farklilasmaktadir.

H6: Ogretmenlerin ézgecilik diizeyleri calisma yillarina gére farklilasmaktadir.

Yontem
Arastirma Modeli

Bu arastirma ilk ve orta 6gretimde gorev yapan o6gretmenlerin 6zgecilik diizeylerinin iletisim
becerileri ve problem ¢ézme becerileri ile olan iliskinin incelendigi kesitsel bir arastirmadir. Kesitsel
arastirmalar egitim bilimleri alaninda siklikla kullanilan arastirma turlerinden biridir (Sahin, Ersanli,
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Kumcagiz, Barut & Ak, 2014). Bu arastirma tiriinde belirli bir zaman diliminde, belirli bir 6rneklemde
gruplar arasindaki benzerlikler ve farkhhklar ayni zamanda degiskenler arasindaki gegici iliskiler
belirlenmeye ¢alisilir (Cohen, Manion & Morrison, 2007).

Katilimailar

Bu calismanin evrenini, 2015-2016 egitim—06gretim yilinda Sinop il merkezindeki ilk ve ortaégretim
okullarinda gorev yapan 725 6gretmen olustururken, drneklemini ise basit tesadifi 6rnekleme yontemi
ile segilen 236 (52.20%)’si kadin ve 216 (47.80%)’sI erkek olmak Uizere 452 G6gretmen olusturmustur.
Orneklem ait sosyo-demografik Tablo 1’de ayrintili olarak verilmistir.

Tablo 1.
Orneklem Grubunun Sosyo-demografik Ozelliklerine Gére Dagilimlari.
Cinsiyet Kadin Erkek Toplam
n 236 216 452
% 52.20 47.80 100.00
Gorev yaptigl kademe ilkégretim 1. ilkdégretim 2. Ortadgretim
kademe kademe
n 132 138 182 452
% 29.20 30.50 40.30 100.00
Meslekteki Kideminiz 1-5yilarasi 6 - 10 yil arasi 11-15yil arasi
n 192 154 106 452
% 42.50 34.10 23.50 100.00

Tablo 1 incelendiginde 6gretmenlerin %52.20 (236)’sinin kadin %47.80 (216) sinin erkek oldugu;
%29.20 (132)’sinin ilk6gretim 1.kademede %30.50 (138)'inin ilkogretim ikinci kademede %40.30
(182)’Uinlin ortadgretimde goérev yaptigl; %42.40 (192) Unlin 1-5 yil, %34.10 (154)’inin 6-10 yil, %23.50
(106)’inin 11-15 yil arasinda gorev yaptigl gérilmektedir.

Veri Toplama Araglari

Arastirmada verileri toplamak icin Ogretmen Ozgeciligi Olcegi, iletisim Becerileri Degerlendirme
Olcegi, Problem Cézme Envanteri ve yas, cinsiyet, gérev yaptigl egitim kademesi, meslekteki kidem
sorulardan olusan kisisel bilgi formu kullaniimistir.

Ogretmen Ozgeciligi Olgegi (000): Olgek dgretmenlerin dzgecilik diizeylerinin belirlenmesi amaciyla
Yavuzer vd. (2006) tarafindan gelistirilmistir. Olcek 5’li Likert tipi toplam 18 maddeden olusmaktadir.
Olcegin dizeltiimis madde-toplam koreldsyonu degerleri .61 ile .22 arasinda degismektedir. Olcek
maddelerin timu agisindan alt ve st %27.00’lik gruplar arasinda p<. 01 dizeyinde manidar bir fark
vardir. Olgegin yapi gecerliginin belirlenmesi icin gerekli olan KaiserMeyerOlkin=.85 ve Bartlett analizi
(p<.01) olarak hesaplanmistir. Bu sonugtan hareketle Varimax dik déndirme teknigi kullanilarak yapilan
faktor analizi sonrasinda 6lgegin 4 (dort) faktorden olustugu saptanmistir. Maddelerin faktor yikleri .42
ve .84 arasinda degismektedir. Olgegin alt faktdrdeki 6z degeri 9.29 ve acgiklanan varyans yiizdesi
51.62’dir. Olgegin i¢ tutarhlik diizeyi Cronbach Alpha degeri .75-.80 arasinda hesaplanmistir. Olcegin
toplami icin i¢ tutarlihk dizeyi de Cronbach Alpha .73 olarak hesaplanmistir. Ayrica 6lcegin test-tekrar-
test kararlilik katsayilari .52 ile .89 arasinda, dlgegin toplam icin ise .88 olarak hesaplanmistir (Yavuzer et
al., 2006). Bu calismada OO0’nin Cronbach Alfa’si .85 olarak bulunmustur.
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iletisim Becerileri Degerlendirme Olgegi (iBDO): Korkut (1996) tarafindan gelistirilen iBDO, 5'li Likert
tipi bir 6lgek olup 25 maddeden olusmakta ve tek boyut tizerinden degerlendirilmektedir. Katilimcilardan
Olcekteki her bir maddenin karsisinda yer alan higbir zaman, nadiren, bazen, siklikla ve her zaman (0, 1,
2, 3, 4) ifadelerinden birini segmeleri beklenmektedir. ilk calismalarda 0-4 ile puanlanan &lgek son
yapilan calismalarda 1-5 seklinde puanlanmistir. Bu ¢alismada ise 0-4 ile puanlama yapilmistir. Ters kodlu
maddelerin olmadig|, bu dlgcekten alinabilecek en yiiksek puan 100, en diisik puan ise 0’dir. Olgekten
alinan puanin yiksekligi bireyin kendisini iletisim becerileri agisindan olumlu olarak degerlendirdigini
godstermektedir (Korkut, 2005). Bu ¢alismada iBDO’niin Cronbach Alfa’si .82 olarak bulunmustur.

Problem ¢6zme Envanteri (PCE): Heppner (1978) tarafindan gelistirilen “Problem Solving Inventory”,
Form-A (PSI-A) olarak isimlendirilen, Tirkiye’ye uyarlamasi Sahin, Sahin ve Heppner tarafindan (1993)
yapilan “Problem C6zme Envanteri ” yardimiyla toplanmistir. Envanter kapsami, 35 maddeden 6’li likert
Olgegi olarak olusturulmustur. Envanter, (6) Her zaman boyle davranirm, (5) Cogunlukla boyle
davranirim, (4) Sik sik bdyle davranirim, (3) Arada sirada bdyle davranirim,(2) Ender olarak boyle
davranirim, (1) Higbir zaman boyle davranmam seklinde puanlanmaktadir. Maddelerin bir kismi olumlu,
bir kismi da olumsuz ifadelerden olusmaktadir. Olgek, toplam puan (problem ¢ézme beceri algisi puani)
ve alt dlgeklere iligkin puanlari vermektedir. Envanter 6 alt boyuttan olusmaktadir. Bunlar; 1-Aceleci
Yaklasim: 13, 14, 15, 17, 21, 25, 26, 30 ve 32. maddeleri icermekte ve Cronbachalfa’si .78, 2-Dilslinen
Yaklasim: 18, 20, 31, 33 ve 35. maddeleri icermekte ve Cronbach Alfa’si .76, 3- Kagingan Yaklasim: 1, 2, 3
ve 4. maddeler, icermekte ve Cronbach Alfa’si .74, 4-Degerlendirici Yaklasim: 6, 7 ve 8. maddeleri
icermekte ve Cronbach Alfa’si .69. 5-Kendine Givenli Yaklasim: 5, 11, 23, 24, 27, 28 ve 34. maddeleri
icermekte ve Cronbach Alfa’si .64, 6-Planl Yaklasim: 10, 12, 16 ve 19. maddeleri icermekte ve Cronbach
Alfa’s1 .59’dur. Puanlamada 9, 22 ve 29. maddeler puanlama disi tutulur. Puanlama 32 madde Uzerinden
yapilir. 1, 2, 3, 4, 11, 13, 14, 15, 17, 21, 25, 26, 30 ve 34. maddeler ters olarak puanlanan maddelerdir.
Envanterden alinabilecek puan ranji, 32-192 arasidir. Olgekten alinan toplam puanlarin yiiksekligi,
bireyin problem ¢ézme becerileri konusunda kendini yetersiz olarak algiladigini gésterir. Olcekten alinan
toplam puanlarin azalmasinda ise kisinin problem ¢6zme beceri algisinin olumlu oldugu kabul edilir.
Envanterin Cronbach Alfa gilivenirlik katsayisi .82 olarak bulunmustur (Savasir & Sahin, 1997). Bu
calismada PCE’den elde edilen toplam puanlar Uzerinden degerlendirilme yapilmis ve PCE’nin
Cronbachalfa’si .99 olarak bulunmustur.

Verilerin Analizi

Arastirmada 6nce verilerin parametrik testlerin genel kosullarini saglayip saglamadigi Kolmagorov
Smirnov testi ile kontrol edilmis ve puanlar su sekilde belirlenmistir: Ozgecilik p=.02<.05, iletisim
p=.00<.05, problem ¢6zme p=.04<.05. Bu bulgulara gore verilerin dagilimlarinin normal dagilimla farklihk
gosterdigi goriilmektedir (Kalayci, 2010). Bu nedenledir ki verilerin degerlendirilmesi icin yapilacak
istatistiki islemlerde non-parametrik testler kullanilmistir. Calismada, veri analizinde tanimlayici testler,
Mann-Whitney U testi, Kruskal Wallis H -Testi, ve korelasyon analizleri yapilmistir. Analizler igin SPSS
21.0 programi kullaniimistir. Elde edilen bulgular .05 anlamhlik diizeyinde yorumlanmistir.

Bulgular

Calismanin bu kisminda ilk olarak betimsel istatistiki bilgiler incelenerek degerlendirilmistir. Ardindan
da calismanin hipotezleri dogrultusunda gerceklestirilen bulgular sunulmustur. Calisma grubuna
uygulanan olgeklere ait ortalama skorlari, Min ve Max degerleri ile standart sapma degerleri Tablo 2’de
sunulmustur.
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Tablo 2.
Olceklere Ait Ortalama, En Kiigiik ve En Biiyiik Dederleri ile Standart Sapma Degerlerinin Dagilimi.
Degiskenler X+SS En kiigiik  En biiyiik Puan araligi
Ozgecilik ilkdgretim 1.kademe 71.65%9.69 42.00 89.00 18-90
dizeyi ilkégretim 2.kademe 68.22+11.13 29.00 88.00
Ortadgretim 69.31+12.13 30.00 90.00
iletisim ilkdgretim 1.kademe 103.14+20.37 25.00 125.00 25-125
becerileri ilkégretim 2.kademe 90.99+28.97 25.00 125.00
Ortadgretim 62.96+30.47 25.00 125.00
Problem ilkégretim 1.kademe 111.59+27.59 35.00 179.00 35-210
¢bzme ilkégretim 2.kademe 111.36+19.88 62.00 182.00
Ortadgretim 109.05+20.11 64.00 174.00

Tablo 2’de gorildigi tizere ilkégretim birinci kademede gorev yapan 6gretmenlerin 6zgecilik dizeyi
puan ortalamasi (X=71.65), iletisim beceri diizeyi puan ortalamasi (X=103.14) ve problem ¢ézme beceri
diizeyi puan ortalamasi ise (X=111.59)dur. Buna gére, ilkdgretim birinci kademede gorevli
O0gretmenlerin problem ¢6zme beceri diizeyi puan ortalamalari ile iletisim beceri diizeyi puan
ortalamalarinin dzgecilik diizeyi puan ortalamalarindan yiiksek oldugu gériilmektedir. ilkégretim ikinci
kademede gorev yapan 6gretmenlerin 6zgecilik diizeyi puan ortalamasi (X=68.22), iletisim beceri duzeyi
puan ortalamasi (X=90.99) ve problem ¢6zme beceri diizeyi puan ortalamasi (X=111.36 )’dir. Buna gore,
ilkogretim ikinci kademede gorevli 6gretmenlerin problem ¢ézme beceri diizeyi puan ortalamalari ile
iletisim beceri diizeyi puan ortalamalarinin 6zgecilik diizeyi puan ortalamalarindan yuksek oldugu
gorilmektedir. Ortadgretimde gérev yapan 6gretmenlerin 6zgecilik diizeyi puan ortalamasi (X=69.31),
iletisim beceri dizeyi puan ortalamasi (X=62.96) ve problem ¢ézme beceri diizeyi puan ortalamasi
(X=109.05)'dir. Buna gore, ortadgretimde gorevli dgretmenlerin problem ¢ézme beceri diizeyi puan
ortalamalarinin 6zgecilik diizeyi ortalamalarindan yiiksek oldugu, bunun yani sira iletisim beceri diizeyi
puan ortalamalarin da dusiik oldugu gorilmektedir.

H1: “ilkdgretim birinci kademedeki 6gretmenlerin 6zgecilik diizeylerinin problem ¢ézme becerileri ve
iletisim becerileri arasinda anlamli bir iliski vardir” hipotezine goére ilkdgretim birinci kademedeki
ogretmenlerin 6zgecilik dizeylerinin problem ¢ézme becerileri ve problem ¢ézme becerileri arasinda
anlamli bir iliski olup olmadigi Spearman’in sira korelasyonu ile arastirilmistir. Buna gore ilkogretim
birinci kademedeki 6gretmenlerin 6zgecilik diizeyleri ve problem ¢6zme becerileri arasindaki iliski
katsayisi .16 olarak bulunmustur. iliskinin ayni yénde ve énemsiz oldugu gérilmistiir (p=.05; n=132).
Benzer sekilde ilkdgretim birinci kademedeki 6gretmenlerin 6zgecilik dizeyleri ve iletisim becerileri
arasindaki iliski katsayisi .23 olarak bulunmustur. iliskinin ayni yénde ve &énemli oldugu gorilmistir
(p=.00; n=132).

H2: “ilkégretim ikinci kademedeki 6gretmenlerin 6zgecilik diizeylerinin problem ¢ézme becerileri ve
ozgecilik diizeyleri ve iletisim becerileri arasinda anlamh bir iliski vardir.” hipotezine gore ilkdgretim ikinci
kademedeki 6gretmenlerin 6zgecilik diizeylerinin problem ¢ézme becerileri ve problem ¢ézme becerileri
arasinda anlamh bir iliski olup olmadigl Spearman’in sira korelasyonu ile arastiriimistir. Buna gore
ilkogretim ikinci kademedeki 6gretmenlerin 6zgecilik dizeyleri ve problem ¢d6zme becerileri arasindaki
iliski katsayisi -.03 olarak bulunmustur. iliskinin ters yénde ve dnemsiz oldugu gorilmistir (p=.70;
n=138). Benzer sekilde ilkogretim ikinci kademedeki 6gretmenlerin 6zgecilik dizeyleri ve iletisim
becerileri arasindaki iliski katsayisi .18 olarak bulunmustur. iliskinin ayni yénde ve &nemli oldugu
gorilmustir (p=.03; n=138).

H3: “Ortadgretimdeki 6gretmenlerin 6zgecilik diizeylerinin problem ¢ézme becerileri ve iletisim
becerileri arasinda anlamli bir iliski vardir.” hipotezine gore ortadgretimdeki 6gretmenlerin 6zgecilik
diizeylerinin problem ¢dzme becerileri ve iletisim becerileri arasinda anlamli bir iliski olup olmadig
Spearman’in sira korelasyonu ile arastiriimistir. Buna gore ortadgretimdeki 6gretmenlerin 6zgecilik
diizeyleri ve problem ¢6zme becerileri arasindaki iliski katsayisi -.15 olarak bulunmustur. iliskinin ters

721



Hiiseyin ASLAN, Hatice KUMCAGIZ, Kamil ALAKUS — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 707-728

yonde ve onemli oldugu gorlulmistir (p=.03; n=182). Benzer sekilde ortadgretimdeki 6gretmenlerin
dzgecilik diizeyleri ve iletisim becerileri arasindaki iliski katsayisi .08 olarak bulunmustur. iliskinin ayni
yonde ve 6nemsiz oldugu gorilmustir (p=.25; n=182).

H4:”Ogretmenlerin  6zgecilik diizeyleri cinsiyete gore farklilasmaktadir.” hipotezine gére
ogretmenlerin 6zgecilik puanlarinin cinsiyete gore degerlendirilmesine iliskin Mann-Whitney U testi
sonuglari Tablo 3’te verilmektedir.

Tablo 3.
Ogretmenlerin Ozgecilik Puanlarinin Cinsiyete Gére Farklihdini Gésteren Mann-Whitney U Testi Sonuglari.
Cinsiyet n Sira ortalamasi Sira toplami U-Degeri p-degeri
Kadin 236 212.77 50214.00 22248.00 .01
Erkek 216 241.50 52164.00

Tablo 3’e gore 6gretmenlerin 6zgecilik puanlari ortalamalarinin cinsiyet degiskenine gore anlamh fark
gosterip gostermedigini belirlemek amaciyla yapilan Mann-Whitney U testi sonucunda grup ortalamalari
arasindaki fark istatistiksel olarak anlamli bulunmustur (Mann U=22248.00; p=.01 <.05).

Ortalamalar arasindaki farka gore erkek 6gretmenlerin 6zgecilik puanlari kadin 6gretmenlerin
dzgecilik puanlarindan vyiiksek oldugu goériilmektedir. H5:“Odretmenlerin ézgecilik diizeyleri gérev
yaptiklari egitim kademesine gére farklilasmaktadir.” Hipotezine gore o6gretmenlerin 6zgecilik
puanlarinin gérev yaptiklari egitim kademesine gore degerlendirilmesine iliskin Kruskal- Wallis X*-Testi
sonuglari Tablo 4’te verilmektedir.

Tablo 4.
Ogretmenlerin Ozgecilik Puanlarinin Gérev Yaptiklari Egitim Kademesine Gére Farkhihigini Gésteren
Kruskal- Wallis Testi Sonuglari.

Gorev yapilan kademe n Sira Ort. sd X p Anlamlh Fark
ilkégretim 1.kademe 132 250.60 2 7.07 .02 1.kademe ile 2.kademe
ilkdgretim 2.kademe 138 209.45

Ortadgretim 182 221.95

Tablo 4’de 6gretmenlerin gorev yaptiklari egitim kademesine gore 6zgecilik puani ortalamalarina
gore istatistiksel olarak anlamh bir farklihk gosterip gostermedigini belirlemek amaciyla yapilan Kruskal
Wallis H-Testi sonuglarina gore farkliligin istatistiksel olarak anlamh oldugu gorilmustir (KW=7.07;
p=.02) . Buna gore Ug¢ gruptan en az bir grubun digerlerinden farkli oldugu séylenebilir. Hangi ikili gruplar
arasindaki farkin 6nemli oldugunu belirleyebilmek icin Mann-Whitney U —testi kullaniimis ve bu sonuca
gore ilkdgretim birinci kademe ile ilkégretim ikinci kademe arasindaki farkhhgin anlamli oldugu
bulunmustur (p=.00; p<.05). H6: “Odretmenlerin ézgecilik diizeyleri ¢calisma yillarina gére
farkhlasmaktadir” Hipotezine gore ogretmenlerin 06zgecilik puanlarinin  ¢alisma vyillarina gore
degerlendirilmesine iliskin Kruskal- Wallis Testi sonuclari Tablo 5’te verilmektedir.

Tablo 5.
Ogretmenlerin Ozgecilik Puanlarinin Calisma Yillarina Gére FarkliliGini Gésteren Kruskal Wallis Testi
Sonuglari.

2

Calisma yillan n  SiraOrt. sd X p Anlaml Fark
1-5yil 192 201.53 2 12.23 .00 1-5yilile11-15
6-10 yil 154 243.98 1-5 yil ile 6-10 yil
11-15 yil 106 246.33
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Tablo 5'de 6gretmenlerin ¢alisma yillarina gore 6zgecilik puani ortalamalarina gore istatistiksel olarak
anlamli bir farkhlik gosterip gostermedigini belirlemek amaciyla yapilan Kruskal Wallis H-Testi
sonuglarina gore farkliligin istatistiksel olarak anlamli oldugu gorilmistiir (KW=12.23; p=.00). Buna goére
ic gruptan en az bir grubun digerlerinden farkh oldugu sdylenebilir. Hangi ikili gruplar arasindaki farkin
o6nemli oldugunu belirleyebilmek icin Mann-Whitney U - testi kullanilmis ve bu sonuca gore 1-5 yil ile 11-
15 yil ( p=.00;p<.05) ve 1-5 yil ile 6-10 yil (P=.00; p<.05) arasindaki farkin anlamli oldugu bulunmustur.

Tartisma, Sonug ve Oneriler

Bu calismada ilk ve ortadgretimde gorev yapan Ogretmenlerin o6zgecilik dizeylerinin iletisim
becerileri ve problem ¢ozme becerileri olan iliskisi incelenmistir. Calismada elde edilen bulgulara
bakildiginda; ilkdgretim birinci kademedeki 6gretmenlerin 6zgecilik puanlari ve problem ¢ézme becerileri
arasindaki iliskinin 6nemsiz oldugu bulunmustur (p=.05; n=132).Benzer sekilde ilkégretim ikinci
kademedeki 6gretmenlerin 6zgecilik puanlari ve problem ¢ézme becerileri arasindaki iliskinin 6nemsiz
oldugu bulunmustur (p=.70; n=138). Alanyazinda bulgumuzu destekleyecek bir sonuca ulasilamamistir.
Gergekte, karsilik beklemeden yapilan yardim olarak nitelendirilen 6zgecilik davranisin problem ¢ézme
becerisi ile iliskili olmasi beklenmektedir. Bir diger hipotez testi sonucunda ise ilkdgretim birinci
kademedeki 6gretmenlerin 6zgecilik puanlari ve iletisim becerileri arasindaki iliski katsayisinin 6nemli
oldugu gorulmustir (p=.00; n=132). Benzer sekilde ilkogretim ikinci kademedeki 6gretmenlerin 6zgecilik
puanlari ve iletisim becerileri arasindaki iliskinin 6nemli oldugu goérulmustir (p=.03; n=138). Diger bir
ifade ile gondlli olarak ¢ikar gbzetmeksizin yapilan yardim olan 6zgeci davranisin sergilenmesinde etkili
iletisim becerisine gereksinim oldugu sdylenebilir. Calismanin  bu sonucunun bu yo6nden
degerlendirildiginde 6nemli oldugu belirtilebilir. Ortaégretimdeki 6gretmenlerin 6zgecilik puanlarn ve
problem c¢6zme becerileri arasindaki iliskinin énemli oldugu gorilmistir (p=.03; n=182). Toplumsal
adalet ve hakkaniyet duygusu, birisi haksiz yere aci ¢ekerken gorildigiinde 6zgeci davranislara yol
acmaktadir. insanlar bu durumda esitligi yeniden saglayacak sekilde davranma egilimi gdstermektedir
(Onatir, 2008). Ortaogretimde goérev yapan Ogretmenler ergenlik dénemindeki genglerle birlikte
olduklarindan bu siiregte yogun problemleri ¢ozme durumu ile karsi karsiya kalabilmektedirler. Burada
da belirtildigi Uzere ortadgretimde goérev yapan o6gretmenlerin 6zgecilik davranislarin problem
¢Ozebilmede etkin oldugu soylenebilir. Calismanin bulgularina gore ortadgretimdeki 6gretmenlerin
ozgecilik diizeyleri ve iletisim becerileri arasindaki iliskinin 6nemsiz oldugu goriilmektedir (p=.25; n=182).
Gergekte karsiik gozetmeksizin yapilan yardim etme olarak ifade edilen 0Ozgecilik davranisinin
sergilenebilmesinde iletisim becerilerine sahip olmanin 6nemli bir yeri oldugu disliniilmektedir.
Calismanin 4. hipotezi ‘Ogretmenlerin 6zgecilik dizeyleri cinsiyete gére farklilasmaktadir’, test
edildiginde 6gretmenlerin 6zgecilik diizeylerinin cinsiyete gore farkhlastigi ve erkeklerin kadinlara gére
daha olumlu tutuma sahip olduklari bulunmustur. Alanyazin incelendiginde 6zgeci davranislarin, cinsiyet
acisindan farklilasmadigi seklinde sonuglara ulasildigi gérilmektedir (Akbaba, 1994; Avci et al., 2013;
ismen & Yildiz, 2005; Kee-Lee, 1998; Ma, 2003; Onatir, 2008). Bunun yani sira kadinlarin erkeklerden
daha 0Ozgeci olduklari (Elmas, 1998; Rushton et al.,, 1986) ve erkeklerin de kadinlardan daha 6zgeci
olduklarina iliskin ¢alisma sonuglarina da ulasiimistir (Eagly & Crowley, 1986). Goriuldugu ilgili
arastirmalarda o6gretmenlerin 0zgecilik diizeylerinin cinsiyet agisindan bazi arastirmalarda farklilik
gostermedigi bazilarinda ise farklilik gésterdigi gorilmektedir.

Calismamizin hipotezini destekleyen bulguya ulasildig1 gibi desteklemeyen bulguya da ulasiimistir.
Gergekte 6zgeciligin tanimi, 6zgecilik yardima ihtiyaci olan birisine karsilik beklemeksizin yardim etmek
seklinde belirtilmektedir Kadinlarin hem genetik 6zellikleri geregi hem de toplumsal sosyallesme sireci
boyunca edindikleri deneyim sonucunda bu davranislari erkeklere nazaran daha fazla sergilemeleri
mantikli gelmektedir. Ciinkii erkekler kadinlara gére daha rekabetgi yapidadirlar (Ozyer et al., 2012).
Gunimuzde kadinlarin yogun bir sekilde calisma hayatina atilmasi ve kariyer yapma planlarinin 6nem
kazanmasi ile kadinlar arasinda da bir rekabetci bir yapinin gerceklestigi goriilmektedir (Oztiirk & Bilkay,
2016; Turkkahraman & S$ahin, 2010). Bu nedenledir ki bu g¢alismada oldugu gibi bazi arastirmalarda da
kadinlarin 6zgecilik puanlarinin distk oldugu soylenebilir. Calismanin diger hipotez testine gore
ogretmenlerin gorev yaptiklari egitim kademesine gore o6zgecilik puani ortalamalarina gore istatistiksel
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olarak anlamli bir farklilik gosterdigi (KW=7.07; p=.02) ve ilkdgretim 1.kademe ile ilkogretim 2. kademe
arasindaki istatistiksel olarak anlamli oldugu gorilmistir (p=.00; p<.05). Karadag ve Mutafgilar’in (2009)
arastirmalarinda ilk ve ortadgretim okulu 6gretmenlerinin 6zgecilik diizeylerinin yiiksek oldugu sonucuna
ulasildigi goriilmektedir. Bu calismada ise ilkdgretim birinci kademedeki, yani sinif 6gretmenlerinin
ozgeci davranislarinin ilkogretim ikinci kademedeki 6gretmenlerin 6zgeci davranislarindan daha yiiksek
oldugu sonucuna ulasiimistir. Benzer sekilde de ortaégretimdeki 6gretmenlerin de 6zgeci davranislarinin
sinif 6gretmenlerine gore diistik oldugu soylenebilir.

Calismanin  son hipotezi olan ‘Ogretmenlerin 6zgecilik dizeyleri ¢alisma yillarina gére
farkhlasmaktadir’ test edildiginde, 6gretmenlerin ¢alisma yillarina goére 6zgecilik puani ortalamalarina
gore istatistiksel olarak anlaml bir farkhlik gosterdigi (KW=12.23; p=.00), 1-5 yil ile 11-15 yil ( p=.00;
p<.05) ve 1-5 yil ile 6-10 yil arasindaki farkin anlamh oldugu gériilmustir (P=.00; p<.05).0zyer ve
arkadaslarinin (2012) bankacilik sektériinde calisan bireylerle yaptiklari arastirmada da katilimcilarin
meslekte gecirdikleri stirenin onlarin 6zgecilik davranislari agisindan istatistiksel olarak anlamli bir
farkhlik gostermedigi sonucuna ulasiimistir. Karadag ve Mutafgilar’in (2009) yaptiklari arastirmada 6-10
yil arasi mesleki kideme sahip olan 6gretmenler ile 16-20 yil arasi mesleki kideme sahip 6gretmenler
arasinda 16-20 yil arasi mesleki kideme sahip 6gretmenlerin lehine istatistiksel olarak manidar fark
bulundugu goériilmektedir. Yapilan bu ¢alismada da benzer sonuca ulasildigi belirlenmistir. Calisma yili
11-15 yil ve 6-10 yil olan 6gretmenlerin 6zgecilik davraniglarinin g¢alisma yili 1-5 olanlara gére
istatistiksek olarak anlamh oldugu goérilmektedir. Bu durumun, 6zellikle mesleki yasamlarinin ilerleyen
yillarinda tecriibe kazanan 6gretmenlerin, sosyal sorumluluk projeleri ile ilgilenmelerinden ileri geldigi
dusinidlmektedir. Buna gore galisma bulgusunun literatiir tarafindan desteklendigi séylenebilir. Bu
arastirmanin bazi sinirliliklari vardir. ilk olarak arastirmada 6z-bildirim tarzi &lgekler kullanilmistir.
Ozbildirim tarzi  dlgekler bireylerin  6lgiilmek istenilen psikolojik nitelik agisindan kendilerini
degerlendirmesi ilkesine dayanmaktadir (Sahin et al., 2014). Bu nedenle, katiimcilar 6zgecilik, problem
¢6zme ve iletisim becerilerini oldugundan daha yiiksek ya da oldugundan daha disiik degerlendirebilir.
Bu nedenle, bu psikolojik niteliklerin ilerleyen arastirmalarda farkli kaynaklardan bilgi alinarak (Orn.
yakin arkadas, es gibi) degerlendirilebilir.

Sonug olarak, bu arastirmada ilk ve ortadgretimde gorev yapan 6gretmenlerin 6zgecilik diizeylerinin
iletisim becerileri ve problem ¢tzme becerileri olan iliskisi inceleyen arastirmada: ilkégretim birinci
kademedeki 6gretmenlerin 6zgecilik dizeyleri ve problem ¢6zme becerileri arasindaki iliski katsayisi
dusik bulunurken, ayni 6gretmenlerin 6zgecilik dizeyleri ve iletisim becerileri arasindaki iligki
katsayisinin ise ayni yonde ve ylksek olarak bulunmustur. Bu sonuglara gore aralarindaki iliskinin
istatistiksel olarak anlamli oldugu séylenebilir. ilkégretim ikinci kademedeki dgretmenlerin dzgecilik
dizeyleri ve problem ¢6zme becerileri arasindaki iliski katsayisi -.03 olarak, ilkogretim ikinci kademedeki
ogretmenlerin 6zgecilik dizeyleri ve iletisim becerileri arasindaki iliski katsayisi .18 olarak bulunmustur.
Buna gore aralarindaki iliskinin istatistiksel olarak anlamli oldugu soylenebilir. Ortadgretimdeki
ogretmenlerin 6zgecilik dizeyleri ve problem ¢dzme becerileri arasindaki iliski katsayisi -.15 olarak
bulunmustur. Buna gore aralarindaki iliskinin istatistiksel olarak anlaml oldugu soylenebilir. Benzer
sekilde ortadgretimdeki 6gretmenlerin 6zgecilik duzeyleri ve iletisim becerileri arasindaki iligki katsayisi
.08 olarak bulunmustur. lliskinin ayni yénde ve &nemsiz oldugu gérilmistir (p=.25; n=182).
Ogretmenlerin gérev yaptiklari egitim kademesine gére ézgecilik puani ortalamalarina gére istatistiksel
olarak anlamli bir farklilk oldugu ve bu farkhligin ilkégretim birinci kademe ile ilkogretim ikinci kademe
oldugu bulunmustur (p=.00; p<.05). Ogretmenlerin ¢alisma yillarina gére ézgecilik puani ortalamalarina
gore istatistiksel olarak anlamh bir farkhlik oldugu ve bu farkliligin 1-5 yil ile 11-15 yil (p=.00;p<.05) ve 1-5
yil ile 6-10 yil (P=.00; p<.05) arasindaki farkin anlamli oldugu bulunmustur. Ayrica 6gretmenlerin
ozgecilik puanlari ortalamalarinin cinsiyet degiskenine gore anlamli fark goésterip gostermedigini
belirlemek amaciyla yapilan Mann-Whitney U testi sonucunda grup ortalamalari arasindaki fark
istatistiksel olarak anlamli bulunmustur (Mann-Whitney U=22248.00; p=.01 <.05). Ortalamalar
arasindaki farka gére erkek 6gretmenlerin 6zgecilik puanlari kadin 6gretmenlerin 6zgecilik puanlarindan
yiksek oldugu gériilmektedir. ilkégretim birinci ve ikinci kademedeki dgretmenlere ydnelik problem
¢6zme becerileri ile ilgili farkindalik egitimlerinin verilmesi, Ortadgretimdeki 6gretmenlere yonelik
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iletisim becerilerini gelistirmeye yénelik etkinliklerin uygulanmasi, ilkégretim birinci ve ikinci kademe
dgretmenlerinin problem ¢ézme becerilerini gelistirmeye yénelik etkinliklere yer verilmesi, ilkégretim
ikinci kademe ve ortadgretim Ogretmenlerinin 6zgecilik duzeylerini artirmaya yonelik olarak
yardimseverlik konusunda farkindalik yaratmaya yonelik seminerler, konferanslarin verilmesi,
Ogretmenlik mesleginde 6zgeci davranislarin énemine dikkat cekecek nitel calismalarin yapilmasi

onerilebilir.
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Introduction

Emerging changes and developments in the information and communication technology in
nowadays force alteration in the socio-economic, political and cultural structures of the societies.
Schools are also at the forefront of institutions that are most affected by these changes and
developments. Schools are institutions that are affected by society at the same time that affect society.
With this interaction, schools give up the traditional education-teaching concept and acquire new
structures and new insights to fulfil the function of educating the manpower needed by contemporary
life (Duran, 2011). These structures and understandings exist within a certain system.

Systems work in a healthy order to achieve their goals (Akar, 2006). In order for the systems to
achieve their goals, they must output and then process the input and output before converting the
inputs to the desired purpose of the system. In education systems, schools undertake the task of this
job. Organizations called schools take the students as input, make efforts to change behaviours in
accordance with their aims and take them out of the student system as changed products. The basic
systems in which education is most clearly observed are the schools (Keskinkilig, 2007, pp.7-8). There is
a need for a healthy and orderly working environment so that schools can achieve their success and
goals. Failures that occur within this functioning system will prevent achievement and achievement of
goals. One of the factors that will prevent this is the disciplinary problems experienced in schools (Akar,
2006).

Disciplinary problems or unwanted behaviours are behaviours that affect teaching and learning,
make it difficult to achieve success, or impede success. However, it is difficult to determine which of the
behaviours make it difficult to achieve success or hinders success. Because the school is an organization
involving many individuals. Students need different conditions to be successful. There are also no
definite judgments as to who, what, when and how to behave. Therefore, a multi-faceted perspective is
needed to identify, prevent, and correct unwanted behaviours in school. A multi-faceted perspective is
provided by teachers, students, school staff, the social environment in which the school is located, the
education and the political policy of the country, and, of course, the administrators. Although schools
are taught in accordance with pre-determined goals, principles and policies, each school's physical
possibilities, communication patterns between individuals, the use of authorities, and the application of
rules show originality. Human is the basic factor that reflects different characteristics of schools. The
basic human factor that drives the functioning of the school is the administrator (Sarpkaya, 2005).

Educational directors are at the forefront of those who are responsible for using all available
resources and achieving the highest level of productivity in accordance with the aims of national
education (Yalgin, 2011). The education administrators at the school consist of the headmaster and
deputy headmasters. The school administrator affects the success of schools that have a common
shared area in the way that they manage disagreements and polarizations in the school (Turan, Yildirim,
& Aydogdu, 2012). A well-managed disciplinary problem creates a unifying, integrative and sociable
creative effect in schools. It is important that team work is done in cooperation with the solution of the
problems in the schools and the decision-making stages. The school administrator must always be
prepared for disciplinary problems. Because there is a fluency of strengths of the school environment
and the groups, even small ruffles can reach unexpected results. The school administrator must first
identify these problems well, in the next stage, he/she should try to solve with dynamic methods. The
itinerary of the school administrator to prevent or solve disciplinary problems must be unifying and
reconcilable. In order to be able to act for the purposes of the school, individuals and groups within or
outside the school must be well trained in behavioural sciences as well as in the management of
education. A school administrator like this will choose to solve disciplinary problems through science
rather than trial and error, and will achieve it as a result. School administrators can turn schools into
more liveable and more suitable places for educational purposes, through positive developments in
management styles and problem-solving methods. It is necessary to put these features in order to
remove some disciplinary problems that are encountered in the education system and can be resolved
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in the short term. When school administrators provide these qualifications, they may become
educational leaders who solve problems and facilitate educational activities (Koger, 2014, pp.3-4).

When the related literature is examined, it is seen that the discipline is considered mostly as
discipline at the classroom and the primary and middle school levels are concentrated (Cubukcu &
Girmen, 2008; Demirel, 2013; Gezer, 2015; ilhan, 2016; Kazu, 2007; Koger, 2014; Olcek, 2014; Ustiin &
Eres, 2009; Yalgin, 2011; Yilmaz & Babaoglan, 2013). A similar situation was seen in the limited research
conducted at the secondary education level and it was determined that the discipline was handled by
the views of teachers and students (Akpinar & Ozdas, 2013; Celik, 2007; Giiner, 2009; Hallag, 2016;
Hanhan, 2012; Siyez, 2009). An educational environment requires good discipline and the solution of
disciplinary problems depends on the formation of a consensus on the existence of problems, especially,
among those who share this common environment (Sugai & Horner, 2002). For this reason, it is thought
that it is important to examine discipline issues in terms of school administrators, and it is needed to
conduct a research examining the views of the school administrators about discipline and disciplinary
problems. The following questions were asked:

1. How do school administrators define discipline?
2. According to the school administrators, what kind of features does a disciplined school have?

3. What are the views of school administrators about the disciplinary problems and causes of them at
schools?

4. What strategies do school administrators follow in order to cope with and prevent disciplinary
problems?

5. What kinds of expectations do the school administrators have in terms of effective discipline?

Method

This section contains information about research design, the study group, the data collection tools
and procedures, and the techniques used to analyse the data.

Research Design

This research is a qualitative research in the design of phenomenology. The purpose of the
phenomenology studies is to reveal the perceptions, experiences and implications of individuals about a
phenomenon (Creswell, 2007, p. 57; Yildinm & Simsek, 2013, p.78). For this reason, in case studies, the
researcher deals with the personal (subjective) experiences of the participants and tries to learn the
implications of the individual's perceptions and events (Akturan & Esen, 2008, p. 83). The case studied in
this study is "discipline" and the school administrators who work in different types of secondary
education institutions have been reached in order to get the essence of the case examined. In the
research, it was examined in detail how school administrators perceive discipline, how they describe a
disciplined school, how they manage disciplinary problems in their schools, their views on the causes of
disciplinary problems, and the expectations of effective discipline. Participants are suitable for
examining what is discipline in terms of both teaching and experience in school management.

Study Group

Study group of the study consisted of 18 school administrators, among them, nine are in vocational
high school (VHS), and nine are in general high school (GHS).The schools where the school
administrators work are located in Kozan. Four of the participants were female (AV7, AV8, AV9, AG7)
and 14 were male. Age ranges of six of them are 50-58 (AV2, AV3, AV4, AG2, AG3, AG4), eight of them
are 40-48 (AV1, AV5, AV9, AG1, AG5, AG6, AGS8, AG9) and four of them are 32-38. Three of the school
administrators (AV7, AV8, AV9) have three years; six of them have 5 years (AV1, AV2, AV3, AV4, AV5,
AV6); one of them has seven years (AG7) , one of them has eight years (AG9), and the other seven
administrators have ten years of teaching experience (AG1, AG2, AG3, AG4, AG5, AG6, AG8).Two of the
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participants are school administrators with 6-10 years (AG7, AG9); eight of them have 10-15 years (AG1,
AG3, AG5, AG6, AGS8, AV5, AV6, AV7, AV9); three of them have 16-20 years (AV1, AV2, AG2) and three of
them have more than 20 years of experience(AV3, AV4, AG4).

Data Collection Tools

Interview is the main data collection tool in phenomenology studies (Yildirnm & Simsek, 2013, p. 80).
In this research, the Interview Form was used as data collection tool. Interview Form was developed by
the researchers and was finalized in the direction of expert opinions (5 faculty members in the
Department of Educational Sciences in Faculty of Education in Cukurova University).The interview form
consists of 10 questions in total. The data were collected by making school visits in the second semester
of 2014-2015 academic years at the months of March and April. Meetings held in the school
administrators' rooms were completed in a single session and it was taken almost 20-30 minutes as
average. The voice recorder was used during the interview as the participants allowed it.

Data Analysis

In the analysis of research data, content analysis was used which is one of the qualitative data
analysis techniques. Firstly the data obtained by using the recorder were written to the computer and a
total of 83 pages of raw data text were obtained. Then, the raw data texts are read by the researchers
independently of each other, line by line, key concepts / concepts (codes) are written (Yildirnnm & Simsek,
2013, pp. 227-231).When the inter-encoder reliability was calculated, the formula Reliability= [Number
of agreements / (Total number of agreements + Total number of disagreements) x 100] proposed by
Miles and Huberman (1994, p. 64) was used and calculated as 83%.In cases where there was a different
coding idea, the two researchers agreed and decided on the code, and then the themes were assigned.
Afterwards, the themes and codes obtained were presented to the expert opinion (5 faculty members in
the Department of Educational Sciences in Faculty of Education in Cukurova University).Finally, the
themes and codes obtained are arranged on the given tables to facilitate comparison. When presenting
themes and codes, care was taken to be descriptive, direct quotations were made from the expressions
of the school administrators using codes such as AG1l and AV9. For example, AG1 indicates first
administrator in the general high school, while AV9 indicates ninth administrator in the vocational high
school.

Results

In this section, findings obtained from research are presented below in the light of the sub-
objectives.

Views of School Administrators towards the Definition of Discipline

During the interview, a question was asked, "What is the discipline for you and how do you define?"
While all of the participants answered this question, they explained what discipline is (positive) and
what is not (negative). The information obtained is given in Table 1. As seen in Table 1, discipline is
perceived mostly by school administrators as responsibility (f = 14), system (f = 8) and order (f = 7). Auto
control (f = 4), rules (f = 3) and mutual respect (f = 1) are other definitions of what the participants did
for the discipline. The school administrators who perceive the discipline as the responsibility emphasize
that they act in accordance with the rules (f = 10) and know all the duties and responsibilities (f = 6), and
also it was emphasized that the discipline under the system theme is a set of rules (f = 3) and the schools
should behave in accordance with the National Education system (f=3). While school administrators,
who defined discipline as a system, focused more on continuation of education and training activities (f
=5), administrators who expressed discipline as auto controls emphasized that people can manage their
own behaviours (f = 4).
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Views of School Administrators about Discipline.

Theme

Codes

GHS

—_
=)
=2

VHS
(f)

Total
(f)

Positive
Responsibility

System

Order

Self-control

Rules

Mutual
Respect
Negative
Psychological

Physical

Mentally

System

Acting in accordance with the rules

Knowing the duties and responsibilities of all personnel
Students' compliance with social norms

Total

Body of rules

Schools' compliance with the National Education system
Achieving success

Corporate identity

Total

Continuation of education and training activities

Contexture / everything is in the place

Total

Self-management

Behaving by being keeping down of the self-confidence of the
person

Total

A format that encourages students to be positive and prevents
negativity

Total

Dialogue between teachers and students within the scope of
the respect

Coercion (prohibition, enforcement, martial law, control, etc.)
Intimidation

Yelling / scolding

Release / permission

Terrorization

Cacology

Rasping personality

Harming

Total

Violence

Beating

Hardness / punishment

Total

Blocking thinking

Total

Operating the award-penalty mechanism
Giddy-paced progress of jobs, idleness
Total
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14

15

GHS: General High School

VHS: Vocational High School

For example, in this respect, AG6 stated that "Discipline is the rules that must be obeyed and is to act
in accordance with the rules.", whereas AG3 "It is neatly continuation of education and training
activities". As seen in Table 1, the majority of school administrators are like-minded since there believe
that discipline is not coercion (f=14), Intimidation (f=5) and Yelling / scolding (f=4) through prohibition,
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enforcement, martial law, and control. Some school administrators stated that discipline is not physical
violence, beatings or harsh behaviour (f = 5), blocking thinking mentally (f = 4) and operating the award-
penalty mechanism or giddy-paced progress of jobs, idleness. Here are examples of quotes from school
administrators' explanations:

“Discipline is not done by despotism or forcing. Because discipline should be voluntary, is directed to
change ... In my opinion, discipline is in fact something about voluntarism.” (AV6)

“Discipline is not a behaviour that prevents students from thinking freely and thinking creatively. |
mean, it is not just beating.” (AG2)

“Discipline is not to scare someone, coercion of someone with different methods, or rasping
personality.” (AG4)

School Administrators' Views on the Characteristics of a Disciplined School

The second question asked to the school administrators was their views on the characteristics of a
disciplined school. The answers given are summarized in Table 2.

Table 2.
School Administrators' Views on the Characteristics of a Disciplined School.

GHS VHS(f) Total
Theme Codes (f) (f)

Social Responsibility of all personnel on time 17
Be aware of students' responsibilities
A positive school culture formed in accordance with the rules
Supporting positive behaviors
Branding
Absence of disciplinary problems / minimizing

5
4
1

R R R R N0

Clearness of the code of conduct - 1

Total 8 9
Academic/ No disruption in educational activities 4 5 12
intellectual Becoming high academic success 1 2

Efforts for professional development - 2

High reading book rate in school 1 -

Total 6 6
Physical All materials should be free of deficiency 1 - 2

Having a clean-regular atmosphere 1 -

Total 2 -

When Table 2 is examined, it is seen that only two administrators refer to the physical order of the
school while they define characteristics of a disciplined school as a social (f = 15) and academic /
intellectual (f = 11) characteristics. Administrators who explain the social characteristics of a disciplined
school as mostly knowing and fulfilling the responsibilities of teachers and students have emphasized
the absence of any disruption in education and training activities in terms of academic, the high
academic achievement and the efforts of professional development. Here are two excerpts from the
administrators' descriptions:

“Disciplined school is a regular school where the subjects that need to be processed in the course of
time are timely processed, no disrupting the lesson... it is clean, tidy and in disciplined school, there
are not a lot of events such as quarrel and fighting.” (AG5)

“In my opinion, a disciplined school is a school where teaching and learning is, timely and complete.
We can count all of them as if students are in time for classes, teachers present in class punctually,
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observance of respiration and entrance and exit to class, students study lessons, the preparation of
the teachers for the lesson.” (AV2)

School Administrators' Views on Disciplinary Problems and Causes of Them in Schools

Another question asked at the participants was to determine their views on disciplinary problems
and causes of them in their schools. The majority of school administrators (f = 14) stated that they did
not have too many disciplinary problems in their schools. The themes and codes obtained from the
explanations about administrators' disciplinary problems in schools are given in Table 3. As seen in Table
3, school administrators think that disciplinary problems in their schools are mostly related to not
fulfilling academic responsibilities (f = 16). This was followed by negative habits, inadequacies in self-
care skills and violent behavior. The most emphasized disciplinary problem in academic terms is the
academic failure / lack of study of students. For example, AG3 says, "One of the most disciplinary events
we have encountered is that students do not study adequately. There are students who do not make
enough efforts, we see them." Absenteeism, attending the school late, escaping from school and not
bringing school materials to school is some of the other academic problems expressed by school
administrators. School administrators who stated disciplinary problems in their schools as negative
habits stated problems as smoking (f = 5) and theft (f = 3), whereas inefficiencies in self-care skills were
emphasized as appearance of someone (f = 7). Having disrespectful verbal abuse (f = 5), disrespectful
behaviors towards the teacher (f = 3) and fighting/ picking a quarrel (f = 7) was the leading disciplinary
problem. Below are sample excerpts from the descriptions of the administrators:

“... Our students do a lot of absenteeism, do not know how to behave teachers ... they smoke. There
is a problem about untidiness of their hair and beard.” (AG2)

“...Students can sometimes damage the school's equipment. Our school has a dormitory; it has
certain times for entrance and exit. There is a discipline problem when they do not obey it.” (AG6)

“The fight is our biggest problem ... Three or five student try to beat one student. The second
problem is that students behavior teachers disrespectfully. Theft is our third big problem.” (AV5)

Table 4 shows the themes and codes from school administrators' explanations of the causes of
disciplinary problems in schools. As seen in Table 4, the school administrators think that the disciplinary
problems in schools mostly originate from the characteristics of students (f = 15), and after students,
sources of disciplinary problems are also families (f = 13) and teachers (f = 10). The school
administrators who think that discipline problems originate from the characteristics related to the
students believe that the reason of discipline problems are adolescence period (f = 11), not developing
responsibility / duties (f = 7), inadequate knowledge of discipline regulations (f = 3) and constellation
(f=3). For example, in his comment on the characteristics of adolescent, AG5 stated that "because of
wannabe, they grow a beard, revolt, or break the rules. There is wannabe problem such as mobile
phone. When a student buys mobile phone, another student tries to buy that mobile phone." One more
idea about this issue is that AG2 explain his ideas about constellation like that "One of the biggest
factors is the environment of friendship, most of the problems stem from friends. For example, female
students say that my friend had a boyfriend but | don't have. | should have. They impress each other.
They ask why you don’t have boyfriend." Not being able to adapt to the school, not knowing public
decency, academic failure and psychological problems have become other problems related to students.
Here are examples of quotes from school administrators' explanations:

“... The current student profile has changed, they cannot be happy with most things. Many students
use antidepressant.” (AG2)

“Some are because of unconsciousness, not knowing the rules, some reasons stem from involvement
in a certain age group ... For example, a friend can support him in a tendency.” (AG6)

“... There is no goal, no purpose, we cannot motivate the future as much as we and our families do,
we need to speak clearly.” (AV6)
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Table3.

Disciplinary Problems in Schools According to School Administrators' Views.

Theme

Codes

GHS
(f)

VHS
(f)

Total
(f)

Failure to fulfill Academic
Responsibilities

Negative Habits

Inadequacies in self-care

skills

Violence

Rudeness

Damaging environment/
equipment

Other

Academic failure / lack of study

Not attending the course

Not coming to school on time

Not bringing course materials

Duty awareness is not fully developed
Escaping from school

No critical thinking

Total

Smoking

Theft

Cheating

Total

Messy appearance

Hair beard clutter

Grungy

Total

Fighting / picking a quarrel

Push-hit  behaviors between parent-
teacher, teacher-student

Violence as a group / becoming gang

Total

Verbal abuse

Disrespectful behaviors towards teachers
Unnecessary debate / Creating debate
Sniping / teasing

Threatening

Total

Damaging school equipment (breaking,
ruining, writing etc.)

Damaging course instruments (breaking,
ruining, writing, etc.)

Total

Closed-minded-mindedness

No expectations for the future

Schools cannot transmit social values to
future generations

Mobile phone (conversation, taking photos,
etc.)

Failure to comply with dormitory rules
Total
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Table4.
Causes of Disciplinary Problems in Schools According to School Administrators' Views.

GHS VHS Total
Theme Codes (f) () (f)

Student Characteristics of the adolescence period (flirty, wannabe, rebellious, purposeless, 6 5 15
opinionated, not empathetic, etc.)
Not developed responsibility / duties
Inadequate knowledge of discipline regulations
Constellation (friend circle)
Failure to adaptation to the school
Do not know the general rules of manners / do not act appropriately (rude, disrespectful)
Academic failure
Psychological problems
Aimlessness / lack of goal
Class level
Total
Family Not having a family union (divorce, living in separate cities, etc.)
Economic troubles (unemployment, low income, etc.)
Allowing the children to do whatever they wants
Disinterested (not interested in children and school experience)
Do not know school rules and discipline regulations / missing information
Inconsistent behaviors of parents
Do not accept their children's behavior and defend their selves
Low education level
Cultural differences (rural-urban family structures)
Do not value the child as an individual
Do not give responsibility for children
Violence towards the child in the family
Low expectations for children
Total
Teacher Disagreements between teachers
Unconcerned attitudes and behaviors towards students
Occupational disabilities (classroom management, communication, teaching skills, etc.)
Inadequacies in implementing the rules -
Do not go to class on time
Ignore disciplinary code and procedure / disinterested attitude -
Do not include students in the process of setting rules
Being authoritarian
Not to give responsibility to the student (academic, social) -
Negative personality traits -
Jealousy among teachers -
Not to help school administration -
Total
Environment  Negative examples in the environment students live (neighborhood, district)
Being a rural / sub-socio-economic and cultural environment
Total
School School administrators do not behave fairly to students
environment  No responsibility for students during school work
No positive institutional culture
Students in different academic levels to be together
Gaps while applying the rules
School type (vocational high school-general high school)
Total
The system of Emphasis on academic achievement of students rather than their behaviors
education No deterrence of disciplinary penalties
Non-functional training programs
While evaluations are done, the exams are given great more importance
Frequently changing education policies of the Ministry of National Education
Total
Technology Mobile phone, internet and social media
Total
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School administrators say about family-based theme that, students have absence of family union (f =
9), economic problems (f = 9), permissive parenting understanding (f = 7), not being curious (f = 6) and
not knowing school rules and discipline (f = 5). For example, AV4 explain his views about family theme
like that, "It is very hard to find a student's parents. Even if there is a small problem, unfortunately, they
don't come to school because the parent is either working in the village or being a fragmented family, so
they say I'm not interested in him, his mother interested in him.” AG4 says that about this topic "For
example, in a low-educated family, when a child is in conflict, the child may be able to get rid of it with a
few slaps, but families with high levels of education tend to apply pressure on the child ... This time he
or she is starting to outsource the problems that family members cannot solve". Other highlights about
family are that not accepting their children' behaviour/ defending themselves, low educational level,
cultural differences, lack of value the child as an individual and not giving responsibility to children. Here
are some excerpts from the relevant explanations:

“In the family, a father cannot talk to the child. Mothers and daughters girl cannot talk. They do not
share their troubles ... My child goes from my own, but they play computer in their own room, watch
television, work the lesson, do whatever they want.” (AG4)

“... We often see inconsistencies between parents. His father has no idea what his mother say yes,
she approve. Stresses, boredom, problems, unhappiness, uneasiness that occur in the family are
emerging as problems in children.” (AV7)

When Table 4 is examined, it is seen that school administrators who think that disciplinary problems
originate from teachers emphasize the disagreements of teachers about rules and practice (f = 4) and
irrelevant attitudes and behaviours towards students (f = 4). Not attending classes in a timely manner,
showing an unconcerned attitude, professional inadequacies, exhibiting authoritarian attitudes, and so
on are among other features mentioned in relation to teachers. Examples from the explanations made
in this regard are as follows:

“...they should not be able to apply the rules, | do not apply, someone else applies... When you say
apply this to the teacher, he says that it is not my class.” (AV9)

“... The problem is that teachers do not enter the class in time, in that time some problems occur ...
So teachers tell students to read a book or do a test. Students make noise, and affect others or when
they finish the exam early, they go outside or anywhere.” (AG1)

“... Students say to teachers that you give a lecture. | will get low mark. In this situation, teachers feel
offended. That's the problem. Our teachers also need to be democratized in such situations.” (AV5)

Social environment (f = 5), the school environment (f = 4), the education system (f = 4) and
technology (f = 3) are factors teachers mentioned with only few times by school administrators. The
administrators usually explain the negative examples and low socio-cultural characteristics of students'
environment in the following words; "... Students who come from families which include troubled
people with the school environment when they make friends. Difficulties arise in children who come
from economically troubled families. While some students spend much money, some students can't buy
even one bagel (YV3)” YV5 says that "Rural system is still active in the region that we live. The family and
the features in the area they live support this. Additionally, | can give some examples such as trying to
solve problems with physical violence, following in someone's footsteps”. The unfavourable
characteristics of the school environment are unfair attitudes and behaviours of the administrators, lack
of giving students responsibility, lack of positive institutional cultures, coexistence of the students at
different levels, gaps in application rules of procedures and kind of schools. Examples from the
administrators' explanations on this issue are:

“You will not face many discipline problems as long as you are fair. But if you do not provide justice
in the rules you have applied, problems increase and increase. All students say something.” (AG9)

“In the past, administrations used to make discipline through student control. So we used to
examine students in the mornings and during all the days. Now that we cannot pay attention, the
discipline of authority over students is gone. The problems of students cannot be noticed.” (AV3)
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“You see that the discipline of vocational high schools is a more difficult place. One of the biggest
problems is that students attend the class only two days in the 11th and 12th grades, and in three
days, they are outside in the 11th and 12th grades.” (AV1)

Participants, in relation to the education system, cited the following problems: greater emphasis on
academic success, insufficient disciplinary punishments, ineffective education program, greater
emphasis on exams and frequently changing educational policies, the effects of technology such as
mobile phones and social media. Here are examples of quotations from the statements in this regard.

“The most important factor that disrupts our discipline is students who come from other schools.
Because the students were taken with the exam of TEOG (National Center Exam), then the scores
were removed and problematic students came from various schools. So there is a certain level of
school ... If there is no success at school, it pushes this student to behave disorderly.” (AG2)

“You know even if you prohibit the phone in school today, the phones are computers. Children can
communicate with each other over the phone. This situation creates problems.” (AV3)

Strategies for School Administrators to Handle and Prevent Disciplinary Problems in Schools

Another question directed at school administrators is about what kind of strategies they have to deal
with and prevent disciplinary problems in schools. Eleven respondents indicated that the strategies they
followed disciplinary problems changed according to the nature of the problem, six administrators
stated that they had to follow different paths according to the students (class level, personality traits,
etc.), one administrator stated that he followed a different method according to place where the
problem was realized. The point at which the majority of school administrators (f = 12) agree is that it is
a gradual progressive process involving relevant persons (student, classroom teacher, guidance service,
family and school management), starting with the situation of dealing with disciplinary problems. For
example, while AV5 says "Every event contains its own items. Not every person is the same, not every
event is the same. There are different questions, different personalities, different identities, and
different expectations because of different culture. It is necessary to evaluate each event within itself.
Variables are very different", AV7 says "it depends on what the problem is. Things are not the thing we
do alone. | provide that all staff attend to this process in every area". The themes and codes obtained
from the explanations of the participants about the strategies and techniques they used to deal with
disciplinary problems are summarized in Table 5.

As seen in Table 5, school administrators follow strategies to cope with disciplinary problems, mostly
cooperating (f = 16), one on one interview with the student (f = 13) and guidance (f = 8). Administrators
who stated that they acted more closely with the teachers in the guidance service in order to
understand the problem, its reasons, how it was accomplished and to determine the strategy for
solution adding that all personnel took part in this process when necessary. Eleven school
administrators pointed out interviews with families were important in informing parents about the
situation and sharing responsibility, while the three school administrators explained the cause of the
teams they formed in their schools as at the right time and correct interference. Below are examples of
quotations from the descriptions of the administrators.

“... The first step is to be guided when there are small disciplinary events by school counsellors. We
have teachers who have close dialogue with students. It is also directed to them to reveal events in
all their dimensions.” (AG8)

“We have a team called crisis intervention which is managed by our school counsellor at school. First
of all, we have a strategy to detect the problem, understand the reasons and intervene directly to
the event. We inform the family even if there is a small problem ...” (AV8)

“... Discipline is not just about your own student. There are many different things happening around
the school. There is a drug problem or different events. In that situation, we call the police
immediately. There is a school policeman here; they have been assigned to us by certain police
officers.” (AV1)
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Table5.
Strategies for School Administrators to Handle and Prevent Disciplinary Problems in Schools.
GHS VHS Total

Theme Codes (f) (f) ()
Cooperation Working with the guidance service 7 8 16

Getting help from other staff (classroom teacher, other 7 4

teachers, servant, school security, security officers, etc.)

Family interview 7 4

Working together with the crisis teams in the school 1 2

Total 8 8
Interview with the One on one interview with the student 3 7 10
student
Guiding Directing students to social-sports activities 1 2 8

Encouraging students to scientific activities 1 2

Providing students with responsibilities by giving them 2 -

task

Help student in setting goals 1 1

Applying the training coaching system 2 -

Making class meetings 1 -

To give regular seminars on negative habits 2 -

To give information about disciplinary problems and 1 -

sanctions

Total 6 2
Warning Verbal warning (reminder to student / family 3 2 6

punishment )

Written warning (official information about the 3 1

outcome of the behavior)

Intimidate (sending to the discipline board) 1 2

Total 4 2
Conducting Written expression by the student (reason of behavior, 1 - 4

event etc.)

Monitoring / observing students who have problem 1 1

Action plans 1 -

Total 3 1
Sending to discipline  Requesting the assessment of the problem from - 4 4
committee discipline committee

Total - 4
Imposing Suspending students from school 1 2 3
punishment Fine - 1

Total 1 2

The aim of interviews with students is usually to understand behaviours and causes, to explain
students why behaviours are not appropriate, to remind them rules and to warn. For example, AG9 says
“if the event is not a very big action which is not directed to discipline committee and if they borrow
trouble in the future, we call the students and talk. We warn them not to repeat the same behaviour"
while the AG5 has said that during the interview we try to explain the rules and reasons with examples
to the students and AG5 adds; "for example, can you wear Adana salwar when you serve as a soldier? Is
something like this possible? What happens if you do? When you go to the hospital, the nurses have
dress, right? They do not wear what they want. It is similar in law enforcement agency, and in schools."
When Table 5 is examined, it can be seen that the activities of guidance activities emphasized in the
descriptions of the eight school administrators are to encourage the students to social, scientific
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activities, to try to give responsibility, to help in the goal setting, to provide training coaching.
Participants who stated that verbal warning was usually given during one-on-one interviews with
students or parents stated that written warnings were given after a situation assessed by the
disciplinary committee. According to the descriptions of the school administrators, when the behaviours
stated in the Disciplinary Regulations of the Secondary School are observed, research (f = 4), sending to
the student discipline board (f = 4) and punishment (f = 3) are strategies if the problem is not resolved
with other strategies or if students repeat the inappropriate behaviours despite warning. These
administrators who pointed that their aims were not to punish students stated that in the cases referred
to the disciplinary committee, detailed information about the problem was collected and that the
punishment after the evaluation change according to the nature of the problem. Below there is a
guotation of school administrators' explanations about these strategies.

“Our school has an educational coaching system that we apply. Each teacher has 7-8 students,
according to the student count. These teachers are interested in all of these students' issues. When
our student also has a problem, she/he finds this teacher.” (AG4)

“Our guidance service regularly provides seminars on violence and the use of any harmful
substances. He does class meetings.” (AG3)

“This year, there are a few students who receive disciplinary punishment at our school ... Four girl
students fought outside and for this reason they got temporary debarment, This is why they are
punished. There is no another kind of punishment ...” (AG2)

From the explanations about the strategies of school administrators to prevent disciplinary
problems, four themes were obtained; educational, social, administrative and psychological. The codes
under these themes are also given in Table 6.

As seen in Table 6, the strategies that school administrators follow to prevent disciplinary problems
are mostly educational (f = 18) and social (f = 14). Educational studies focus on educating students and
parents about school rules, functioning and discipline and also orientation and seminar studies aimed at
improving family-child relationships, facilitating student compliance with the school, and raising student
awareness. School administrators who stated that information was regularly conducted by school
counsellor and classroom teachers often expressed that they also try to inform parents and schools
about school procedures and rules during the group or bilateral interviews. Below are two examples of
quotations from the administrators' explanations of this topic.

“... We inform our students in the ceremony area or in the conference hall as administrators. In class,
our class guide teachers inform the students about how to handle discipline at the guidance hour,
about the functioning of our school.” (AG6)

“There are rules that must be made in disciplinary regulation. First of all, we have to tell them well ...
first of all, we do orientation seminars in the 9th grade ... we will organize family seminars to solve
healthy family communication, child-family problems.” (AG4)

It is at the forefront of the social studies that the school administrators prevent disciplinary problems
by cooperating / team work (f = 10), regular interviews with family (f = 9) and home visit. Participants
emphasized that school counsellors are the most cooperated persons in this sense, while other units in
the school and, if necessary, all staff are involved in this process. Organizing scientific, cultural and
sports activities in the school, involving the student council in the process actively, giving the students
responsibility for their school study, taking care of them / spending time with them, making a positive
culture in school and being a positive model for students are other social strategies that school
administrators have voiced to prevent disciplinary problems. Some examples from the explanations
made about these applications are given below.
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Table 6.
Strategies that School Administrators Apply to Prevent Disciplinary Problems.
GHS VHS Total
Theme Codes (f) (f) (f)
Educational Informing students about school rules and procedures 9 9 18
Informing parents about school discipline regulations 9 9
Organizing seminars for family (communication, discipline, 2 1
adolescent psychology, drug abuse, etc.)
Arranging trainings to facilitate students' orientation to the 1 1
school (orientation training)
Organizing seminars for students (motivation, communication, - 2
learning, negative habits, etc.)
Providing student participation in seminars and conferences - 1
outside the school
Total 9 9
Social Cooperating with all units / persons in the school / team work 6 4 14
(guidance service, parent-teacher association, classroom
teachers, workshop responsibilities, etc.)
Regular interviews with families 2 7
Making home visits 3 3
Organize scientific, social, cultural and sports activities in the - 3
school
Adding the student council actively to the process (giving 2 -
responsibility to students)
Creating a positive culture towards family/becoming us 1 -
Model demonstration / exemplariness - 1
Total 7 7
Administrative Identify potential students and monitor their behavior / coaching 2 3 9
system
Applying rules consistently / non-compromise 1 1
Treating fairly 2 -
Providing security (security personnel, camera recording, etc.) 1 1
Making the discipline committee functional 1 -
Making long-term  plans (institution vision,  mission 1 -
determination, etc.)
Strengthening the practice of classroom guidance - 1
Producing alternatives instead of prohibitions (cabinet for mobile 2
phones, change of seating arrangement during exams, etc.)
Total 6 3
Psychological Meeting student needs 2 3 7
Honoring / rewarding students - 2
Guidance works for students who have problems 1 3
Total 2 5

“... We have many ways to prevent disciplinary problems. Some of them are social, sports activities,
cultural activities, we have a school tournament at our school recently, and we had our science fair.
We try to add these children to these kinds of fairs.” (AV6)
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“... We have an active student council consisting of board chairmen and class representatives. These
give us problems, requests and wishes from students. We try to reduce disciplinary problems by
including them in this process.” (AG7)

“First of all, we show all of our teachers or our senior year students as role models. Especially for our
new 9th grade students, we have a principle in which we ask older students about being a model to
these students.” (AV8)

When Table 6 is examined, it is seen that in managerial practices to prevent disciplinary problems,
identifying potential students and monitoring their behaviour / coaching system (f = 5) has come to the
forefront. Administrators who stated that the problematic students were determined by taking the
guidance service and other teachers' views stated that the coaching practice was especially effective in
terms of controlling students. Applying the rules consistently, to be fair, providing school security,
producing alternatives instead of prohibitions, making long-term plans and strengthening the practice of
classroom guidance teachers are among the other managerial practices. Below are examples of excerpts
from school administrators' explanations of these strategies.

“It's important to have security officers in the school. When students go out, we give the signed
paper. We tell them not to send anybody out of this paper.” (AG1)

“... The families are our greatest deficiency. For this we try to run the class guidance counselling
institution. We want class teachers to make home visits in the context of the school family union.”
(AV5)

“... We apply the butterfly system. What does that mean, the child enters each exam in another class
in another school desk. There is no cheating behaviour such as writing on school desks or cheating
from somebody.” (AG5)

“... We identify students with potential for our guidance service. We direct these students to their
favourite teachers, and we implement a coaching system.” (AG3)

Meeting student needs, honouring / rewarding students, guidance works for students who have
problems are covered under psychological strategies. For example, AG3 says "... | call the distressed
students here. | buy tea. | sit and chat. When that student see me out there, he immediately calms
down, expresses his respect to me because I'm older...the most important thing for me is to keep my
respect among students” and AV1 says "we choose the successful class and the student of that month at
school. We announce students who gain appreciation."

School Administrators' Expectations on Effective Discipline

The last question directed to school administrators was to learn about the expectations of effective
discipline, and the themes and codes derived from their explanations are summarized in Table 7.

As seen in Table 7, the school administrators' expectations about effective discipline are mostly
related to family (f = 16), school staff (f = 15) and education system (f = 12). Administrators who are
more likely to support school decisions and practices by families (f = 11) and who expect them to feel
that they are being controlled by their school visits are often "misbehaving occurs if they do not know
that children are being controlled. | mean, the parents often come up with a certain period of time to
show themselves ... If they don't visit the school, students say that my family wasn't interested in me."
Teaching basic rules of behavior, dealing with children's environment and out-of-school places and
problems, love and respect based discipline, giving children a sense of responsibility, and other attitudes
and behaviors that administrators expect from their families. For example;

“... Trouble is in the family. If a child comes in at 10.00 pm o'clock, at 11.00 pm o'clock, and family
does not ask student where his/her is, no one can prevent negativity that this child will face soon. So
families should be careful about this issue.” (AG4)
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School Administrators' Expectations on Effective Discipline.

Theme

Codes

GHS

VHS

Total
(f)

Family

School staff

Education
system

Local
government

Students

Universities

Supporting school decisions and practices

Follow the child's behavior

Teaching basic behavior rules to the child

Children care (their problems, friend environment, places to go,
etc.)

Love and respect based discipline

Gaining sense of responsibility

Being a positive model

Total

Acting together / coherence

Supporting school management decisions and practices
Cooperation / teamwork

Being aware of duties and responsibilities

Acting in accordance with laws and regulations

Love and respect based discipline

Being aware towards to students /taking care of them

Directing students to social and cultural activities

Gaining sense of responsibility

Total

No deterrence of disciplinary penalties

Emphasis on giving positive values to students in all levels of
education

Arrangement of discipline regulation and related legislation
according to the necessities of the time.

Regulation on school administration and teachers

Correct orientation according to student characteristics

Clearness of the regulations

Creating model schools

Regulations should not change frequently

Increasing number of school counselor at school

Arrangement of a measurement-evaluation system that
distinguishes between successful and unsuccessful

Acquisition of basic rules of conduct in basic education

Total

Provincial directorate for national education and district national
education directorate should support school administrators and
teachers

Municipalities should open centers to make use of young
people's spare time

Security directorates should ensure the security of schools and
the school environment

District counseling and research center should regular seminars
Total

Trying to change / correcting students behaviors

Taking responsibility

Total

Providing qualified pedagogy education
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“... We should also pay attention to the students' friend selection. We experienced this situation.
Problem stems from their friends. The father said that you will leave this friend. She said she would
prefer her friend. Controlling should occur from scratch.” AG2

“... not only the student, but if the mother or the father of the student creates a violent atmosphere
at home, | believe that in childhood, both the verbal and the physical violence affect these students
... We can win these children with love, not with fear.” AV8

When Table 7 is examined, school administrators should expect that the school staff (principally
teachers and other officials, security officers, housekeeping staff etc.) should act jointly / consistently (f
= 15), stand behind the decisions of the school management (f = 15) and being aware of their
responsibility (f = 5). Participants who indicated that discipline was provided by labor in explaining what
they were doing on this issue emphasized that this responsibility belongs to everyone and should be
acted as a team. According to the school administrators, when there is no common action, there are
gaps in practice, conflicts between teachers and productivity decrease. Below are sample excerpts from
the explanations.

“... According to the guidance service, you should provide the child with all kinds of democratic
things. Here you will not be angry; you will not disrupt your motivation. According to the teachers'
understanding, we have to be completely authoritarian ... So we are in a tight situation between the
teacher and the guidance service as the school administration. Sometimes they do not meet in the
middle. There is always conflict.” (AG3)

“... We have 550 students, in some schools; the number of students is more than us. You cannot get
into their head ... Here, the class teacher and the guidance teacher should conduct a good study, the
student should be introduced us well. So let us demonstrate what we will do about discipline.” (AG9)

“... When people are doing their jobs well, when they protect their jobs, when there are no gaps,
there is no problem ... The turmoil comes out of the gap ... When a teacher does not give the
necessary attention to the lesson or doesn't give a lecture ... When the next teacher is seriously
embracing the job, students also want this teachers to teach knowledge the previous teacher can't
teach.. The gaps of the previous teacher bring trouble on the next teacher.” (AV6)

Acting in accordance with laws and regulations, implementing respectful discipline, being sensitive /
interested in students, directing students to social, cultural activities and giving responsibility awareness
are other expectations that school administrators have expressed from school staff. In particular,
administrators (f = 3) who stated that they were not disciplined to scare, beat or expel stated that
primarily teachers and other personnel should approach students by trying to persuade them as much
as possible, rather than " you have to do this". For example, AG3 stated that "... discipline should be
based on respect, children shouldn't be afraid, they should think as an administrator, how do I look in
the face if | make mistakes? “ Regarding the expectations for taking responsibility, dealing with students
and directing them to social activities are necessary, AV1 "... young people need to be directed in some
way to sports, social activities ... There are schools that really do this. They are in a very bad place.
However, with such studies, they become schools where other things are spoken today ". The
expectation expressed by the school administrators participating in the research about the educational
system has been mostly directed to discipline and value education. One of the administrators (AG5) who
stated that the punishments in the discipline regulations are not deterrent and should be arranged
according to the age requirements says “... punishment may not finish everything, but this time, when
the importance of the punishment does not remain, the good is also becoming bad. The regulation
should be able to make changes in this sense.” AV4 who support this idea say "Sometimes, students are
confronted with such crimes that they don't place in disciplinary regulations. Computer crime has
begun. One day, tablet computers will come; there are a number of crimes that we may encounter.”
They say “Regulations should be updated and deterrent". The other expectations expressed about
disciplinary regulation are that it should be clear and often not to be changed. Below are excerpts from
the views of the two administrators who made statements about this.
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“The student who behaves without discipline needs to pay the price for it. You penalize. But at the
end of the year, it is removed. If the child knows it, he swears at teachers, stabs someone, sells
marijuana at school, he can do everything.” (AG5)

“Disciplinary regulation is unfortunately not deterrent and there are a lot of details. For example,
there was a student who was supposed to break off his relationship immediately from school. We
referred this to the provincial disciplinary board and they referred it to the district disciplinary board.
They said that a paper was missed, and they responded after a month. However, | needed urgent
solution of that matter ... How can | perceive a theft incident as normal?” (AV4)

Focusing on teaching in the education system and placing more emphasis on academic achievement
are pointed out by school administrators (f = 4). They have emphasized that importance should be given
to provide positive values in all levels of education. For example, AG7 commented on this: "... we are
making the biggest mistake; we place importance on academic achievement as a science high school.
But the behavior of the child is not very important. We think that they can be easily hurt. " while AV7
thinks, "Education probably lags behind a little bit ... We always evaluate students with the information
they learned in mathematics class, chemistry class, literature class, geography class ... a good way of
educating people is not just to teach mathematics at school". Other expectations that school
administrators have expressed about the education system are; reorganization of the school
administration and regulations related to the teachers, establishment of model schools, providing
correct vocational orientation training to the students, increasing of the number of school counselors,
preparing valid and reliable measurement evaluation system and gaining basic behavior rules in primary
education. Below are examples of explanations in this direction.

“That is, first of all, regulations should be arranged and the statute of the teacher should be
protected. That is, the teacher should not think that where it goes to the end when the disciplinary
rules are run against the student, he should not be afraid to punish students.” (AV2)

“... In a case a few days ago a teacher changes the position of a student in the name of the course
order, the next day the student’s mother comes and pulls the teacher' hair and she falls down the
stairs. Therefore, serious sanctions must be used in situations preventing people practicing their
duties.” (AV5)

“As regards discipline, it is first necessary to target people. The teacher does not want to come to
school, he studies at any department and does not practice this profession. Then we keep this child
here for extra 4 years. If there is a department that will attract the child's attention, it can be
provided.” (AV6)

As seen in Table 7, six administrators expect local administrations to implement following
applications for effective discipline: Provincial directorate for national education and district national
education directorate should support school administrators and teachers, Municipalities should open
centers to make use of young people's spare time, Security directorates should ensure the security of
schools and the school environment, District Counseling and Research Center should regular seminars.
One of the administrators (AG9) stating that district and provincial national education directorates
should not act according to parental complaints says "In the complaints of the parents, it is necessary to
ask the headmaster, deputy principal and the disciplinary board about the reasons, or they should
support us", AG4 emphasized that the municipalities should open youth centers "... they can create a
chess club, create an artwork, open a painting course ... they can open some centers to save children
from the street crime". One of the administrators (AV3) who pointed out that they needed support for
school safety says, "The problem we face is vagabond in streets. They come in front of the school; they
disturb the students and staff", the other administrator (AV5) explain his expects and the reasons as
"Teacher should not back with fear as | have not seen it. Because this is when we say bad, aggressive
schizophrenia, like a mentally ill student profile can appear and terrorize at the school. The police can
support more ".
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Discussion, Conclusion & Implications

As a result of the study, it was seen that the school administrators defined the discipline as
responsibility, system and order. Main task of school administrators is to fulfil the basic functions of the
school, to provide necessary resources within the framework of laws and regulations, and to maintain
effective education and training services at school (Sisman, 2010). In research, it is seen that the school
administrators perceive the primary tasks of them as providing the best way of students' learning and
realizing the goals of the school (Glimiseli, 2001, Louis, Dretzke & Wahlstrom, 2010, Sezer, 2016).
Therefore, the emergence of these three themes as a result of research is natural in the sense that they
are directly related to the task areas of the administrators. This is because quality in education services
requires regularity in the education environment, and order requires that everyone in the system fulfils
their responsibilities (Burden, 1995; Yigit, 2007). According to school administrators' views, disciplined
school is a successful school where all staff and students fulfil their duties. According to this result, it can
be said that school administrators' views about discipline and disciplined school are parallel to each
other and research findings are consistent. Emphasis placed on the fact that the discipline is not a
pressure or coercion is in the point of making the school administrators think that they give priority to
the success and happiness of the students in the decision-making process (Cinkir, 2010; Sisman & Turan,
2004).

According to the results obtained, the most common disciplinary problems in high schools
participants work are academic failure, disguise, fighting, smoking, oral defamation, theft, disrespectful
behaviours towards the teacher and cheating. This result, in the relevant literature, is similar to the
results of the studies conducted by high school teachers (Akar, 2006; Akpinar & Ozdas, 2013; Bayraktar,
2015; Celik, 2007; Celik & Ereskici, 2008; Duran, 2011; Kulaksizoglu, 1989; Sadik & inal, 2011; Siyez,
2009). According to the Disciplinary Regulation on Secondary Education Institutions (MEB, 2016), these
behaviour types are behaviours that have wide scope and should receive disciplinary punishment.
Therefore, it is natural for school administrators to identify the problems that are reported from
teachers as disciplinary problems in schools and reflected to discipline committee. According to the
school administrators, disciplinary problems are mostly caused by the inadequacy / disinterested
behaviour of students, families and teachers. School administrators who emphasize that students are in
adolescence period lay emphasis on the economic troubles of students' families, their understanding of
methods of child care-education and parental discords. The rapid physical and emotional changes
experienced by adolescent during adolescence period increase their tendency to have negative
behaviours and negatively affect their social relations with their friends, family and teachers
(Kulaksizoglu, 1989; Piwowar, Thiel, & Ophardt, 2013). In this case, it is inevitable that disciplinary
problems arise if teachers' disinterestedness, disagreements and professional inadequacies are added.
Similar research results show that adolescent problems, problems experienced in family, and negative
teacher attitudes increase discipline problems (Agir, 1991; Atici, 2007; Cergi, 2009; Cimen & Karaboga,
2015; Silva, Negreiros, & Albano, 2017; Weishew & Peng, 1993).

The results obtained show that the school administrators participated to the study are more likely to
cooperate and to have an individual interview with students to deal with disciplinary problems.
Guidance teachers and class teachers are among the first people who cooperate. Educational guidance,
warning, research, referencing students to refer to disciplinary committee and punishment are other
strategies. In the similar research conducted with both teachers and school administrators, it is seen
that cooperation and interview with students are among the basic strategies to deal with by disciplinary
problems (Demirel, 2013; Duran, 2011; Sackey, Amaniampong & Abrokwa, 2016; Silva et.al. 2017; Siyez,
2009). Cooperation with internal (administrative staff, teachers, students, assistant staff) and external
factors (such as School Protection Association, parent-teacher association, etc.) (Ulugay, 2005) and
giving necessary trainings towards students and families and sharing responsibility (Demirel, 2013) are
among basic duties of school administrators. Therefore, the solution point of the administrators who
relate the reason of the disciplinary problems mostly to students and families can be seen as a sign of
sharing the responsibilities in the process of providing discipline by asking for the family, children and
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teachers. Administrators' expectation from families is to support them, teachers are coherent and
cooperative.

As a result, this research has shown that school administrators' definitions of discipline are related to
their positive and task areas, and they are perceived as disciplinary responsibility, system and order.
Administrators who define the disciplined school in this direction have often emphasized the staff who
fulfil their responsibilities, training activities, and the physical order of the school building. The
behaviours expressed as disciplinary problems are behaviours that should be reflected / are reflected to
school management. The causes of disciplinary problems are related to the behaviour patterns of
students, families and teachers. It is seen that cooperation and guiding students are among the basic
strategies to deal with disciplinary problems. The expectations of administrators who think that they are
alone in this process from families and teachers are support, cooperation and consistent behaviour. In
line with these results we can make following recommendations; organization of all activities to be
provided in discipline in school should be done towards students, teachers and families (1) decisions
should be taken together (2) sharing of responsibilities and consideration of follow-up (3) supporting
school to provide environmental safety (4) referencing to the relevant authority of the concrete
proposals for the desired / expected changes in the discipline regulation (5).
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Tiirkce Suiriim

Giris

GUnlmuzde meydana gelen bilgi ve iletisim teknolojisindeki degisimler ve gelismeler, toplumlarin
sosyo-ekonomik, siyasi ve kiltiirel yapilarini degisime zorlamaktadir. Bu degisimlerden ve gelismelerden
en fazla etkilenen kurumlarin basinda da okullar gelmektedir. Okullar, toplumu etkileyen ayni zamanda
da toplumdan etkilenen kurumlardir. Bu etkilesimle birlikte okullar, geleneksel egitim-6gretim
anlayisindan vazgecmekte cagdas yasamin ihtiyag duydugu insan giiclinii yetistirme islevini yerine
getirmek icin yeni yapilar, yeni anlayislar kazanmaktadir (Duran, 2011). Bu yapilar ve anlayislar belirli bir
sistem igerisinde var olmaktadir.

Sistemler saghkli bir dizen icerisinde calisarak amaclarina ulasabilmektedirler (Akar, 2006).
Sistemlerin amaglarina ulasabilmeleri igin girdileri alip isledikten ve girdileri sistemin istenilen amaglarina
uygun bir sekilde donustlrdikten sonra cikti vermeleridir. Egitim sistemlerinde bu isi okullar
yapmaktadir. Okul adi verilen orgitler girdi olarak 6grencileri almakta, amaglara uygun olarak davranis
degisimi saglayan ¢abalar sunmakta ve degismis Uriin olarak 6grenciyi sistemin disina ¢ikarmaktadir.
Egitim alanindaki bu isleyisin en acik gozlendigi temel sistemler okullardir (Keskinkili¢, 2007, pp. 7-8).
Okullarin basariya ve amaglarina ulasabilmesi icin saglikli ve diizenli bir ¢alisma ortamina gereksinimi
vardir. Bu isleyen sistem icinde olusacak aksakliklar basariya ve amaglara ulasmayi engelleyecektir. Buna
engel olacak faktorlerin basinda okullarda yasanan disiplin sorunlari gelmektedir (Akar, 2006).

Disiplin sorunlari veya istenmeyen davranislar, 6gretime ve 6grenmeye tesir eden, basariya ulasmayi
zorlastiran veya engelleyen davranislardir. Ancak, davranislardan hangisinin basariya ulasmayi
zorlastirdigini veya engelledigini belirlemek glictlir. Clnkl okul, ¢cok sayida bireyden olusan bir 6rgiittdr.
Ogrenciler, basarili olmak icin birbirinden farkli kosullara gereksinim duyarlar ayrica hangi davranislari
kimin, ne zaman, nasil algilayacagl ve bunlardan nasil etkilenecegi konusunda da kesin yargilarda
bulunulamaz. Bundan dolayi, okulda gérilen istenmeyen davranislari belirlemek, 6nlemek, diizeltmek
icin cok yonlu bakis agisi gerekmektedir. Cok yonli bakis agisi, 6gretmenler, 6grenciler, okul ¢alisanlari,
okulun icinde bulundugu toplumsal cevre, Ulkenin egitim ve siyasi politikasi ve elbette ydneticiler
aracihigiyla saglanmaktadir. Okullarda 6nceden belirlenen amaclar, ilkeler ve politikalar dogrultusunda
o6gretim yapiliyorsa da her okulun fiziksel olanaklari, bireyler arasindaki iletisim orintiisi, yetkilerin
kullanilisi, kurallarin uygulanisi gibi konularda 6zgiinlik gosterir. Okullarin farkl 6zellikler géstermesinin
temelinde insan etmeni bulunmaktadir. Okulun isleyisini yiriten temel insani etmen de ydneticidir
(Sarpkaya, 2005).

Milli egitimin amaglarina uygun bir sekilde eldeki bitiin kaynaklarin kullanilmasindan ve en yiiksek
seviyede verim elde edilmesinden sorumlu olan kisilerin basinda egitim yoneticileri gelmektedir (Yalgin,
2011). Okullardaki egitim yoneticileri de basta okul midiri olmak lizere muadir yardimcilarindan
olusmaktadir. Okul yoneticisi, okuldaki ayriliklari, anlasmazliklari ve kutuplasmalari yonetme bigimiyle
ortak paylasim alani olan okullarin basarisini etkilemektedir (Turan, Yildirm, & Aydogdu, 2012). lyi
yonetilmig bir disiplin sorunu, okullarda birlestirici, blitinlestirici ve sosyallik yaratici bir etki olusturur.
Okullardaki problemlerin ¢6ziimlinde ve karar verme agsamalarinda isbirligi icerisinde ekip ¢alismalarinin
yapilmasi 6nemlidir. Okul yoneticisinin disiplin sorunlarina karsi daima hazirlikh olmasi gerekir, ¢inki
okul ortamindaki gliclerin ve gruplarin akiciliklari oldugundan kiglik strtismeler bile beklenmedik
sonuglara ulasabilir. Okul yoneticisi bu sorunlari dncelikle iyi tanimali, sonraki asamada ise dinamik
yontemlerle ¢ozmeye calismalidir. Okul yoneticisinin disiplin sorunlarini énlemek veya ¢dzmek icin
izleyecegi yol birlestirici ve uzlastirici olmahdir. Okul igcindeki ya da disindaki bireyleri ve gruplari, okulun
amaclarina yonelik olarak eyleme gegirebilmesi igin, egitim yodnetiminde oldugu kadar davranig
bilimlerinde de iyi yetismis olmasi gerekmektedir. Bunun gibi bir okul yoneticisi, disiplin sorunlarini
deneme ve yanilma yontemi yerine, bilim yoluyla ¢6zmeyi sececek ve sonucunda basaracaktir. Okul
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yoneticileri, yonetim sekillerindeki ve problem ¢6zme yontemlerindeki olumlu gelismeler araciligiyla
okullari daha yaganabilir ve egitim 6gretim amaglarina daha uygun yerler durumuna donustirebilirler.
Egitim sisteminde karsilagilan ve kisa donemde ¢ozilebilecek bazi disiplin sorunlarini ortadan
kaldirabilmek icin bu 6zelliklerin ortaya konulmasi gerekmektedir. Okul yoneticileri bu nitelikleri
sagladiklarinda, problem ¢o6zen, egitim etkinliklerini kolaylastiran egitim liderleri durumuna gelebilirler
(Koger, 2014, pp.3-4).

ilgili literatiir incelendiginde disiplinin daha c¢ok sinifta disiplin olarak irdelendigi ve yapilan
arastirmalarin ilkokul ve ortaokul kademesine yogunlastigl gorilmustiir (Cubukgu & Girmen, 2008;
Demirel, 2013; Gezer, 2015; ilhan, 2016; Kazu, 2007; Koger, 2014; Olgek, 2014; Ustiin & Ereg, 2009;
Yalgin, 2011; Yilmaz & Babaoglan, 2013). Ortadgretim dizeyinde yapilan sinirh arastirmada da benzer
durum gorulmdis, 6gretmen ve 6grenci gorisleriyle sinifta disiplin konusunun ele alindigi saptanmistir
(Akpinar & Ozdas, 2013; Celik, 2007; Giiner, 2009; Hallag, 2016; Hanhan, 2012; Siyez, 2009). Egitimsel bir
cevre iyi bir disiplin gerektirmektedir ve disiplin sorunlarinin etkili ¢6ziimu, 6zellikle bu ortak cevreyi
paylasanlar arasinda bir fikir birliginin olusmasina baghdir (Sugai & Horner, 2002). Bu nedenle disiplin
konusuna okul yoneticileri agisindan da bakmanin 6nemli oldugu diisliniilerek liselerde gorev yapan okul
yoneticilerinin disiplin ve disiplin problemlerine yonelik gorislerini irdeleyen bir ¢alisma yapmaya
gereksinim duyulmustur. Arastirmada asagidaki sorulara yanit aranmistir:

1. Okul yoneticileri disiplini nasil tanimlamaktadir?

2. Okul yoneticilerine gore disiplinli bir okul hangi 6zelliklere sahiptir?

3. Okul yoneticilerinin okulda yasanan disiplin sorunlari ve nedenlerine yonelik gérisleri nasildir?
4

. Okul yoneticileri disiplin problemleriyle nasil bas etmekte ve énleme amaciyla ne tir stratejiler
izlemektedirler?

5. Okul yoneticileri etkili disiplin konusunda kimlerden ne tiir beklentiler icindedir?

Yontem

Bu bolimde arastirmanin modeli, ¢alisma grubu, veri toplama araglari, verilerin toplanmasi ve
verilerin analizinde kullanilan tekniklerle ilgili bilgiler yer almaktadir.

Aragtirmanin Deseni

Bu arastirma olgubilim (fenomenoloji) deseninde nitel bir arastirmadir. Olgubilim arastirmalarinin
amaci, bireylerin bir olguya iliskin algilarini, yasantilarini ve bunlara yikledigi anlamlari ortaya
cikarmaktir (Creswell, 2007, p.57; Yildinm & Simsek, 2013, p.78). Bu nedenle olgubilim arastirmalarinda
arastirmaci, katilimcilarin kisisel (6znel) tecrlbeleri ile ilgilenir, bireylerin algilarini ve olaylara
yukledikleri anlamlari 6grenmeye calisir (Akturan & Esen, 2008, p.83). Bu arastirmada ele alinan olgu
“disiplin” olup, incelenen olgunun 6ziine inebilmek igin farkli tirdeki ortadgretim kurumlarinda goérev
yapan okul yoneticilerine ulasilmistir. Arastirmada yoneticilerin disiplini nasil algiladiklari, disiplinli bir
okulu nasil tanimladiklari, okullarinda yasanan disiplin sorunlarini nasil yonettikleri, disiplin sorunlarinin
nedenleriyle ilgili gorusleri ve etkili disiplin konusundaki beklentileri detayl bir sekilde incelenmistir.
Katilmcilar hem 6gretmenlik hem de okul yonetimindeki deneyimleri agisindan disiplin olgusunu
incelemeye uygun kisilerdir.

Calisma Grubu

Arastirmanin ¢alisma grubunu dokuzu meslek lisesinde (ML), dokuzu genel lisede (GL) gorev yapan
18 okul yoneticisi olusturmaktadir. Okul yoneticilerinin gorev yaptigi okullar Kozan merkezinde
bulunmaktadir. Katihmcilarin doérdi kadin ((YM7, YM8, YM9, YG7), 14’ U erkektir. Altisi 50-58 yas (YM2,
YM3, YM4, YG2, YG3, YG4), sekizi 40-48 yas (YM1, YM5, YM9, YG1, YG5, YG6, YG8, YG9), dordi ise 32-38
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yas araligindadir. Okul yoneticilerinden Ggl (YM7, YMS8, YM9) Ug yil; altisi (YM1, YM2, YM3, YM4, YMS5,
YM6) 5 yil; biri (YG7) yedi yil, biri (YG9) sekiz yil diger yedi yonetici ise 10 yilin Gzerinde 6gretmenlik
deneyimine sahiptir(YG1, YG2, YG3, YG4, YG5, YG6, YG8). Katihmcilarin ikisi (YG7, YG9) 6-10 yil; sekizi
(YG1, YG3, YG5, YG6, YG8, YMS5, YM6, YM7, YM9) 10-15 yil; gl (YM1, YM2, YG2) 16-20 yil ve lgl (YM3,
YM4, YG4) 20 yildan fazla bir stiredir okul yoneticiligi yapmaktadir.

Veri Toplama Araci

Olgubilim arastirmalarinda baslica veri toplama araci gérismedir (Yildirim & Simsek, 2013, p. 80). Bu
arastirmada da veri toplama araci olarak Gorlisme Formu kullanilmistir. Gériisme formu ilgili literatlre
dayall olarak arastirmacilar tarafindan gelistirilmis, uzman gérisleri (Cukurova Universitesi Egitim
Fakdiltesi Egitim Bilimleri Bolimiinde 5 6gretim lyesi) dogrultusunda son halini almistir. Gorlisme formu
toplam 10 sorudan olusmaktadir. Veriler 2014-2015 egitim-6gretim yili, ikinci doneminde Mart-Nisan
aylarinda okul ziyaretleri yapilarak toplanmistir. Okul yoneticilerinin odalarinda gerceklesen gérismeler
tek oturumda tamamlanmis, ortalama 20-30 dakika stirmustir. Katihmcilar izin verdikleri igin gérisme
esnasinda ses kayit cihazi kullanilmistir.

Veri Analizi

Arastirma verilerinin analizinde nitel veri analiz tekniklerinden icerik analizi kullanilmistir. Oncelikle
ses kayit cihazi kullanilarak elde edilen veriler bilgisayar ortaminda yaziya gegcirilmis, toplam 83 sayfa
ham veri metni elde edilmistir. Daha sonra ham veri metinleri arastirmacilar tarafindan birbirinden
bagimsiz olarak satir satir okunmus, arastirmanin amaci gergevesinde anlamh boélimlerin alti gizilerek
yanina anahtar kavram/kavramlar (kod) yazilmistir (Yildirrm & Simsek, 2013, pp.227-231). Daha sonra iki
kodlayicinin kodlari arasindaki uyum Miles ve Huberman’in (1994, p. 64) formullyle (Guvenirlik=goris
birligi/goris birligi + gorus ayriligi x 100) test edilmis ve uyum orani .83 olarak hesaplanmistir. Farkli
kodlama fikrinin oldugu durumlarda kodun ne olacagina iki arastirmaci uzlasarak birlikte karar vermis ve
daha sonra birlikte temalar atanmistir. Daha sonra elde edilen tema ve kodlar uzman gérisine
sunulmus (Cukurova Universitesi Egitim Fakiiltesi Egitim Bilimleri Bolimiinde 5 6gretim (iyesi), son
asamada karsilastirma kolayhgi saglamasi amaciyla veriler tablolarda diizenlenmistir. Temalar ve kodlar
sunulurken tanimlayici olunmaya dikkat edilmis, yoneticiler icin YG1 ve YM9 seklinde kodlar kullanilarak
ifadelerinden dogrudan alintilar yapiimistir. Ornegin, YG1 alintinin genel lisede gérev yapan birinci; YM9
ise meslek lisesinde gorev yapan dokuzuncu yoneticinin goriisi oldugunu géstermektedir.

Bulgular

Bu boélliimde, arastirmadan elde edilen bulgular alt amaglar dogrultusunda asagida sunulmustur.

Okul Yoneticilerinin Disiplinin Tanimina Yonelik Gorisleri

Gortsme sirasinda okul yoneticilerinin disiplin konusunda goéruslerini almak amaciyla ilk olarak “Size
gore disiplin nedir, nasil tanimlarsiniz?” seklinde bir soru yoneltilmis, katilimcilarin tamami bu soruya
cevap verirken disiplinin ne oldugu (olumlu) ve ne olmadigina (olumsuz) yonelik agiklama yapmislardir.
Elde edilen bilgiler Tablo 1'de yer almaktadir.

Tablo 1'de goruldigi gibi disiplin okul yoneticileri tarafindan ¢ogunlukla sorumluluk (f=14), sistem (f=8)
ve dizen (f=7) olarak algilanmaktadir. Otokontrol (f=4), kurallar (f=3) ve karsilikli saygi (f=1) ise
katilimcilarin disipline yonelik yaptiklari diger tanimlar olmustur. Disiplini sorumluluk olarak algilayan
okul yoneticileri kurallara uygun davranma (f=10) ve tim personelin gorev ve sorumluluklarini bilmesini
(f=6) 6ne cikarirken, sistem temasi altinda disiplinin kurallar bitind oldugu (f=3) ve okullarin Milli Egitim
sistemine uygun hareket etmesi gerektigi vurgulanmistir (f=3).
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Okul Yéneticilerinin Disiplin Hakkindaki Gortisleri.

Tema

Kodlar

GL

—_
=)
=2

ML
(f)

Toplam

(f)

Olumlu
Sorumluluk

Sistem

Duzen

Otokontrol

Kurallar

Karstlikh

saygl
Olumsuz
Psikolojik

Fiziksel

Zihinsel
Sistem

Kurallara uygun davranma

TUm personelin gérev ve sorumluluklarini bilmesi
Ogrencilerin toplumsal kurallara uymasi

Toplam

Kurallar biitinu

Okullarin Milli Egitim sistemine uygun hareket etmesi
Basariya ulasma

Kurumsal kimlik

Toplam

Egitim ve 6gretim faaliyetlerinin ylrimesi

Tertip/her seyin yerli yerinde olmasi

Toplam

Kisinin kendini ydonetmesi

Kisinin 6zglivenini kontrol altinda tutarak davranmasi
Toplam

Ogrencileri olumluya sevk eden, olumsuzluklari engelleyen
format

Toplam

Ogretmen ve &grencilerin saygi cercevesinde diyalog kurmasi

Baski kurma (yasaklama, zorlama, sikiyonetim, denetleme vb.)
Korkutma

Bagirma/azarlama

Serbest birakma / izin vericilik

Yildirma

K6tu konusma

Kisiligi torpileme

Kotulik yapma

Toplam

Siddet

Dayak

Sertlik/sert davranma

Toplam

Dislinmeyi engelleme

Odiil-Ceza mekanizmasini isletmek
islerin gelisigiizel ilerlemesi, basibosluk
Toplam
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dizen olarak tanimlayan okul ydneticileri
yurimesi/islemesine yogunlasirken (f=5), disiplini otokontrol olarak ifade eden yoneticiler kisilerin kendi
davranislarini ydnetebilmesi (f=4) tizerinde durmuslardir. Ornegin, bu konudaki goriisiinii YG6 “Disiplin
uyulmasi gereken kurallardir, kurallara uygun davranmadir” seklinde belirtirken; YG3 “Okulda olmasi
gereken egitim 6gretimin dizenli bir sekilde yurimesidir’ seklinde aciklama yapmistir. Tablo 1’'de
gorildigu gibi okul yoneticilerinin ¢ogunlugu yasaklama, zorlama, sikiydnetim, denetleme vb. yoluyla
kisi/kisiler Gzerinde baski kurmanin (f=14), korkutma (f=5) ve bagirma-azarlamanin (f=4) vb. disiplin

daha c¢ok egitim-6gretim faaliyetlerinin
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olmadigl konusunda hem fikirdir. Bazi okul yoneticileri ise fiziksel olarak siddet uygulamak, dayak atmak
veya sert davranmak (f=5), zihinsel olarak disinmeye engellemek (f=4) ve sadece o6dil ceza
mekanizmasini isletmek veya isleri basibos birakmanin disiplin olamayacagini belirtmislerdir. Asagida
okul yoneticilerinin agiklamalarindan alinti 6rnekleri yer almaktadir:

“Despotluk yaparak, zorlayarak yapilan hicbir sey disiplin degildir. Clinki disiplin gonallilik arz
etmeli, degismeye yonlenmedi. Disiplin aslinda goniilltlik arzi Gzerine olan bir seydir bana gore.”
(YM®6)

“Disiplin baskici bir tavirla 6grencilerin 6zgir diisinmesini, yaratici disinmesini engelleyici davranis
da degildir. Yani sirf dayakla da olmaz, bu disiplin degildir.” (YG2)

“Disiplin birilerini korkutmak, birilerini degisik yontemlerle baski altina almak ve Kkisiliklerini
torpllemek degildir.” (YG4)

Okul Yoneticilerinin Disiplinli Bir Okulun Ozelliklerine Yonelik Goriisleri

Okul yoneticilerine yoneltilen ikinci soru ise disiplinli bir okulun ozellikleriyle ilgili gbrisleri olmus,
verdikleri cevaplar Tablo 2’ de 6zetlenmistir.

Tablo 2.
Okul Yéneticilerinin Gériislerine Gére Disiplinli Bir Okulun Ozellikleri.

GL ML Toplam

Tema Kodlar (f) () (f)
Sosyal Tam personelin sorumluluklarini zamaninda yerine 5 5 17
getirmesi
Ogrencilerin sorumluluklarinin bilincinde olmasi 2 4
Kurallara uyma yoniinde olusmus olumlu bir okul 1 1
kdltara
Olumlu davranislarin desteklenmesi 1 -
Markalasma 1
Disiplin problemlerinin olmamasi/en aza inmesi 1 -

Davranis kurallarinin agik ve net olmasi - 1
Toplam 8 9
Akademik/entelektiiel Egitim-6gretim faaliyetlerinde aksama olmamasi 4 5 12
Akademik basarinin yiksek olmasi 1 2
Mesleki gelisim icin caba gosterilmesi - 2
Okulda kitap okuma oraninin yiiksek olmasi 1 -
Toplam 6 6
Fiziki Bltiin materyallerin eksiksiz olmasi 1 2
Temiz-diizenli bir ortama sahip olma 1 -
Toplam 2 -

Tablo 2 incelendiginde, okul yoneticilerinin disiplinli bir okulu daha ¢ok sosyal (f=15) ve
akademik/entelektiel (f=11) ozelliklerle tanimladigi, sadece iki yoneticinin okulun fiziki dizenine
degindigi gorilmektedir. Disiplinli bir okulun sosyal 6zelliklerini ¢cogunlukla 6gretmen ve 6grencilerin
sorumluluklarini bilmesi ve yerine getirmesi olarak agiklayan yoneticiler, akademik agidan egitim 6gretim
faaliyetlerinde aksama olmamasini, akademik basarinin yiksekligini ve mesleki gelisim c¢abalarini
vurgulamislardir. Asagida yoneticilerin agiklamalarindan iki 6rnek alinti verilmistir:

“Disiplinli bir okul, diizenli bir okuldur, derslerde islenmesi gereken konularin zamaninda islendigi,
derslerin kaynatiimadigl, tertipli, diizenli, temiz ondan sonra kavga, dovis gibi olaylarin pek olmadigi,
iste okulda ne olmasi gerekiyorsa bunlarin daha ¢ok oldugu bir okuldur.” (YG5)
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“Bana gore disiplinli bir okul egitim 6gretimi tam, zamaninda, eksiksiz oldugu bir okuldur.
Ogrencilerin derslere vaktinde geldikleri, 6gretmenlerin derslere vaktinde girdikleri, teneffiislere,
derse giris cikislarin riayet edilmesi, 6grencilerin derse galismasi, 6gretmenlerin derse hazirhkl
gelmesi, bunlarin hepsini sayabiliriz.” (YM2)

Okul Yoneticilerinin Okullarinda Yaganan Disiplin Problemleri ve Nedenlerine Yonelik Gorusleri

Gortismede katilimcilara yoneltilen bir diger soru kendi okullarinda yasanan disiplin problemleri ve
nedenleriyle ilgili goérislerini belirlemeye yonelik olmus, okul yoneticilerinin ¢ogunlugu (f=14) 6ncelikle
okullarinda ¢ok fazla disiplin problemi yasanmadigini belirtmislerdir. Yoneticilerin okullarindaki disiplin
problemleriyle ilgili agiklamalarindan elde edilen tema ve kodlar Tablo 3’ de yer almaktadir.

Tablo 3’de goruldigi gibi okul yoneticileri kendi okullarinda yasanan disiplin problemlerinin
cogunlukla akademik sorumluluklari yerine getirmemeyle (f=16) ilgili oldugunu disinmektedir. Bunu
siraslyla olumsuz aliskanliklar, 6z bakim becerilerindeki yetersizlikler ve siddet icerikli davranislar
izlemistir. Akademik agidan en ¢ok vurgulanan disiplin problemi ise &grencilerin akademik
basarisizigi/ders calismamalaridir. Ornegin, YG3 bu konuda “Bizim en ¢ok karsilastigimiz disiplin
olaylarindan bir tanesi derslere yeteri kadar ¢alismama. Yeterli gayreti gostermeyen 6grenciler var,
bunlari goriiyoruz” seklinde gorus belirtmistir. Devamsizlik yapma, derse gec gelme, okuldan kagma,
ders materyallerini okula getirmeme vb. ise yoneticilerin dile getirdigi diger akademik problemlerden
bazilaridir. Okullarinda yasanan disiplin problemlerini olumsuz aliskanlklar olarak belirten okul
yoneticileri sigara icme (f=5) ve hirsizlik (f=3) olaylariyla ilgili sorun yasadiklarini ifade ederken, 6z bakim
becerilerindeki yetersizlikler daha c¢ok kilik-kiyafette daginikhk (f=7) seklinde vurgulanmistir. Siddet
icerikli davranislarda kavga etme/kavga ¢ikarma (f=7) 6ne cikan disiplin problemi olurken, 6grencilerin
kaba davranislari birbirlerine s6zlii hakarette bulunmalari (f=5) ve 6gretmene karsi saygisiz davranislar
sergilemeleri (f=3) olarak tanimlanmistir. Asagida yoneticilerin agiklamalarindan &rnek alintilar yer
almaktadir.

“...6grencilerimiz devamsizligi c¢ok yapiyor, 6gretmenlere nasil davranacak onu bilmiyor...onun
disinda iste sigara ile ilgili olaylar tek tiik oluyor. Kimi sag, kimi sakalda daginik, iste istedigimiz sekilde
degil.” (YG2)

“..bazen 6grenciler okulun herhangi bir ara¢ gerecine zarar verebiliyor. Zamaninda bulunmasi

gereken yerde bulunmuyor... bizim okul yurtlu bir okul, belirli saatlerde giris c¢ikislari var. Buna

uymadiklari zamanlar oluyor.” (YG6)

“Kavga en biyik problemimiz... Ug kisi bes kisi olup bir kisiyi dévmek gibi. ikincisi égretmene

saygisizlik diyebilecegimiz problemler. Ugiincii sirada hirsizlik diyebiliriz.” (YM5)

Tablo 4, okul yoneticilerinin okullarindaki disiplin problemlerinin nedenleriyle ilgili agiklamalarindan
elde edilen tema ve kodlar gosterilmektedir. Tablo 4’de goruldigi gibi okul yoneticileri okullarinda
yasanan disiplin problemlerinin ¢ogunlukla 6grencilerin ozelliklerinden (f=15) kaynaklandigini
dusinmekte, bunu aile (f=13) ve 6gretmenlerle (f=10) ilgili 6zellikler izlemektedir. Disiplin problemlerinin
ogrenciyle ilgili 6zelliklerden kaynaklandigini diisiinen okul yoneticileri daha c¢ok icinde bulunduklari
ergenlik donemi 6zelliklerini (f=11), genclerde sorumluluk/gérev bilincinin gelismemis olmasini (f=7),
disiplin yénetmeligini bilmemeyi (f=3) ve gruba uyma egilimini (f=3) dile getirmislerdir. Ornegin, ergen
ozellikleriyle ilgili gorlisini YG5 “Cogu 6zentiden kaynaklaniyor. Yani sakalli geliyor ¢ocuk okula ya da
bdyle biraz baskaldirma ya da ne biliyim kurallari ¢gigneme 6zentisinden de kaynaklaniyor. Cep telefonu
Ozentisi ¢ok fazla, birisi bir cep telefonu aldigi zaman, 6teki de onu almaya ¢alisiyor.” seklinde belirtirken,
YG2 gruba uyma egilimiyle ilgili gorisiini “...en buyuk etkenlerden biri arkadashk ortami, problemlerin
cogu arkadaslarindan kaynaklaniyor. Mesela kizlar, arkadasimin erkek arkadasi var benim niye yok,
benim de olmali. O onu etkiliyor, senin niye yok gibi” seklinde belirtmistir. Okula uyum saglayamama,
genel gorgi kurallarini bilmeme, akademik basarisizlik ve psikolojik sorunlar 6grenciyle ilgili dile getirilen
diger 6zellikler olmustur.
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Tablo 3.

Okul Yéneticilerinin Gériislerine Gére Okullarinda Yasanan Disiplin Problemleri.

Tema

Kodlar

ML
(f)

Toplam

(f)

Akademik Sorumluluklarini
yerine getirmeme

Olumsuz Ahskanliklar

Oz bakim becerilerindeki

yetersizlikler

Siddet

Kabalik

Ortam / Esyalara zarar
verme

Diger

Akademik basarisizlik/ders galismama
Devamsizlik yapma

Derse zamaninda gelmeme

Ders materyallerini getirmeme

Gorev bilincinin tam olarak gelismemis
olmasi

Okuldan kagma

Elestirel disiinememe

Toplam

Sigara icme

Hirsizlik

Kopya ¢cekme

Toplam

Kilik-kiyafette daginikhk

Sag sakalda daginikhk

Temiz olmama

Toplam

Kavga etme / kavga ¢ikarma
Veli-6gretmen, 6gretmen-6grenci arasinda
itme-vurma davranislari

Grup olarak siddet uygulama /cetelesme
Toplam

S6zIU hakarette bulunma

Ogretmene karsi saygisiz davranislar
Gereksiz tartisma / tartisma yaratma

Laf atma / satasma

Tehdit etme

Toplam

Okul arag gereglerine zarar verme (kirma,
bozma, karalama vb.)

Ders aracg gereclerine zarar verme (kirma,
bozma, karalama vb.)

Toplam

Dar gorisli- sabit fikirli olma

Gelecege yonelik beklentilerinin olmamasi
Okullarin gelecek kusaklara toplumsal
degerleri aktaramamasi

Derste cep telefonu kullanma (konusma,
fotograf cekme vb.)

Yurt kurallarina uymama

Toplam
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Okul Yéneticilerinin Gértislerine Gére Okullarinda Yasanan Disiplin Problemlerinin Nedenleri.

Tema

GL
Kodlar

—
—-
=

ML
(f)

Toplam

(f)

Ogrenci

Aile

Ogretmen

Cevre

Okul ortami

Egitim
Sistemi

Teknoloji

Ergenlik donemi ozellikleri (flort, 6zenti, isyankarlik, amagsizlik, dik kafallk, vb.)
Sorumluluk/gérev bilincinin gelismemis olmasi

Disiplin yonetmeligi hakkinda bilgi sahibi olmama/eksik bilgi

Gruba uyma egilimi/gruplasma (arkadas cevresi)

Okula uyum saglayamama

Genel gérgu kurallarini bilmeme/uygun hareket etmeme (kabalik, saygisizlk)
Akademik basarisizhk

Psikolojik sorunlar

Amagsizlik/hedefinin olmamasi

Sinif diizeyi

Toplam

Aile birliginin olmamasi (bosanma, ayri sehirlerde yasama vb.)
Ekonomik sikintilar (issizlik, gelir dusukliga vb.)

izin verici cocuk yetistirme anlayisi

ilgisizlik (cocukla ve okul yasantisiyla ilgilenmeme)

Okul kurallar ve disiplin yénetmeligini bilmeme/eksik bilgi
Ebeveynlerin tutarsiz davranislari

Cocuklarinin davraniglarini kabul etmemeleri / savunmaya gegmeleri
Duslk egitim seviyesi

Kulttrel farkhhklar (kirsal-kentsel aile yapilari)

Cocuga bir birey olarak aile iginde deger vermeme

Cocuklara sorumluluk vermeme / hazira alistirma

Aile iginde ¢ocuga karsi siddet

Cocukla ilgili diisiik beklenti

Toplam

Ogretmenler arasindaki fikir ayriliklari

Ogrencilere karsi ilgisiz tutum ve davranislar

Mesleki yetersizlikler (sinif yonetimi, iletisim, 6gretim becerileri vb.)
Kurallar uygulamadaki yetersizlikler

Zamaninda derse girmeme

Disiplin yonetmeligine 6nem vermeme / umursamaz bir tavir
Kurallari belirleme slrecine 6grenciyi dahil etmeme

Otoriter olma

Ogrenciye sorumluluk vermeme (akademik, sosyal)

Olumsuz kisilik 6zellikleri

Ogretmenler arasindaki kiskangliklar

Okul idaresine yardimci olmamalari

Toplam

Ogrencinin igindeki yetistigi cevredeki (mahalle, semt) olumsuz érnekler
Kirsal / alt sosyo-ekonomik ve kiltiirel diizeyde bir gevre olmasi
Toplam

Okul yoneticilerinin 6grencilere adil davranmamasi

Okul igi calismalarda 6grencilere sorumluluk verilmemesi

Olumlu kurum kultiriniin olmamasi

Farkl akademik seviyelerdeki 6grencilerin bir arada olmasi

Kurallari uygulamada bosluklar

Okulun tird (meslek lisesi-diiz lise)

Toplam

Ogrencilerin davranislarindan ¢ok akademik basarilarina nem verilmesi
Disiplin cezalarinin caydiriciliginin olmamasi

Egitim programlarinin islevsel olmamasi

Test ve sinav agirlikli degerlendirme anlayisi

MEB’ in sik sik degisen egitim politikalari

Toplam

Cep telefonu, internet ve sosyal medya

Toplam
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Asagida okul yoneticilerinin agiklamalarindan alinti 6rnekleri yer almaktadir:

“...simdiki 6grenci profili degisti, Cogu seyle mutlu olamiyorlar. Sinir haplari kullanan ¢ok oluyor.” (
YG2)

“Bir kismi bilingsizlikten, kurallari tam bilmemesinden, bazi seyler de belli bir yas grubunda oldugu
icin... Mesela arkadasi bir egilim icerisinde digerleri de ona destek olabiliyor.” (YG6)

“...Hedefi yok, amaci yok, gelecek konusunda biz ve aileleri yeteri kadar ¢ocugu motive edememisiz,
actk konusmak lazim.” (YM®6)

Okul yoneticileri aile temasi altinda ise ¢ogunlukla aile birliginin olmamasi (f=9), ekonomik sorunlar
(f=9), izin verici gocuk yetistirme anlayisi (f=7), ilgisizlik (f=6) ve okul kurallarini ve disiplin yonetmeligini
bilmemeyi (f=5) vurgulamislardir. Ornegin, YM4 ailelerle ilgili gdrisiinii “veliyi bulmak cok zor. Kiigiik bir
problem karsisinda bile veliyi ¢agirdigimizda, maalesef veli ya kéyde galisiyor ya da pargalanmig aile
oldugu icin onunla ben ilgilenmiyorum anasi ilgileniyor, ya da anasina ulasirsak onunla ben
ilgilenmiyorum babasi ilgileniyor diyor.” seklinde aciklarken; YG4 “Mesela egitim seviyesi disik bir
ailede i¢ catismalarda gocuk belki bir-iki tokatla kurtuluyor ama egitim seviyesi yiiksek olan ailelerde
problem varsa gocuga bir baski uygulamasina donisliyor... ailede ¢6zemedigi problemleri ya da
hafizasinda yer eden gerilimini bu sefer disarida, arkadas ortaminda disa vurmaya basliyor” seklinde
ifade etmigstir. Aile ile ilgili diger vurgulanan 0zellikler ise g¢ocuklarinin davranislarini kabul
etmeme/savunmaya gecme, dulsik egitim seviyesi, kultirel farkhlklar, ¢ocuga aile iginde deger
vermeme ve sorumluluk vermeme olmustur. Asagida konuyla ilgili agiklamalardan iki alinti verilmistir:

“Ailede ¢ocukla baba konusamiyor. Anne ile kiz konusamiyor. Dertlerini paylasamiyorlar... Cocugum
kendi basimdan gitsin de kendi odasinda bilgisayar mi oynar, televizyon mu izler, ders mi ¢alisir, ne
hali varsa gorstin modundalar.” (YG4)

“...anne baba arasinda ¢ogu zaman tutarsizliklar oldugunu goériiyoruz. Annenin evet dedigi bir seyden,
onayladigi bir seyden babanin hi¢ haberi yok. Ailede yasanan stres, sikinti, problemler, mutsuzluk,
huzursuzluk gocukta problem olarak ortaya gikiyor.” (YM7)

Tablo 4 incelendiginde disiplin problemlerinin 6gretmenlerden kaynaklandigini diisiinen okul
yoneticilerinin daha c¢ok Ogretmenlerin kurallar ve uygulama konusunda fikir ayriliklarini (f=4) ve
ogrencilere karsi ilgisiz tutum ve davranislarini (f=4) vurguladigi goriilmektedir. Zamaninda derse
girmeme, umursamaz bir tavir sergileme, mesleki yetersizlikler, otoriter tavirlar sergileme vb.
ogretmenlerle ilgili deginilen diger o6zellikler arasindadir. Bu konuda yapilan agiklamalardan 6rnekler
soyledir:

“Kurallarin uygulanmasinda aciz kalmalari, ben uygulamayayim baskasi uygulasin gibi... Hani
O0gretmene sunu uygula dediginiz zaman, onun sinifi benim sinifim degil diyor.” (YM9)

“..problemler 6gretmen derse zamaninda girmedi mi, gec kaldi mi ortaya c¢ikiyor o bosluklarda... Yani
kitap okuyun, test ¢6ziin. Cocuk o bosluktan faydalanip giirlilti eder o da baskalarini etkiler veya
yazilidan erken biraktiniz mi gocuk etrafa gider.” (YG1)

“...0gretmenine hocam dersi sen anlat, zayif alacak olan benim diyebiliyor. Bu durum égretmene agir
gelebiliyor. iste bunun gibi seyle problem oluyor. Ogretmenlerimizin de demokratiklesmesi gerekiyor
bu gibi durumlarda.” (YM5)

GCevre (f=5), okul ortami (f=4), egitim sistemi (f=4) ve teknoloji (f=3) ise disiplin problemlerini
nedenleri olarak nispeten daha az sayida okul yoneticisinin degindigi faktorler olmustur. Yoneticiler
cevreyle ilgili cocugun yetistigi cevredeki olumsuz érnekleri ve diistik sosyo-kiiltirel 6zellikleri genellikle;
“...dar cevreden gelen 6grencilerin arkadas edinmede, okul ortamiyla ilgili sikintilar oluyor. Ekonomik
olarak sikintili cevreden gelen ¢ocuklarda sikintilar olusuyor. Diger 6grenciler bol para yerken kendi bir
simit alamiyor” (YM3) ve “Bulundugumuz bolgede kirsal diizen devam ediyor. Aile ve yasadiklari
bolgedeki 6zellikler bunu destekliyor. Yani siddetle sorun ¢6zme g¢ocuklarin giinlik hayatlarinda model
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olmasl” (YM5) seklinde ifade etmislerdir. Okul ortamiyla ilgili vurgulanan olumsuz ozellikler ise
yoneticilerin adil olmayan tutum ve davraniglari, 6grencilere sorumluluk verilmemesi, olumlu kurum
kiltlrtinin olmamasi, farkli seviyedeki 6grencilerin bir arada olmasi, kurallari uygulamadaki bosluklar ve
okulun tirt olmustur. Yoneticilerin bu konuyla ilgili agiklamalarindan érnekler séyledir:

“Adaletli davrandiginiz strece cok fazla disiplin problemiyle karsilasmazsiniz. Ama uygulamis
oldugunuz kurallarda adaleti saglamazsaniz haliyle problemler artarak oniiniize gelir. Bunu biitln
ogrenciler de soyler.” (YG9)

“Gegmiste idareler disiplini 6grenci kontroli Gzerinden yapardi. Yani biz sabahlari ve giin icinde
ogrenciye bakardik. Simdi dikkat edemedigimiz igin 6grencinin lzerindeki otorite disiplin kalkmis
oluyor. Fark edilemiyor 6grencinin sorunu.” (YM3)

“Meslek liselerinin disiplinin daha zor saglanan bir yer oldugunu goriyorsunuz. Buradaki en biyik
sorunlardan bir tanesi 6grencilerin 6zellikle 11 ve 12. sinifta okula sadece iki gin gelmesi, 11 ve 12.
sinifta, ti¢ glin disarida oluyorlar.” (YM1)

Katihmcilarin egitim sistemiyle ilgili olarak akademik basariya daha fazla 6nem verilmesi, disiplin
cezalarinin caydirici ve egitim programlarinin islevsel olmamasi, test agirlikh sinavlar ve sik sik degisen
egitim politikalarini vurgularken, teknolojinin etkilerini 6zellikle cep telefonu ve sosyal medya bazinda
ele almislardir. Bu konudaki agiklamalardan alinti 6rnekleri s6yledir:

“Disiplinimizi bozan en biyuk faktor diger okullardan gelen 6grencilerdir. Clinkii burada 6grenciler
TEOG’a gore alinyor, daha sonra puanlar kaldirildi, cesitli okullardan problemli 6grenciler geldi. Yani
okulun belli bir seviyesi var... Okulda basarili olmayinca bu durum 6grenciyi davranis bozukluguna
itiyor.” (YG2)

“Okulda telefonu ne kadar yasaklarsaniz yasaklayin biliyorsunuz giinimizde telefonlar birer
bilgisayar. Cocuklar telefonlar tzerinden her tirlu iletisimi saglayabiliyorlar. Bu da bize problemler
olarak yansiyor.” (YM3)

Okul Yoneticilerinin Okullarinda Yasanan Disiplin Problemleriyle Bas Etme ve Onleme Amagl
izledikleri Stratejiler

Okul yoneticilerine yoneltilen bir diger soru okullarinda yasanan disiplin problemleriyle bas etme ve
onleme amagli ne tur stratejiler izledikleriyle ilgili olmustur. On bir katilimci disiplin problemleriyle bas
etmede izledikleri stratejilerin problemin niteligine gore degistigini belirtirken, alti yonetici 6grenciye
(simif diizeyi, kisilik dzellikleri vb.), bir yonetici de problemin gerceklestigi yer/mekana gore fakl yollar
izlediklerini ifade etmislerdir. Okul yoneticilerin gogunlugunun (f=12) hem fikir oldugu nokta ise disiplin
problemleriyle bas etmenin durum tespitiyle baslayan, ilgili kisileri (6grenci, sinif 6gretmeni, rehberlik
servisi, aile ve okul yénetimini)icine alan ve asamali ilerleyen bir siire¢ oldugudur. Ornegin, YM5 bu
konuda “Her olay kendine has 6geleri iceriyor. Her kisi ayni degil, her olay ayni degil. Farkli sorular farkh
kisilikler, farkli kimlikler, farkl kiltir dolayisiyla farkli beklentilerden dolayi her olayi kendi igerisinde
degerlendirmek gerekiyor. Degiskenler ¢ok farkl oluyor” seklinde agiklama yaparken, YM7 goriisiinu
“problemin ne olduguna gore de degisiyor. Tek basimiza yapacagimiz seyler degil. Her alanda tim
personelin bu isleyise katilimini sagliyorum” sozleriyle ifade etmistir. Katilimcilarin disiplin problemleriyle
bas etmede kullandiklari strateji ve tekniklerle ilgili yaptiklari agiklamalardan elde edilen tema ve kodlar
Tablo 5’te 6zetlenmistir.

Tablo 5’'de gorildigi gibi okul yoneticileri disiplin problemleriyle bas etmede ¢ogunlukla isbirligi
yapma (f=16), 6grenciyle bire-bir gorisme (f=13) ve rehberlik yapma (f=8) stratejilerini izlemektedir.
Problemi, nedenlerini, nasil gergeklestigini anlama ve ¢6ziimiine yonelik stratejiyi belirleme amaciyla
daha c¢ok rehberlik servisindeki ©6gretmenlerle birlikte hareket ettiklerini belirten yoneticiler,
gerektiginde tiim personelin bu siirecte gorev aldigini ifade etmislerdir.
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Tablo 5.
Okul Yéneticilerinin Okullarinda Yasanan Disiplin Problemleriyle Bas Etmeye Yénelik izledikleri Stratejiler.
GL ML Toplam
Tema Kodlar (f) (f) (f)
isbirligi yapma Rehberlik servisiyle birlikte ¢alisma 7 8 16
Diger personelden yardim alma (sinif 6gretmeni, diger 7 4
ogretmenler, hizmetli, okul glivenligi, emniyet gorevlileri vb.)
Aileyle goriisme 7 4
Okuldaki kriz ekipleriyle birlikte calisma 1 2
Toplam 8 8
Ogrenciyle bire- Ogrenciyle bire bir gériisme 3 7 10
bir gériisme
Rehberlik yapma  Ogrencileri sosyal-sportif faaliyetlere ydnlendirme 1 2 8
Ogrencileri bilimsel faaliyetlere 6zendirme 1 2
Ogrencilere gérev vererek sorumluluk asilama 2 -
Ogrenciye hedef belirlemede yardim etme 1 1
Egitim koglugu sistemini uygulama 2 -
Sinif toplantilari yapma 1 -
Olumsuz aliskanliklar konusunda dizenli seminerler verme 2 -
Disiplin problemleri ve yaptirimlari hakkinda bilgi verme 1 -
Toplam 6 2
Uyarma So6zlh uyari (68renciye/ veliye cezayi hatirlatma) 3 2 6
Yazili uyari (davranisin sonucu hakkinda resmi bilgilendirme) 3 1
GoOzdagi verme (disiplin kuruluna gonderme ile) 1 2
Toplam 4 2
Arastirma / Ogrenciden yazili ifade alma (davranisin nedeni, olay vb.) 1 - 4
inceleme yapma Problemli 6grencileri izleme/g6zlem yapma 1 1
Eylem planlari 1 -
Toplam 3 1
D.|.5|pI|n kuruluna Problemi disiplin kurulunun degerlendirmesini isteme i 4 4
gonderme
Ceza verme Okuldan uzaklagtirma 1 2
Para cezasi - 1 3
Toplam 1 2

On bir yonetici aileyle goriismenin aileyi durum hakkinda bilgilendirme ve sorumlulugu paylasma
acisindan 6nemli oldugunu belirtirken, (¢ yonetici okullarinda olusturduklari ekiplerinin 6nemini
probleme aninda ve dogru miidahale etme olarak acgiklamistir. Asagida yoneticilerin agiklamalarindan
alinti 6rnekleri yer almaktadir:

“... Kiiglik disiplin olaylar oldugunda ilk ydnlendirilecek kisiler rehber 6gretmenlerdir. Ogrencilerle
yakin diyalogu olan 6gretmen arkadaslarimiz var. Onlara da yonlendiririz. Olaylari tim boyutlariyla
ortaya c¢ikarmak igin.” (YG8)

“Okulda krize miidahale adinda bir ekibimiz var rehber 6gretmenimizin de basinda oldugu. Oncelikle
problemi tespit etme, temelini anlayabilme ve direk olaya aninda miidahale etme tarzinda bir
stratejimiz var. En ufak bir meselede aileyi bilgilendiriyoruz.” (YM8)

“...disiplin sadece kendi 6grencinle ilgili bir olay da degildir. Okul cevresinde ¢ok daha farkli olaylar
oluyor. Uyusturucu oluyor, daha farkli seyler oluyor. Burada biz hemen okul polisini ariyoruz.
Emniyetin burada okul polisi uygulamasi var, belirli polisleri bize tahsis etmisler olaya miidahale

ediyor.” (YM1)
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Ogrenciyle bire-bir yapilan gériismelerin amaci ise genellikle davranisi ve nedenleri anlamak,
O0grenciye davranisin neden uygun olmadigini 6rnek vererek agiklamak, kurallari hatirlatmak ve uyari
vermek olarak ifade edilmistir. Ornegin, YG9 konuyla ilgili olarak “disiplin kuruluna gitmemesi gereken,
cok buyuk bir eylem degildir fakat ilerde basina sikinti agacaksa 6grenciyi ¢agiriyoruz konusuyoruz. Ayni
davranislari tekrar etmemesi hususunda uyariyoruz” seklinde agiklama yaparken, YG5 gériisme sirasinda
ogrencilere kurallan ve gerekgelerini orneklerle aciklamaya calistigini “mesela sen askere gittiginde
Adana salvari ile askerlik yapabilir misin? Boyle bir sey mimkin mi? Yapsan ne olur? Hastaneye gittigin
zaman hemsirelerin kilik kiyafeti var degil mi? isteyen istedigi kiyafeti giymiyor. Polislerde de béyle,
okullarda da boyle gibi sozlerle anlatiyorum” sozleriyle belirtmistir. Tablo 5 incelendiginde, sekiz okul
yoneticisinin agiklamalarinda vurguladigi rehberlik ¢calismalarinin 6grencilerin sosyal, bilimsel faaliyetlere
o0zendirme, sorumluluk asilamaya g¢alisma, hedef belirlemede yardimci olma, egitim koglugu saglama,
sinif toplantilari yapma vb. seklinde gerceklestigi gortilmektedir. S6zIi uyarinin genellikle 6grenci veya
velilerle bire-bir gorismeler sirasinda yiz yize verildigini ifade eden katiimcilar, yazili uyarilarin disiplin
kurulu tarafindan degerlendirilen bir durum sonrasinda verildigini belirtmislerdir. Okul yoneticilerinin
aciklamalarina gore arastirma-inceleme yapma (f=4), 6grenciyi disiplin kuruluna génderme (f=4) ve ceza
verme (f=3) stratejileri ise Ortadgretim Disiplin Yonetmeligi'nde belirtilen davranislar gozlendiginde,
diger stratejilerle sorun ¢ozulmediginde ve uyariya ragmen 0&grenci/6grenciler uygun olmayan
davraniglari tekrarlandiginda devreye giren stratejilerdir. Amaglarinin ceza vermek olmadigini vurgulayan
bu yoneticiler disiplin kuruluna sevk edilen durumlarda problem hakkinda ayrintili bilgi toplandigini ve
degerlendirme sonrasinda verilen cezanin problemin niteligine gére degistigini belirtmislerdir. Asagida
okul yoneticilerinin bu stratejilerle ilgili agiklamalarindan alintilar verilmistir:

“Okulumuzda bizim uyguladigimiz egitim koglugu sistemi var. Her 6gretmenimizin 7-8 tane 6grencisi
var, dgrenci sayimiza gore. Bu 6gretmenlerimiz bu dgrencilerin her seyiyle ilgilenirler. Ogrencimizde
bir problemi oldugu zaman egitim kogu olan 6gretmenini bulur.” (YG4)

“Siddet ve herhangi bir zararli madde kullanimi ile ilgili rehberlik servisimiz dizenli olarak seminerler
veriyor. Sinif toplantilari yapiyor.” (YG3)

“Bu sene okulumuzda disiplin cezasi alan 6grenci oldu mu oldu... Dort tane kiz 6grenci disarida kavga
etmis o nedenle uzaklastirma, kisa sireli uzaklastirma cezasi verildi. Bu nedenle ceza aldilar baska
tarll ceza degil...” (YG2)

Okul yoneticilerinin disiplin problemlerini dnleme stratejileriyle ilgili agiklamalarindan ise egitsel,
sosyal, yonetsel ve psikolojik olmak lzere dort tema elde edilmis, altinda yer alan kodlar Tablo 6’ da
verilmistir.

Tablo 6’da gorildagli gibi okul yoneticilerinin disiplin problemlerini 6nleme amagl izledikleri
stratejiler cogunlukla egitsel (f=18) ve sosyal (f=14) iceriklidir. Egitsel calismalar 6grenci ve aileleri okulun
kurallari, isleyisi ve disiplin yonetmeligi hakkinda bilgilendirmeye yogunlasmakta, bunu aile-cocuk
iliskisini iyilestirme, 6grencilerin okula uyumunu kolaylastirma ve 6grenci farkindahgini arttirma amach
oryantasyon ve seminer ¢alismalari izlemektedir. Bilgilendirmenin ¢ogunlukla rehberlik servisi ve sinif
o6gretmenleri tarafindan dizenli olarak yapildigini belirten okul yéneticileri zaman zaman kendilerinin de
grup veya ikili gorismeler sirasinda 6grencilere ve ailelere okul isleyisi ve kurallar hakkinda bilgi vermeye
¢alistiklarini ifade etmislerdir. Asagida yoneticilerin bu konuyla ilgili agiklamalarindan iki alinti 6rnegi
verilmistir:

“..6grencilerimizi téren alaninda veya konferans salonunda bilgilendiriyoruz idareciler olarak.
Siniflarda da sinif rehber 6gretmenlerimiz rehberlik saatinde disiplin yonetmeligi ile ilgili,
okulumuzun isleyisi ile ilgili 6grencileri bilgilendiriyor.” (YG6)

“Disiplin ydnetmeliginde yapilmasi gerekenler, kurallarimiz var. Oncelikle bunlar cocuklara iyi
anlatmak gerekiyor...6ncelikle 9. siniflarda olmak kaydiyla uyum seminerleri yapiyoruz...aile ici saghkh
iletisim, cocuk-aile problemlerini ¢ozmek igin, ailelere yonelik seminerler de diizenleyecegiz.” (YG4)
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Tablo 6.
Okul Yéneticilerinin Disiplin Problemlerini Onlemeye Yénelik izledikleri Stratejiler.
GL ML Toplam
Tema Kodlar (f) (f) (f)
Egitsel Ogrencileri okul kurallari ve isleyis hakkinda bilgilendirme 9 9 18
Aileleri okul disiplin yonetmeligi hakkinda bilgilendirme 9 9
Ailelere yonelik seminerler diizenleme (iletisim, disiplin, ergen 2 1
psikolojisi, madde bagimhhgi vb.)
Ogrencilerin okula uyumunu kolaylastiracak egitimler diizenleme 1 1
(oryantasyon calismasi yapma)
Ogrencilere yonelik seminerler diizenleme (motivasyon, iletisim, - 2
O6grenme, olumsuz ahskanliklar vb.)
Okul digindaki seminer ve konferanslara 6grenci katilmlarini - 1
saglama
Toplam 9 9
Sosyal Okuldaki tim birimlerle/kisilerle isbirligi yapma/ekip ¢alismasi 6 4 14
(rehberlik servisi, okul-aile birligi, sinif 6gretmenleri, atélye
sorumlulari vb.)
Ailelerle dlzenli goriisme 2 7
Ev ziyaretleri yapma 3 3
Okulda bilimsel, sosyal, kiiltiirel, sportif etkinlikler dizenleme - 3
Ogrenci meclisini aktif bir sekilde siirece katma(6grencilere 2 -
sorumluluk verme)
Okulda aile/biz duygusu yonitnde olumlu kultiir olusturma 1 -
Model gbsterme/6rnek olma - 1
Toplam 7 7
Yonetsel Potansiyel 6grencileri belirleme ve davranislarini izleme/ kogluk 2 3 9
sistemi
Kurallari tutarli bir sekilde uygulama/taviz vermeme 1 1
Adil davranma 2 -
Guvenligi saglama (glivenlik personeli, kamera kaydi vb.) 1 1
Disiplin Kurulu’nu islevsel kilma 1 -
Uzun vadeli planlar yapma (kurum vizyonu, misyonu belirleme vb.) 1 -
Sinif rehber 6gretmenligi uygulamasini gliclendirme - 1
Yasaklar yerine alternatifler tiretme (cep telefonlariigin dolap, 2
sinavlarda oturma duizeni degisikligi vb.)
Toplam 6 3
Psikolojik Ogrenci ihtiyaclarini karsilama 2 3 7
Ogrencileri onore etme/ ddiillendirme - 2
Problemi 6grencilere yonelik rehberlik ¢alismalar 1 3
Toplam 2 5

ilgili birim ve kisilerle isbirligi yapma/ekip calismasi (f=10), ailelerle diizenli gériisme (f=9) ve ev
ziyafetleri yapma okul yoneticilerinin disiplin problemlerini 6nleme amacgh yaptig sosyal icerikli
calismalarin basinda gelmektedir. Katimcilar rehber 6gretmenlerin bu anlamda en fazla isbirligi yapilan
kisiler oldugunu vurgularken, okuldaki diger birimlerin ve gerekirse tiim personelin bu siirecte yer
aldigini belirtmislerdir. Okulda bilimsel, kiltirel ve sportif etkinlikler diizenleme, 6grenci meclisini aktif
bir sekilde siirece dahil ederek 6grencilere okul isleriyle ilgili sorumluluk verme, onlarla ilgilenme/onlarla
vakit gecirme, okulda olumlu bir kiltir olusturma ve 6grencilere olumlu model olma okul yéneticilerinin
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disiplin problemlerini 6nleme amach dile getirdikleri diger sosyal stratejiler olmustur. Bu uygulamalarla
ilgili yapilan agiklamalardan bazi 6rnekler asagida yer almaktadir:

“...disiplin problemlerini 6nlemek amaciyla birgok ydntemimiz var. Bunlardan bir tanesi sosyal, sportif
faaliyetler, kiltiirel faaliyetler, yakinda okulumuzda bir siniflar arasi okul turnuvamiz vardi,
beraberinde bilim fuarimiz vardi. Bu ¢ocuklari bu tir fuarlara katmaya ¢alisiyoruz.” (YM6)

“...etkin bir 6grenci meclisimiz, pansiyon baskanlarimiz, sinif temsilcilerimizden olusan bir meclisimiz
var. Bunlar bize 6grencilerden gelen sorunlari, talepleri, istekleri iletiyorlar. Biz onlari da bu siirece
dahil ederek disiplin sorunlarini azaltmaya ¢alisiyoruz.” (YG7)

“Oncelikle model gdsterme, tiim &gretmenlerimiz ya da biz son siniflarimizi rol model olarak
gostermekteyiz. Ozellikle, yeni gelen 9. sinif 6grencilerimize érnek ol, érnek davranis bekle tarzinda
bir ilkemiz var.” (YM8)

Tablo 6 incelendiginde, disiplin problemlerini 6nleme amach yénetsel uygulamalarda potansiyel
6grencileri belirleme ve davranislarini izleme/kogluk sisteminin (f=5) 6ne ¢iktigi gorilmektedir. Problemli
ogrencilerin rehberlik servisi ve diger 6gretmenlerin gorusleri alinarak belirlendigini belirten yoneticiler
kogluk uygulamasinin 6zellikle 6grenciyi kontrol etme agisindan etkili oldugunu belirtmislerdir. Kurallari
tutarh bir sekilde uygulama, adil olma, okul giivenligini saglama, yasaklar yerine alternatifler tGretme,
uzun vadeli planlar yapma ve sinif rehberlik 6gretmenligi uygulamasini gliclendirme ise diger yonetsel
uygulamalar arasindadir. Asagida okul ydneticilerinin bu stratejilerle ilgili agiklamalarindan alinti
ornekleri verilmistir:

“Okulda giivenlik gorevlileri olmasi 6nemli. Disari gikislarda biz imzah kagit veriyoruz, disari ¢ikarken.
Bu kagit disinda kimseyi disari gndermemesini sdyleriz.” (YG1)

“..veliler bizim en biyilk eksigimiz. Bunun icin sinif rehber 6gretmenlik kurumunu calistirmaya
calisiyoruz. Okul aile birligi cercevesinde sinif 6gretmenlerinin ev ziyaretleri yapmasini istiyoruz.”
(YM5)

“... Kelebek sistemi uyguluyoruz. Bu ne demek, ¢ocuk her yaziliya baska sinifta baska sirada giriyor.
Yani sagina soluna kopya yazayim, arkadasima giiveneyim devri yok.” (YG5)

“... Rehberlik servisimizle potansiyeli olan 6grencileri tespit ediyoruz. Bu 06grencileri sevdigi
Ogretmenlere yonlendiriyor, bir kogluk sistemi uyguluyoruz.” (YG3)

Okulda 6grenci ihtiyaglarini karsilama, 6grencileri onore etme/6dullendirme ve problemli 6grencilere
yonelik rehberlik galismalari yapma stratejileri ise psikolojik igerikli stratejiler altinda ele alinmistir.
Ornegin, YG3 bu konuda “..sikintili &grencileri ¢agirirm burada ¢ayimi ismarlarim. Oturup sohbet
ederim. O gocuk disarida beni gordiigli zaman hemen toparlanir, bana saygisini ifade eder blyigu
olarak... bana gore en 6nemli sey adam yerine konuldugunu hissettirmek 6grenciye” seklinde agiklama
yapmis, YM1 ise gorlisiini “okulda o ayin basarili sinifini ve 6grencisini seciyoruz. Takdir alan 6grencileri
téren alaninda duyuruyoruz” sozleriyle belirtmistir.

Okul Yoneticilerinin Etkili Disiplin Konusundaki Beklentileri

Okul yoneticilerine yoneltilen son soru etkili disiplin konusundaki beklentilerini 6grenmeye yonelik
olmus, aciklamalarindan elde edilen tema ve kodlar Tablo 7’de 6zetlenmistir. Tablo 7’de gorildugi gibi
okul yoneticilerinin etkili disiplin saglama konusunda beklentileri gogunlukla aile (f=16), okul personeli
(f=15) ve egitim sistemiyle (f=12) ilgilidir. Ailelerden daha ¢ok okul karar ve uygulamalarini
desteklemelerini (f=11) ve okul ziyaretleri yaparak c¢ocuklarina kontrol edildiklerini hissettirmelerini
bekleyen yoneticiler gorislerini genellikle “...cocuklar kontrol edildigini bilmezse yanlis davranislara
girebiliyor. Yani veliler sik sik, belli araliklarla gelip kendini gosterecek... ugramayinca ¢ocuk ne yapiyor,
ne de olsa ailem sormuyor, karismiyor diyor” seklinde belirtmislerdir. Temel davranis kurallarini
ogretme, cocuklarin arkadas cevresi, okul disina gittikleri yerler ve sorunlariyla da ilgilenme, sevgi ve
sayglya dayali disiplin uygulama, cocuklara sorumluluk bilinci kazandirma ve olumlu model olma
yoneticilerin ailelerden bekledigi diger tutum ve davraniglardir.
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Tablo 7.
Okul Yéneticilerinin Etkili Disiplin Konusundaki Beklentileri.

GL ML Toplam
Tema Kodlar (f) (f) (f)

Aile Okul karar ve uygulamalarini destekleme 16
Cocugun davraniglarini takip etme
Cocuguna temel davranis kurallarini 6gretme
Cocukla ilgilenme (sorunlari, arkadas gevresi, gittigi yerler vb.)
Sevgi ve sayglya dayali disiplin uygulama
Sorumluluk bilinci kazandirma
Olumlu model olma
Toplam
Okul personeli  Ortak hareket etme/tutarli olma
Okul yonetiminin karar ve uygulamalarini destekleme
isbirligi yapma/ekip calismasi
Gorev ve sorumluluklarinin bilincinde olma
Yasa ve yonetmeliklere uygun hareket etme
Sevgi ve sayglya dayali disiplin uygulama
Ogrencilere karsi duyarli olma/ilgilenme
Ogrencileri sosyal ve kiiltiirel faaliyetlere yénlendirme
Ogrencilere sorumluluk bilinci kazandirma
Toplam
Egitim sistemi  Disiplin yonetmeligindeki cezalarin caydirici olmasi
Tim egitim kademelerinde olumlu degerler kazandirmaya
onem verilmesi
Disiplin yonetmeligi ve ilgili mevzuatlarin ¢agin gereklerine 2 1
gore dliizenlenmesi
Okul yonetimi ve 6gretmenlerle ilgili yonetmeliklerin 1 3
dizenlenmesi
Ogrenci 6zelliklerine uygun dogru bir ydnlendirme yapilmasi 1
Yonetmeliklerin agik ve net olmasi
Model okullarin olusturulmasi 1
Yonetmeliklerin sik sik degismemesi -
Okullardaki rehber 6gretmen sayisinin arttirilmasi
Bilenle-bilmeyeni, basarili ve basarisizi ayirt eden bir 6lgme- -
degerlendirme sistemi dlizenlenmesi
Temel davranis kurallarinin temel egitimde kazandirilmasi
Toplam 4
Yerel yénetim ilge ve il Milli Egitim Mudurliklerinin okul ydneticileri ve 1 3 6
ogretmenleri desteklemesi/korumasi
Belediyelerin genglerin bos zamanlarini degerlendirebilecekleri 1 1
merkezler agmasi
Emniyet mudurliklerinin okullarin ve okul ¢evresinin - 2
giivenligini saglamasi
ilce Rehberlik Arastirma Merkezlerinin (RAM) diizenli - 1
seminerler vermesi
Toplam 2
Ogrenci Davraniglarini degistirmeye/diizeltmeye ¢alisma -
Sorumluluk alma -
Toplam -
Universiteler Nitelikli pedagoji egitimi verme -
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Ornegin;
“...sikinti ailede. Bir ¢ocuk saat 10’da, 11’de disaridan geliyorsa ve ailesi buna oglum sen neredeydin

demiyorsa bu ¢ocugun yarin basina gelecek olumsuzluklarin 6niine okul geg¢emez... dolayisiyla
ailelerin bu konuda dikkatli olmasi gerekiyor.” (YG4)

“... Arkadasliklarin secimine de cok dikkat etmesi lazim ailelerin... mesela bunu yasadik. Aile geldi,
sorun arkadasindan kaynaklaniyor, bunu aile de biliyor, babasi bu arkadasini birakacaksin dedi. Kiz
birakmam dedi, ben arkadasimi tercih ederim dedi. Onun igin bastan kontrolli olacak.” (YG2)

“...sadece 6grenci degil eger 6grencinin annesi ya da babasi evde siddet iceren bir ortam yaratiyorsa
inanin o ¢cocuk sinifta da arkadaslarina hem sézel hem de bedensel siddeti cok daha masum gérmeye
basliyor... bu ¢ocuklari baskiyla degil, korkutmayla degil, sevgiyle, sevdirmeyle kazanabiliriz.” (YM8)

Tablo 7 incelendiginde, okul yoneticilerinin okul personeliyle (basta 6gretmenler ve diger memurlar,
guvenlik, temizlik gorevlileri vb.) ilgili beklentilerinin ortak hareket etmeleri/tutarli olmalari (f=15), okul
yonetiminin kararlarinin arkasinda durmalari (f=15) ve sorumluluklarinin bilincinde olmalaridir (f=5). Bu
konuyla ilgili yaptiklari agiklamalarda disiplinin emek verilerek saglandigini belirten katilimcilar bu
sorumlulugun herkese ait oldugunu ve ekip olarak hareket edilmesi gerektigini vurgulamislardir. Okul
yoneticilerine gore ortak hareket edilmediginde uygulamada bosluklar olusmakta, 6gretmenler arasinda
¢atismalar yasanmakta ve verim dismektedir. Asagida yapilan agiklamalardan 6rnek alintilar yer
almaktadir:

“...Rehberlik servisine gére, cocuga her tiirlii demokratik seyi saglayacaksin. iste kizmayacaksin,
motivasyonunu bozmayacaksin. Ogretmenlerin anlayisina goére tamamen otoriter olunmasi
gerekiyor... Biz o ylizden okul idaresi olarak 6gretmenle rehberlik servisi arasinda kaliyoruz. Bir tlrli
orta noktada bulusmuyor hep ¢atisiyorlar.” (YG3)

“...550 6grencimiz var bazi okullarda ¢ok daha fazla. Hepsinin kafasina giremiyorsunuz... burada sinif
Ogretmenlerinin, rehber 6gretmenin iyi bir galisma yapmasi, 6grenciyi bizlere ¢ok iyi tanitmasi gerekir
ki bizde disiplin konusunda neler uygulayacagimizi ortaya koyalim.” (YG9)

“...insanlar islerini iyi yaptiklari zaman, islerine sahip ciktiklari zaman, arada bosluklar olusmamissa,
sorun gikmiyor... Kargasa bosluktan cikiyor... Bir dnceki arkadasimiz dersine gereken énemi vermiyor
ya da ders anlatmiyor... Bir sonraki o6gretmen isine ciddi olarak sarildigi zaman bir Onceki
dgretmendeki boslugu ondan da istiyor gocuk. Onceki 6gretmenin aciklari sonraki 6gretmenin basina
is agtyor.” (YM6)

Yasa ve yonetmeliklere uygun hareket etme, saygiya dayali disiplin uygulama, 6grencilere karsi
duyarh olma/onlarla ilgilenme, 6grencileri sosyal, kilturel faaliyetlere yénlendirme ve sorumluluk bilinci
kazandirma ise okul yéneticilerinin okul personeline yonelik dile getirdikleri diger beklentilerdir. Ozellikle
korkutmanin, dévmenin ya da okuldan atmanin disiplin olmadigini belirten yoneticiler ise (f=3) dncelikle
ogretmenlerin ve diger personelin 6grencilere baskiyla “illa sen sunu sdyle yapacaksin” degil, mimkin
oldugunca onlari ikna etmeye calisilarak yaklasmalari gerektigini belirtmislerdir. Ornegin YG3 bu
konudaki goristini “...disiplin saygiya dayali olmali, ¢ocuk karsima korkudan gelmesin, saygisindan
dolayl ben midirimin karsisina hata yaparsam nasil ¢ikarim desin.” seklinde belirtmistir. Sorumluluk
kazandirma, 6grencilerle ilgilenme ve sosyal faaliyetlere yonlendirme yonindeki beklentilerle ilgili olarak
ise YM1 “... Genglerin bir sekilde spora, sosyal etkinliklere yonlendirilmesi lazim... Bunu gergekten yapan
okullar var. Cok kotl yerde olup, bu tir ¢alismalarla bugin baska seylerin konusuldugu okul haline
geliyorlar” seklinde agiklama yapmistir.

Arastirmaya katilan okul yoneticilerinin egitim sistemine yonelik dile getirdikleri beklentiler daha ¢cok
disiplin yonetmeligi ve degerler egitimine yonelik olmustur. Disiplin yonetmeligindeki cezalarin caydirici
olmadigini ve cagin gereklerine gbre dizenlenmesi gerektigini belirten yoneticilerden biri (YG5) bu
konuda “...ceza vermek her seyi bitirmeyebilir ama cezanin da bir ehemmiyetinin kalmadigi zaman bu
sefer ne oluyor, iyiler de kotli olmaya basliyor. Yonetmelikte bu anlamda degisikliklerin yapilabilmesi
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lazim” sozleriyle agiklama yaparken ayni fikirde olan YM4 “Bazen &yle suglarla karsimiza gikiyor
ogrenciler ki bunlar disiplin yonetmeliklerinde yok. Bilisim suglari ¢ikmaya basladi. Yarin bir giin tablet
bilgisayarlar gelecek, onlarla karsilasabilecegimiz bir takim suglar var. Yonetmelik gilincellenmeli ve
caydirici olmal” seklinde goris belirtmislerdir. Disiplin yénetmeligi ile dile getirilen diger beklentiler ise
actk ve net olmasi sik sik degisilmemesidir. Asagida bununla ilgili aciklama yapan iki yoneticinin
gorislerinden alintilar verilmistir:

“Disiplinsiz davranan bunun bedelini birazcik 6demesi lazim. Cezay! veriyorsun sene sonunda geri
kaldiriyorsun. Cocuk bunu bildikten sonra 6gretmene de kiifreder, arkadasini da bigaklar, okulda
esrar da satar, hepsini yapar.” (YG5)

“Disiplin yonetmeligi ne yazik ki caydirici degil ve teferruati cok fazla. Mesela, okuldan aninda ilisigini
kesmem gereken bir 6grenci vardi. Biz bunu ilge disiplin kuruluna ilge disiplin kurulu il disiplin
kuruluna sevk etti. Bir kagidin eksik dediler bir ay sonra cevap verdiler. Oysa, o konunun acil ¢é6zimi
gerekir... Yasanmis bir hirsizlik olayini nasil normal karsilayabilirim.” (YM4)

Egitim sisteminde 6gretime odaklaniimasi ve akademik basariya daha fazla 6nem verilmesi ise tim
egitim kademelerinde olumlu degerler kazandirmaya ©nem verilmesi gerektigini disiinen okul
yoneticilerinin (f=4) vurguladigi noktalar olmustur. Ornegin, YG7 bununla ilgili gériisinii “...en biyik
yanlisi bizde yapiyoruz, fen lisesi olarak akademik basariya 6nem veriyoruz. Ama gocugun davranigi ¢ok
onemli degil. Kirabilir, dokebilir diye dusuniyoruz.” seklinde ifade ederken YM7 dislincelerini “Egitim
herhalde biraz daha geride kaliyor... Biz 6grenciye her zaman matematik dersinde, kimya dersinde,
edebiyat, cografya dersinde aldigi notlarla, 6grendigi bilgilerle degerlendiriyoruz... iyi bir insan
yetistirmenin yolu okullarda sadece matematik Ogretmek degil” sozleriyle belirtmistir. Okul
yoneticilerinin egitim sistemiyle ilgili dile getirdikleri diger beklentiler; okul yénetimi ve 6gretmenlerle
ilgili yonetmeliklerin yeniden diizenlenmesi, 6grencilere dogru bir mesleki yonlendirme yapilmasi, model
okullar olusturulmasi, rehber 6gretmenlerin sayisinin arttiriimasi, gegerli ve givenilir bir 6lgme
degerlendirme sistemi ve temel davranis kurallarinin temel egitimde kazandirilmasidir. Asagida bu
yondeki agiklamalardan érnekler yer almaktadir:

“Yani, oncelikle yonetmeliklerin dizenlenmesi ve 6gretmenin statislinin korunmasi lazim. Yani,
ogrenci karsisinda disiplin kurallarini isletirken bunun sonu nereye gider, 6gretmen onu
diisinmemeli, cezayl vermekten korkmamali.” (YM2)

“...bir kag glin onceki bir olayda bir 6gretmen ders diizeni adina bir 6grencinin yerini degistiriyor
ertesi giin o 6grencinin annesi geliyor ve bayan hocanin sagindan g¢ekiyor merdivenden asagi
yuvarhyor. Dolayisiyla memurun goérevini uygulamasina engel olan durumlarda da ciddi yaptirimlarda
bulunmasi gerekiyor.” (YM5)

“Disiplinle ilgili dnce insanlara hedef koymak gerekiyor. Adam istemeye istemeye geliyor, herhangi
bir bolim okuyor ve bu meslegini icra etmiyor. O zaman biz bu ¢ocugu burada 4 yil fazladan
ekstradan tutmus oluyoruz. Cocugun ilgisini cekecek bdliim varsa oraya yonlendirilmesi saglanabilir.”
(YM®6)

Tablo 7’de gorildigiu gibi ilce ve il milli egitim midurliklerinin yonetici ve o6gretmenleri
desteklemesi, belediyelerin genclere yonelik merkezler agmasi, emniyet mudurliklerinin okul glivenligini
saglamasi ve RAM’In (Rehberlik Arastirma Merkezi) 6grencilere yonelik seminerler diizenlemesi alti
yoneticinin etkili disiplin konusunda yerel yénetimlerden bekledigi uygulamalardir. ilge ve il milli egitim
maddrluklerinin veli sikayetlerine gére hareket etmemeleri gerektigini belirten yéneticilerden biri (YG9)
gorasliini “Velilerin sikayetlerinde okul mudirini, muavinlerini, disiplin kurulunu arayip da ya bu
cocugu niye boyle yaptiniz seklinde sorular sorulmamasi veya arkamizda durulmasi gerekiyor” sozleriyle
aciklarken, YG4 belediyelerin genglik merkezleri agmasi gerektigini “...Bir satrang¢ kullibii olusturabilirler,
ne bileyim bir sanat calismasi olusturabilirler, resim kursu agabilirler... cocuklari sokaktan kurtaracak
birtakim merkezler agabilirler” seklinde vurgulamistir. Okul glivenligi konusunda destege ihtiyag
duyduklarini belirten yoneticilerden biri (YM3) gerekgesini “Bizi zorlayan sey kapidaki, disaridaki basibos
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gengler. Kapinin oniine geliyorlar, 6grenciyi ve personeli rahatsiz ediyorlar” sozleriyle ifade ederken
diger yonetici (YM5) beklentisini ve gerekgesini “Ogretmen ben gérmedim duymadim gibi korkuyla
karisik geri adim atmamali. Clinkl bu o zaman kétu dedigimiz, saldirgan sizofren, akil hastasi gibi 6grenci
profilinin ortaya cikip okulda teror estirebilir. Emniyet teskilati daha fazla destek olabilir” sozleriyle
actklamistir.

Tartisma, Sonug ve Oneriler

Arastirma sonucunda liselerde gorev yapan okul yoneticilerinin disiplini ¢ogunlukla sorumluluk,
sistem ve diizen olarak tanimladiklari saptanmigtir. Okulun temel islevlerini yerine getirme, yasalar ve
kurallar gercevesinde gerekli kaynaklari saglama ve okuldaki egitim-6gretim hizmetini etkili sekilde
surdirme okul yoneticilerinin temel gorevidir (Sisman, 2010). Yapilan bir¢ok arastirmada da okul
yoneticilerinin 6ncelikli gérevlerini 6grencilerin en iyi sekilde 6grenmesini saglamak ve okulun amaglarini
gerceklestirmek olarak algiladiklari goriilmektedir (GUmduseli, 2001; Louis, Dretzke & Wahlstrom, 2010;
Sezer, 2016). Dolayisiyla arastirma sonucunda bu (¢ temanin ortaya c¢ikmasl yoneticilerin gorev
alanlariyla dogrudan ilgili olmasi agisindan dogaldir. Clinkl egitim hizmetinde kalite egitim ortaminda
dizeni, diizen ise sistem icinde yer alan herkesin sorumluluklarini yerine getirmesini gerektirmektedir
(Burden, 1995; Yigit, 2007). Okul yoneticilerinin gorislerine gore disiplinli okul egitim-6gretimin
aksamadig, tim personel ve 6grencilerin gérevlerini yerine getirdigi, basarili bir okuldur. Bu sonuca goére
okul yoneticilerinin disiplin ve disiplinli okulla ilgili gérislerinin birbirine paralel ve arastirma bulgularinin
tutarh oldugu séylenebilir. Disiplinin baski kurma veya zorlama olmadigina yénelik yapilan vurgular ise
okul yoneticilerinin karar alma siireglerinde 6grencilerin basarili ve mutlu olmasini saglamaya 6ncelik
verdiklerini dustindirmesi agisindan olumludur (Cinkir, 2010; Sisman & Turan, 2004).

Elde edilen sonuglara gore katilimcilarin gorev yaptigi liselerde en sik yasanan disiplin problemleri
akademik basanisizlik, kilik-kiyafette daginiklik, kavga etme, sigara icme, sozIi hakarette bulunma,
hirsizlik, 6gretmene karsi saygisiz davraniglar ve kopya ¢ekmedir. Bu sonug ilgili literatirde lise
dgretmenleriyle yapilan arastirmalarin sonuclarina benzerdir (Akar, 2006; Akpinar & Ozdas, 2013;
Bayraktar, 2015; Celik, 2007; Celik & Ereskici, 2008; Duran, 2011; Kulaksizoglu, 1989; Sadik & inal, 2011;
Siyez, 2009). Ortadgretim Kurumlari Disiplin Yonetmeligi’ ne (MEB, 2016) gore de bu davranis bigimleri
etki alani genis olan ve disiplin cezasi almasi gereken davranislardir. Dolayisiyla okul yoneticilerinin
okulda yasanan disiplin problemleri olarak 6gretmenlerden kendilerine bildirilen ve disiplin kuruluna
yansiyan problemleri tanimlamasi dogaldir. Okul yoneticilerine goére disiplin problemleri ¢ogunlukla
Ogrenciden, aileden ve ogretmenlerin yetersizligi/ilgisiz davranis bigimlerinden kaynaklanmaktadir.
Ogrencilerin ergenlik déneminde olmalarini vurgulayan okul yéneticileri ailelerin ekonomik sikintilari,
cocuk yetistirme anlayislari ve aile i¢i catismalar izerinde durmuslardir. Ergenlik déneminde ergenlerin
yasadigi hizli bedensel ve duygusal olumsuz davranislarda bulunma egilimlerini arttirmakta,
arkadaslariyla, aileleriyle ve 6gretmenleriyle olan sosyal iliskilerini olumsuz etkilemektedir (Kulaksizoglu,
1989; Piwowar, Thiel, & Ophardt, 2013). Bu duruma 6gretmenlerin ilgisizligi, fikir ayriliklari ve mesleki
yetersizlikleri eklenince disiplin problemlerinin ortaya ¢ikmasi kaginilmazdir. Benzer arastirmalar da
ergenlik sorunlarinin, aile iginde yasanan sikintilarin ve olumsuz 6gretmen tutumlarinin disiplin
problemlerini arttirdigini géstermektedir (Agir, 1991; Atici, 2007; Cergi, 2009; Cimen & Karaboga, 2015;
Silva, Negreiros, & Albano, 2017; Weishew & Peng, 1993).

Elde edilen sonuglar arastirmaya katilan okul yoneticilerinin disiplin problemleriyle bas etmede daha
cok isbirligi yapma ve 6grenciyle bire bir goriisme yoluna gittigini gostermistir. Rehber 6gretmen ve sinif
ogretmeni isbirligi yapilan kisilerin basinda gelmekte bunu 6zellikle 6grencinin sevdigi brans
ogretmenleri ve aile izlemektedir. Egitici rehberlik calismalari yapma, uyarida bulunma, arastirma
yapma, Ogrenciyi disiplin kuruluna sevk etme ve ceza verme ise izlenen diger stratejilerdir. Gerek
ogretmen gerekse okul yoneticileriyle yapilan benzer arastirmalarda da isbirligi ve 06grenciyle
gorismenin disiplin problemleriyle bas etmede izlenen temel stratejiler oldugu gorilmektedir (Demirel,
2013; Duran, 2011; Sackey, Amaniampong, & Abrokwa, 2016; Silva et. al. 2017; Siyez, 2009). Okulun i¢
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(idari personel, 6gretmen, 6grenci, yardimci personel) ve dis 6geleriyle (Okul Koruma Dernegi, Okul Aile
Birligi vb. gibi) is birligi icinde olma (Ulugay, 2005), bu konuda 6grenci ve ailelere yonelik gerekli
egitimleri verme ve sorumluluk paylasma (Demirel, 2013) okul ydneticilerinin temel gorevleri
arasindadir. Dolayisiyla disiplin problemlerinin nedenini ¢ogunlukla 6grenci ve aileyle iliskilendiren
yoneticilerin ¢6ziim noktasinda aile, ¢cocuk ve O6gretmenlere yonelerek, isbirligi talep etmesi disiplin
saglama silrecinde sorumluluklarin paylasildiginin bir gostergesi olarak kabul edilebilir. Yoneticilerin
ailelerden oncelikli beklentilerinin destek; 6gretmenlerden ise tutarli davranma ve isbirligi yapma olmasi
da bu gorisi destekler niteliktedir.

Sonug olarak bu arastirma okul yoneticilerinin disiplin tanimlarinin olumlu ve gérev alanlariyla iliskili
oldugunu gostermis, disiplin sorumluluk, sistem ve duzen olarak algilanmistir. Disiplinli okulu bu
dogrultuda tanimlayan yoneticiler ¢ogunlukla sorumluluklarini yerine getiren personel, aksamayan
egitim-6gretim faaliyetleri ve okul binasinin fiziki dizenini vurgulamislardir. Disiplin problemi olarak
ifade edilen davranislar okul yonetimine yansitiimasi gereken/yansitilan davranislardir. Disiplin
problemlerinin nedenleri 6grenci, aile ve 6gretmenlerin davranis bicimleriyle iliskilendirilmistir. Okul
yoneticileri disiplin problemleriyle bas etmede daha ¢ok isbirligi ve rehberlik yapma stratejilerini
izlemektedir. Bu slrecgte yalniz kaldiklarini disiinen yoneticilerin aile ve 6gretmenlerden beklentisi
destek, isbirligi ve tutarli davranma olmustur. Bu sonuglar dogrultusunda; okulda disiplin ve disiplin
saglama konusunda vyapilan/yapilacak tim etkinliklerin 6grenci, 6gretmen ve ailelere yonelik
dizenlenmesi (1), kararlarin hep birlikte alinmasi (2), sorumluluklarin paylasiimasi ve takibinin
onemsenmesi (3), okul ve cevre givenligini saglamada okullara destek verilmesi (4) disiplin
yonetmeliginde vyapilmasi istenen/beklenen degisikliklere yonelik somut Onerilerin ilgili
makama/makamlara iletilmesi (5) dnerilebilir.
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Introduction

In the 21st century, individuals are expected to be equipped with such knowledge and skills as
creativity, innovation, critical thinking, problem solving, entrepreneurship, cooperation and media
literacy. In this respect, in order to keep up with the current era, all these skills should be taught to
students at schools, which constitute an important component of the education system.

Considering the fact that students constitute one of the main components of an education system,
schools should provide students with opportunities to convey their own life experiences into their
classes, to deal with up-to-date issues, to learn by doing and living and to cope with real-life problems.
In other words, schools and classrooms should organize their learning environments in a way to let
students learn well and to allow them to interact with real life. Authentic task-based learning
environments designed in line with these purposes not only allow teachers to convey the real life into
classroom but also provide students with the opportunity to learn cooperatively via real contexts.

Authentic task-based learning environments can be used effectively for the organization of learning
experiences at all education levels ranging from elementary school to higher education. It is especially
important for elementary school teachers to use authentic tasks in their courses with the help of certain
education technologies (Herrington, Parker & Boase-Jelinek, 2014). Within the scope of the course of
Life Science, one of the important courses at elementary school level, the first steps are taken for
students to acquire certain qualifications which will allow self-actualization. Therefore, authentic task-
based learning environments are thought to be effective in terms of achieving the goals of the course of
Life Science and helping students achieve the expected learning outcomes since these environments
present student-centred and real-life activities. The reason is that in this approach, students are
assigned tasks covering real-life problems and asked to follow the instructions related to these tasks.
Students gather data from various sources to suggest solutions to the problems with the help of several
methods (preparing brochures, drama activities and so on) and ask their teacher and peers for guidance
when necessary. It is obvious that the learning outcomes of the course of Life Science are quite suitable
for creating such learning environments. While designing the teaching and learning processes within the
scope of this course, use of authentic task-based learning environments not only helps associate
activities with any authentic context and benefit from authentic tasks for the achievement of learning
outcomes but also helps teaching the related lessons in a way appropriate to the nature of the course of
Life Science by focusing on real-life problems as well as allows students to get knowledgeable about the
problems in their environment and to produce realistic solutions to these problems. When the literature
is examined, it is seen that the authentic learning is associated with Turkish lesson (Glner, 2016;
Hamurcu, 2016; Melanlioglu, 2013), mathematics (Dogan-Dolapg¢ioglu, 2015; Palm, 2008), science lesson
(Girdogan, 2014; Liljestréom, Enkenberg & Pollanen, 2015) and technology (Grece &Lee, 2014; Kearney
&Schuck, 2006; Lowrie, 2005; Smeets, 2005). However, there was no study associated with the Life
Science course. Therefore, it is important to determine how the learning processes in authentic task-
based learning environments in the course of Life Science are, what effects these environments have on
students’ attitudes towards the course and what the views of students, teachers and parents are about
the process. In line with this importance, the present study was designed. So, the results obtained in the
present study are expected to guide future related studies, to contribute to the related literature on
authentic task-based learning environments in the course of Life Science, to develop teachers’
viewpoints regarding how to design and apply teaching-learning processes and to help improve the
teaching-learning processes in the course of Life Science. In addition, the results are also considered to
be important in terms of revealing the positive influence of teaching the course effectively on students’
attitudes towards the course of Life Science.

The Course of Life Science and Its Scope and Content

Life Science is a course designed based on the collective teaching approach, which allows children to
develop real-life related basic skills and habits in a way appropriate to their developmental
characteristics and helps children recognize themselves and their environment contributing to their
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multi-faceted development (Glltekin, 2015). With the help of this course, which aims to prepare
children for life, children are expected not only to produce the best solutions to various problems in
their lives and to draw related conclusions regarding real-life events but also to learn and remember
their duties and responsibilities as citizens and members of the society (Akinoglu, 2002). As can be
understood from these definitions, Life Science is a course whose content covers real-life subjects,
events or problems and whose purpose is to facilitate a child’s adaptation to the society.

The course of Life Science aims to socialize the child (Akdag & Taskaya, 2016). For this reason,
everything related to real life could constitute the content of this course. In this respect, Life Science is a
comprehensive course which covers all the subjects related to children themselves, their families and
their social lives.

The course of Life Science, which tries to help students acquire and develop their knowledge,
behaviours and skills necessary to become good and effective citizens was included in all the elementary
school curricula in 1924, 1926, 1936, 1948, 1968, 1998 and 2005 (Gultekin, 2015).

The curriculum of Life Science put into practice in Turkey in the academic year of 2005-2006 was
made up of three parts: The first part presented general information about the Life Science Curriculum
and includes the sub-headings of an introduction, vision of the curriculum, its basic approach and
structure, the teaching and learning process, and assessment; and in the second part were the themes
of “My School Excitement”, “My Unique Home” and “Yesterday, Today and Tomorrow”, which were
common in the 1st, 2nd and 3rd grade classes and covered the three main learning areas of “Individual”,
“Society” and “Nature” and developed in line with the features explained in the first part of the Life
Science Curriculum. As for the third part, it presented the references (MEB, 2009, p.5).

In the Life Science Curriculum, the primary goal is to help students acquire basic life skills and to
develop positive personal qualifications. In line with this goal, students are expected to develop several
skills like critical and creative thinking, research, communication, problem solving and self-management
and such personal qualifications as self-esteem, self-confidence, sociality, sense of community and
faithfulness, and the curriculum is integrated with learning outcomes specific to such subsidiary
disciplines as entrepreneurship, special education, health culture and so on (Ministry of National
Education, 2009).

For the organization of the content in the curriculum, the spiral curriculum understanding and the
thematic approach were adopted (Gultekin, 2015). When the teaching and learning process is taken into
account, it is seen that the emphasis is on the importance of designing the process based on themes,
subsidiary disciplines, skills, personal qualifications and learning outcomes. In addition, in the
curriculum, the focus is on students’ active participation in the teaching and learning process as well as
on the requirement that teachers should consider intelligence domains and different learning styles of
students while organizing teaching and learning environments (Ministry of National Education, 2009).
Lastly, the assessment activities in the curriculum focused not only on the learning outcome but also on
the monitoring of the learning process, and the assessment process was regarded as a tool that aimed
to reveal what the students knew rather than what they did not know (Karabag, 2006).

The 2005 Life Science Curriculum was revised in 2009, and when the 2009 Life Science Curriculum
was in force, a new curriculum development attempt was initiated by the Head Council of Education and
Morality within the body of the Ministry of National Education, and the new curriculum was approved
on 29.07.2015. Finally, in 2018, some adjustments were made and the new program and it was accepted
as "Life Science Teaching Program (Primary School 1st, 2nd and 3rd Classes)".

As mentioned in the Life Science Curriculum, Life Science is a course covering students’ life-related
knowledge and skills. For this reason, the course should be taught in a way to help students acquire the
necessary knowledge and skills regarding life. Therefore, according to the 2009 Curriculum, it was
important for students to do the activities on their own in the teaching and learning process (Ministry of
National Education, 2009). The activities in the teaching and learning process should not lead to
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students’ passive learning without leaving their desks in class; instead, the activities should be those
which allow students to take active part in the process and to study in cooperation with their peers,
which arose their interest and encourage them to do research and which involve real-life experiences.
One approach which will allow creating a teaching and learning process with such qualities is the
method of authentic task-based learning.

Concept of Authentic

As a concept, “authentic” is defined in Great Turkish Dictionary (Turkish Language Association, 2017)
as “which has maintained the current qualities for long”. However, when the related literature is
examined, it is seen that the concept of authentic has various meanings. In general, the concept is used
to refer to correct, original or real things (Callison & Lamb, 2004; Wehlage, Newmann & Secada, 1996).
Slavkin (2004, p.7) defines authentic learning as “forming information within the context of sociality”.
According to Van Oers and Wardekker (1999), authenticity includes personal interest and social values.
Thus, authenticity is a quality which does not exist from birth but which should be acquired in the
process of social development. Stein, Isaacs and Andrews (2004) regard authenticity as reality and
define it as a concept that is a result of the need for discovering the nature of learning so that students
can contribute to certain fields and disciplines and that covers how students perceive or carry out their
applications. In addition, Albrecht (2012) states that common use of the concept of authenticity in the
teaching and learning processes is associated with certain dimensions of reality or with real contexts and
situations. Based on all these, authenticity can not only be defined in general as a specific concept
different from the existing ones but also as a concept in educational context based on sociality and
shaped within the framework of personal interests, needs and abilities.

Authentic Learning and Its Components

Neither the concept of “Authentic Learning” nor its use in education as a strategy is new to the field.
Authentic learning first appeared as a method used for training apprentices, but with the increase in the
number of apprentices to be trained, use of authentic learning was given up. Following this, the
approach was brought into the agenda by Brown, Collins and Duguid (1989) (Bektas & Horzum, 2012,
p.12). In the related literature, a number of definitions have been provided for authentic learning.
According to Borthwick, Bennett, Lefoe and Huber (2007), authentic learning is an approach that focuses
on abstract concepts/problems seemingly irrelevant to students’ daily lives and aims to help them
understand how to develop their social identities. Lombardi (2007) states that authentic learning is an
approach based on complex real-life problems and their solutions, role-playing, problem-oriented
activities, case studies as well as on the applications of these studies in virtual environment, while
Anderson and Anderson (2005) point out that authentic learning allows learners to gain different
perspectives and creates learning environments including contents formed depending on learners’ own
life experiences. In addition, Van Oers and Wardekker (1999) regard authentic learning as a dynamic
relationship of the processes of restructuring cultural activities and personality development for the
purpose of training authentic and independent individuals who can contribute to cultural activities via
their critical viewpoints. As can be seen, while defining authentic learning, researchers put emphasis on
the development of individuals’ social identities, their daily life problems and related solutions, their
real-life experiences and on the cultural context. Accordingly, authentic learning can be defined as an
approach which has a content covering learners’ daily life problems, is based on the context of sociality,
includes activities requiring learners to use higher-order thinking skills and allows producing realistic
solutions and making use of these solutions in daily life.

The process of authentic learning is based on obtaining in-depth information, and this information is
used for providing meaningful solutions to problems (Glatthorn, 1999). In this process, the information
is structured by individuals to respond to daily life problems (Grace & Lee, 2014). However, in the
process of structuring the information, it is not enough for students to deal only with daily life problems.
Authentic learning environments are formed by gathering different components. According to
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Herrington and Oliver (2000) and Herrington (2006), authentic learning has nine components: authentic
context, authentic task, the specialist model, multiple roles and viewpoints, cooperation, reflection,
clear statement, individual training, and authentic assessment. Newmann and Wehlage (1993) claim the
components of authentic learning to include higher-order thinking, in-depth knowledge, class-life
interaction, constant communication and social support. Callison and Lamb (2004) point out that
authentic learning should be based on student-centeredness, different sources, cognitive
apprenticeship, real research, life-long learning, multiple assessment and cooperation. As can be seen,
researchers generally mention similar concepts regarding the components of authentic learning.

In authentic learning, first of all, it is necessary to provide the authentic context. The most important
feature of authentic context is that it includes real-life problems and properties (Bektas & Horzum,
2012). Integration of authentic context into the teaching and learning process is achieved via authentic
tasks. Authentic tasks are those allowing students to cope with complex situations and to use what they
have learned at school in their daily lives (Rule, 2006). These tasks help students gain different
perspectives by encouraging them to make use of different sources (Borthwick et al. 2007; Herrington,
2006; Reeves, Herrington & Oliver, 2002).

In order to achieve authentic learning, students are expected to undertake all the roles required by
an authentic activity and to reflect these roles into their performances (Brown et al. 1989). In this
process, students are supposed to work in cooperation. The reason is that authentic learning requires
students to work cooperatively not only with their peers but also with the individuals in the society
(Strimel, 2014). In addition, if students make reflections by using their knowledge in new situations and
establish constant communication with their peers in class as well as with their teachers, the process of
authentic learning will then be conducted effectively. Authentic assessment which involves evaluation of
the process besides the product (Montgomery, 2002), is a way of evaluation to be applied in learning
environments in which the authentic learning approach is adopted. To sum up, in authentic learning
approach, students undertake multiple roles and apply higher-order thinking skills, while teachers act as
a role model for students and constantly interact with their students. Accordingly, in relation to a
learning environment, the learning environment could be referred to as authentic if that learning
environment includes one or more of these components.

Authentic Task-Based Learning Environments

The properties of learning environments are fairly important for good-quality education. In order to
create effective learning environments, activities should be authentic enough to establish a connection
between the school and the daily life and to include different contents and tasks (Smeets, 2005).

In authentic learning, students are provided with complex tasks that they will be able to cope with.
These tasks, also known as “authentic tasks”, allow students to cope with complex phenomena, to use
what they have learned at school in their real lives and to acquire the necessary knowledge and skills
(Rule, 2006). In another saying, authentic tasks are those helping students to form meanings in relation
to their own experiences within their own contexts of reality (Callison & Lamb, 2004).

The most important property of authentic tasks is that the context is related to real-life problems.
Young (1993, p.45) asserts that the real-life problems included in authentic tasks should meet the
following conditions:

¢ They should not be fully structured, and they should have a complex structure.

* They should provide the opportunity to determine the information depending on whether it is
related to the subject or not.

* They should include effective tasks which will allow solving, defining and exploring the problem.
¢ They should include students’ beliefs and values.

* They should allow taking part in interpersonal activities and working in cooperation.
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Besides all, the problems be those which cannot be solved easily, encourage learners’ participation,
are related to important contexts in the curriculum, allow students to acquire the skills necessary to
plan a research process (Levin, Carol & Pierce, 2001), do not have a single correct solution, and require
students to provide different comments and explanations (Glatthorn, 1999).

In its most general sense, authentic tasks should focus on the problems in students’ real lives as well
as on the related solutions. With the use of these tasks in the teaching and learning process, authentic
task-based learning environments can be established.

Authentic task-based learning environments are based on the interdisciplinary approach. In this
respect, environments evaluated with an interdisciplinary approach are not those which involve
teaching geometry or philosophy but those which include real-life phenomena such as governing a city,
constructing houses, flying a plane, planning the budget or solving a murder (Lombardi, 2007). Such
learning environments provide students with the opportunity to recognize the world outside the
classroom and to have the desire to discover the world. Lesson plans and related applications designed
in line with the authentic learning approach include cognitive approaches which will allow students to
learn independently by supporting their critical thinking skills and increasing their motivation. These
environments encourage students to work and learn cooperatively and allow them to draw reasonable
conclusions so that they can produce solutions to complex tasks (Borthwick et al. 2007).

In authentic task-based learning environments, students prove that they have the necessary
knowledge and skills to achieve the given task by dealing with authentic scenarios, roles, processes and
products related to the difficulties and complexity of daily life. In addition, students take active part in
the process of solving problems instead of choosing among the options in a passive manner (Chun,
2010). Also, students are encouraged to create their own learning processes and to produce innovative
solutions to daily life problems (Strimel, 2014).

Life Science Course and Authentic Task-Based Learning Environments

For the arrangement of the teaching-learning environments within the scope of the Life Science
Course, learning environments which include activities allowing students to undertake more than one
role and to develop different viewpoints, encourage them to work in cooperative with their peers, let
them put different higher-order thinking skills into practice in discussions processes, cause students to
face the problems in out-of-class life and aim to help students produce solutions to these problems.
Authentic task-based learning environment, one of such environments, involves authentic tasks which
focus on a problem in students’ daily lives and expect them to produce solutions to this problem. An
authentic task takes students out of class to let them discover the real life. In addition, it also expects
students to recognize the problems around them, to suggest solutions to these problems and to work in
cooperation with their friends in the process. In this respect, authentic tasks are designed as activities
that will allow students to acquire the life-long learning skills.

Authentic tasks are related to real life and are presented in interdisciplinary manner in relation to
different disciplines (Herrington, 2006; Reeves et al. 2002). Relationship with other courses is important
for preparing the content of the Life Science Course. Karabag (2009) states that the content of this
course is enriched with other courses not only because it is accepted as a core course but also because it
teaches children life as a whole. Subjects selected from the field social sciences and from nature
sciences are presented within the scope of the Life Science Course based on an interdisciplinary
understanding (Saglam, 2015). When the goals of the themes of My School Excitement, My Unique
Home and Yesterday-Today-Tomorrow in the Life Science Course are examined, it is seen that they are
presented in relation to students’ daily lives as well as to other courses. Presentation of these themes in
line with related authentic task-based activity plans may contribute to the improvement of the teaching-
learning processes of the Life Science Course.
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According to Demirel (2007), learning experiences should develop learners’ thinking skills and move
them towards critical, interrogative and creative thinking. Parallel to this view, authentic task-based
learning environments are supposed to develop and put higher-order thinking skills into practice
(Wehlage et al. 1996). In addition, the opportunities provided by authentic task-based learning
environments can be used for the arrangement of learning experiences in Life Science Course. This will
not only result in effective organization of learning experiences but also include different dimensions in
the teaching of the Life Science Course.

The purpose of this study was to determine the reflections of authentic task-based learning
environments into students’ attitudes towards the course of Life Science as well as into their learning
processes. In line with this overall purpose, the following questions were directed in the present study:

e What is the influence of teaching in authentic task-based learning environments in the course of Life
Science on students’ attitudes towards the course?

* How is the learning process in authentic task-based learning environments in the course of Life
Science?

¢ What are students’ views about the use of authentic task-based learning environments in the course
of Life Science?

e What are parents’ views about the use of authentic task-based learning environments in the course
of Life Science?

Method

Research Design

The study was carried out with the embedded mixed method research design, which involves
combined use of qualitative and quantitative methods. This method of research involves the use of both
qualitative and quantitative data collection and analysis methods together for the purpose of
understanding the research problem in a study (Creswell, 2005). As for the embedded mixed method, it
is in cases where a single data set is not sufficient and which require finding answers to different
questions. In other words, in this embedded mixed method research design, each question requires a
different data set (Creswell & Plano Clark, 2014), and the method is divided into two as embedded
experimental design and embedded relational design (Creswell & Plano Clark, 2007). In the present
study, the embedded experimental design model was used.

In embedded experimental design model, the quantitative data are used to respond to the primary
question of the experimental design, while the qualitative data (before, during or after the application)
are used to answer the secondary research question related to the experimental process (Creswell &
Plano Clark, 2014). In this study, the single group pretest-posttest design from weak experimental
design was used to determine the reflections of authentic task-based learning environments upon
learning processes. In this respect, the weak experimental process was conducted by doing quantitative
measurements before and after the experimental application in the research process, and the
experimental application process was supported with the qualitative data collected via observations and
interviews. The study started with the test video recording for the purpose of knowing more about the
students and making them accustomed to the video recording. Following this, the attitude scale was
applied in relation to the course of Life Science, and in-class applications were carried out. During these
in-class applications, the lessons were video-recorded. After these applications, the Life Science Course
attitude scale was applied as the post-test. In addition, interviews were held with the students, their
class teacher and their parents, and researcher’s diary was kept by the researcher throughout the
research process.
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Participants

In the study, the application was carried out with a total of 20 elementary school 3rd grade students
from middle socio-economic level in the city centre of Usak in the Fall Term of the academic year of
2015-2016. While determining the participants of the study, the criterion sampling method, one of
purposeful sampling methods, was used. In criterion sampling, the units (objects, events and so on)
meeting the criterion determined from the research sample are included in the sample (Buyukoztirk,
Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2012). In this respect, while determining the participants of
the present study, such criteria as approval of the school principal, class teachers and parents, their
permission for video-recording in class, to be able to apply the activity plans of the selected classroom
and the parents’ voluntary participation in the research process were taken into account. Based on
these criteria, the school principal and the 3rd grade class teacher were interviewed. Consequently, one
of the 3rd grade classes at school found to meet all the criteria as a result of the interviews was included
in the study.

Of all the students in this 3rd grade class, 11 of them were male, and 9 of them were female. In
addition, most of the students had one brother or sister, which meant they had a four-member family.
The students’ parents were generally graduates of elementary school. Also, the parents of most of the
students had a monthly family income of 1300 TLs. Lastly, the students’ mothers were generally
housewives, and their fathers were generally blue-collar workers.

Data Collection Tools

In the study, the qualitative data were collected via in-class observations and interviews held with
the students and their parents, while the quantitative data were collected via the attitude scale. In this
respect, the research data that served the purpose of determining the influence of teaching in authentic
task-based learning environments in the course of Life Science on the students’ attitudes towards the
course were collected with the Life Science Course Attitude Scale. In order to determine how the
learning process was in authentic task-based learning environments, observations, audio and video
records, lesson plans, researcher’s diary and semi-structured interview forms were used. In addition, for
the purpose of determining the views of the students and their parents about the use of authentic task-
based learning environments, a semi-structured interview form was used.

Observation form: The qualitative data for determining the features of authentic task-based learning
environments in the course of Life Science and for determining how the instructional process was
carried out in these environments were collected via observations. In the study, the observation method
was used before the application to know more about the students and their class environment. As the
applications were conducted by the researcher, video-records were used to collect the observation-
based data.

In addition, during the activities carried out in class, the students worked in groups. Therefore, the
researcher an audio-recording device was used to record the students’ interactions and speeches during
their group works. In this respect, a total of four audio-recording devices were used.

In the first week of the Fall Term of the academic year of 2015-2016, test video-recordings were
done by the researcher in the class where the application would be carried out. These test video-
recordings lasted three class hours. After the test video-records were examined, the researcher decided
on where to place the video camera in class and what to focus on during the recordings. The purpose of
the test video-recordings was to make the students accustomed to video-recording during the lessons.

Following the test video-recordings, the application was carried out in a period of six weeks. In this
application process, a 600-minute observation was done in a total of 15 class hours. The researcher
herself taught the Life Science Course for five weeks. The sixth week of the research process was
allocated to a trip to a public food house.
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Interviews form: In the study, in order to determine the views of the students, their parents and
their class teacher about authentic task-based learning environments, a semi-structured interview form
was used. In this respect, six interview questions were prepared to reveal the views of the students,
their parents and their class teacher about the use of authentic task-based learning environments in the
course of Life Science. While interview questions were being prepared, opinions were taken from a class
teacher; investigations on authentic learning have been examined. This draft form of questions was
presented to two experts from the field of Life Science Teaching, two from the field of Elementary
School Teaching and one from the field of Turkish Language Teaching for their views. In line with the
feedback received from these experts, the question form was finalized. The interviews were held and
audio-recorded in the last two weeks of the Fall Term of the academic year of 2015-2016. In this
process, all the students and their class teacher were interviewed, while six of the parents refused to be
interviewed; as a result, a total of 14 parents were interviewed. All the interviews lasted 214.87
minutes. Some of the interview questions for the students are "What do you think about the process of
life science lesson in terms of real life problems? What do you think about activities we did in life
science lesson? What do you like about them? What do you think about activities that you did in your
child's life science lesson? What are the benefits of having your life science lesson with problems from
real life to your child? Did your child have any problems during this process? "

Activity plans: In the process of preparing the activity plans, first, the learning outcomes for the
themes of My School Excitement and My Unique Home in the course of Life Science were examined, and
a total of 13 learning outcomes were included in the scope of the present study. While determining
these 13 learning outcomes, the ones appropriate to the authentic tasks were selected. Following this,
an Authentic Task Directive to cover the 13 learning outcomes, to reflect the components of authentic
learning and to encourage students to work cooperatively was prepared. The subject of the Authentic
Task Directive was determined as “Helping poor people and supporting Usak Public Food House”. The
directive was prepared in a way not only to let the students meet the authentic tasks during the
application process and face any problem around them but also to provide them with the opportunity to
suggest solutions to this problem. Lastly, for the selected learning outcomes, the subject areas were
determined; the activity plans were prepared; and the lessons were taught in association with the
events in the Authentic Task Directive. The subject areas were determined as “Similarities and
Differences”, “Respect to Sensitivities and Relationships with Friends”, “School rules and use of
Classroom Objects”, “National festivals, special days and celebrations” and “honesty, group work and
accommodation”.

While preparing the plans, such criteria as appropriateness to students’ levels, active participation
and cooperation, social context and relationships with other courses were taken into account. While
teaching the lessons, the teaching-learning processes were enriched with various methods and
techniques. In this respect, the methods and techniques of question-and-answer, discussion, sample
case texts and role-play were used. In addition, during the lessons, up-to-date events, photos, cartoons
and other similar materials were brought into class environment from time to time, and power-point
presentations and worksheets were prepared for the students.

Personal information form: For the purpose of obtaining personal information about the students
and their parents included in the study, a personal information form was developed by the researcher.
While preparing this personal information form, expert views were used. The personal information form
aimed to reveal information about the students in relation to their gender, the number of their siblings,
the number of their family members, monthly average family income, their parents’ educational
backgrounds, and their parents’ jobs.

Researcher’s diary: The researcher kept a reflective diary before, during and after the application
and took notes regarding what she had done and would do, how the process functioned, the problems
she experienced in the process, and her suggested solutions to the problems. In addition, the data
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obtained from the researcher’s diary were not subjected to any specific analysis but used to support the
research findings with the help of direct quotations from the diary.

Life Science Course Attitude Scale: In the study, an attitude scale was used to determine the
attitudes of the 3rd grade elementary school students towards authentic task-based learning
environments in the course of Life Science. In this respect, the Life Science Course Attitude Scale
developed by Bektas (2007) was used in the study. The results of the validity study revealed that there
were 10 items in total with three factors and that the total variance explained by the factors was 51.00
%, while results of the reliability study demonstrated that the internal consistency coefficients for the
dimensions constituting the scale were .61, .54 and .36, respectively and that total reliability coefficient
of the scale was .63 (Bektas, 2007). The validity and reliability studies revealed that the scale was made
up of 10 items with three factors: “Enjoying the Life Science Course”, “Being Interested in Life Science
Course” and “Believing in the Need for Life Science Course”.

Experimental process: The experimental process in the study lasted six weeks in total. The last class
hour in the application process was allocated to the attitude scale regarding the course of Life Science.
The experimental process started with the application of the activity plans prepared by the researcher in
line with the authentic task directive. While preparing the activity plans, special attention was paid to
the following points: students’ active participation in class, supporting each lesson with visuals or videos,
and distributing worksheets to the students. In addition, the activity plans were prepared in a way to
carry out a different activity in each lesson. These activities were associated both with the learning
outcomes and with the authentic tasks. In this respect, the in-class activities were generally related to a
problem, and the students were expected to produce solutions to this problem. In this process, the
groups firstly mentioned not only the problem covered by the activity but also the causes and results of
this problem. Following this, the students suggested their solutions. In these activities, sometimes, the
groups were asked to make a presentation. During their presentations, the students were expected to
make related discussions and to criticize each other. In the assessment process, assessment forms
prepared by the researcher were distributed to the students at the end of each lesson. These forms
generally included self-assessment form, peer assessment form, open-ended questions, structured grid,
and observation form.

Data Analysis

For the purpose of determining the influence of teaching via authentic task-based learning
environments in the course of Life Science on students’ attitudes towards the course, the Life Science
Course Attitude Scale was used as the pre-test and post-test in the study. The data collected with this
scale were analysed using the package software of SPSS 17.0.

Taking the values of Kolmogorov Smirnov (p=.20) and Shapiro Wilk (p=.57) for the data and the
normal distribution curve into consideration, the data could be said to have a normal distribution. In this
respect, for the analysis of the data, the non-parametric test of t-test was applied.

The descriptive analysis was used in the analysis of qualitative data. The data collected via this
technique are summarized and interpreted based on previously determined themes. Descriptive
analysis consists of four phases (Yildinm & Simsek, 2011, p.224):

Creating a framework for descriptive analysis: From the research questions, from the conceptual
framework, or from the dimensions in the interview or observation, a framework is set up and the
themes are presented accordingly. In this research, the framework for the second question of the
research constitutes the components of authentic learning. The framework for the third and fourth
questions of the research constituted the dimensions of the semi-structured interview form.
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Processing of the data according to the thematic framework: At this stage, data were selected for
identification purposes, and logically assembled. In the study, first, the video-records were transcribed.
Following the observations, the researcher watched all the video records one by one and 385-minute
video-records were analysed. The data collected via this analysis were categorized under the themes
which formed the framework of the study. In order to confirm this process, an expert was asked to
computerize some of the video-records. Eventually, the transcription was found to be reliable as the
researcher and the expert agreed on most of the transcripts of the video-records. Similarly, the
interviews held with the students, their parents and their class teacher were transcribed and
categorized into themes depending on the dimensions found in the semi-structured interview forms.
Student products have also been examined in detail and associated with previously generated codes.

Identification of findings: At this stage, the data were defined and the necessary places were directly
supported by the quotations. In this study, direct quotations were made from observations, interviews,
student materials and researcher log to support the data.

Interpretation of findings: It is the phase in which the identified findings were explained, correlated,
and understood. The researcher made comments at this stage to explain the relationships between the
findings.

Validity and Reliability of the Study

Reliability refers to the fact that a tool produces similar results for any measurement (Balci, 2006),
while validity is related to the accuracy of the research results (Yildirim & Simsek, 2011). In the present
study, which involved qualitative and quantitative data collection processes together, the Life Science
Course Attitude scale developed by Bektas (2007) was used to collect the quantitative data. The
reliability of the scale was calculated using the data collected during the application. Accordingly, the
Cronbach Alpha coefficient was calculated, and the total reliability coefficient for the scale was found to
be .61. Based on this, the scale could be said to have a reliable structure.

In the phase of collecting the qualitative data in the study, the observation and interview techniques
were used. In related literature, since the quantitative and qualitative studies are based on different
assumptions, there are several views that the validity and reliability definitions of these two research
methods should be different. In this respect, Lincoln and Guba (1985) used the term ‘accuracy’ for the
validity and reliability of qualitative studies (cited in: Sencan, 2005) and stated that accuracy can be
achieved within the framework of four criteria such as credibility, transferability, consistency and
confirmability. In the present study, within the scope of credibility, the data collection process lasted
about three months to achieve long-term interaction. In this process, the researcher existing in the
environment established close relationships with the students and collected in-depth data. Using more
than one data collection tool in the data collection process, the researcher tried to have the data
support and confirm one another. In order to achieve transferability, all the phases of the study were
described in detail. While writing down her report, she used direct quotations to support the themes
and sub-themes she obtained via the observations and interviews. For the purpose of achieving
consistency, the data regarding the observation process were collected via video-recording. The
interview data were audio-recorded. Lastly, in order to achieve confirmability, first, the researcher
demonstrated an objective attitude throughout all the processes in the study. Some of the research data
were presented to other experts, and they were asked to analyse the data. In this process,
confirmability was achieved as the analyses conducted by the experts and those by the researcher
revealed parallel results.

Besides all, within the scope of the reliability study for the data collected via the semi-structured
interviews, 25.00 % of the data collected from the students and 25.00 % of the data collected from their
parents were taken and presented to a field expert who was asked to code the data and to categorize
these data into themes. Following this, in order to reach consensus, the researcher and the expert came
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together and discussed the themes they disagreed on. For the calculation of the consistency of the
themes, the agreement formula suggested by Miles and Huberman (1994) [(P= agreement/ agreement +
disagreement) x 100] was used. Accordingly, regarding the analysis of the interview data, a consensus of
.90 in relation to the students and a consensus of .93 in relation to the parents were reached. As a
result, in terms of the analysis of the interview data, reliability was achieved.

Throughout the experimental process in the study, the process was video-recorded. In order to
determine the reliability of the application, two field experts watched 200 minutes of the 600-minute
video-records and filled in the observation form individually. As it was found that the lessons scored by
the experts revealed similar results, the application was considered to be reliable.

Results

Findings Regarding the Influence of Authentic Task-Based Learning Environments on Students’
Attitudes towards Life Science Course

Life Science Course Attitude Scale was applied as the pre-test and post-test at the beginning and at
the end of the application, and the differences between the scores that the students received from the
scale were examined. For the purpose of determining whether the scores received by the students from
the scale were significant or not, t-test was used. The results can be seen in Table 1 below.

Table 1.

Attitude Scale Pretest and Posttest Scores of the Students.
Student Groups N X Sd t df p
Pre-test 20 2.33 12 -2.71 19 .01
Post-test 20 2.57 .28

As can be seen in Table 1, there was no significant difference between the pre-test and post-test
scores of the students. Based on this result, it could be stated that the authentic task-based learning
environments caused a positive increase in the students’ attitudes towards the course of Life Science.

Findings Regarding How the Learning Processes Were in Authentic Task-Based Learning Environments
in the Life Science Course

Application carried out regarding the subject areas of “similarities and differences” in authentic
task-based learning environments in life science course: During these two hour lessons, the researcher
focused on physical appearances of people and on similarities and differences between people.
Following this, the researcher associated the subject with daily life problems to draw the students’
attention to the authentic context. Within the scope of association of the lessons with the authentic
context, the researcher gave the students two photos of a child in wealth and in poverty to have them
face a real-life problem.

When the in-class and group discussion processes were examined, the following components of
authentic learning were revealed:
¢ Higher-order thinking
* Developing a different viewpoint
The researcher encouraged the students to do group work saying “Now, look at the photo together
with your friends. What happened to this child? Discuss why is the child in such a situation””

(V.K.,5.10.2015, 33.29). In this respect, the dialogues between the students during their discussions
involving the use of higher-order thinking skills were as follows:
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Adem:There was a war.
Researcher: How did the war influence the child?
Melih: Because of the war, their house was probably destroyed. (V.K., 6.10.2015, 21.43)

Melih thought that houses could be damaged during a war and thus made an explanation by
establishing a cause-effect relationship.

Adem: The child’s father was probably fired from his job. He failed to pay his bank debts, and he thus
lost all his goods at home. Also, they might have been dismissed from their home because they could
not pay the rent.

Seyda: Maybe, the child’s father is physically handicapped, and he is unemployed. Thus, he does not
earn any money. (V.K., 6.10.2015, 23.20)

Adem associated the child’s situation in the photo with his father’s dismissal from his job, while
Seyda attributed it to the child’s father’s physical handicap

In authentic task-based learning environments, students focus on different aspects of the problem
they deal with. In this respect, the dialogues regarding the students’ development of different
viewpoints in the discussion process were as follows:

Melih: I would have gone to another country. It would be so nice.
Adem: How can you go there without any money?

Melih: Well, | would hitchhike. It would be a different experience for me, and | would find a job
there.

Adem: It would be silly. | can never think of that (group audio-record, the third group, 6.10.2015)

In this dialogue, Melih’s suggestion for the solution to the problem was found different by Adem.
This situation was noted down in the researcher’s diary as follows:

“..It is really difficult to be a teacher. | really understand this better now. Of course, it is a pleasing
job, but children have quite different characteristics. They sometimes say very interesting things. They
have a great imagination. | think they are good at looking at a phenomenon from different perspectives.
When | look at their dialogues in the discussion process, | sometimes think “how did they reach this
result? It would never come into my mind...” (7.10.2015, researcher’s diary)

As mentioned in the researcher’s diary, the students were able to view an issue not from a single
perspective but from different perspectives. In this respect, it could be stated that the students
developed different viewpoints.

In the evaluation process of the lessons taught in relation to the subject areas of “Similarities and
Differences”, a self-assessment form was used. With the help of this form, the students evaluated
themselves. The researcher examined the self-assessment forms one by one and gave related feedback
to the students. Accordingly, it could be stated that the students achieved the learning outcomes in
general.

During the lessons taught in relation to the subject areas of “Similarities and Differences”, the
students faced a problem likely to occur in real life. In order to give meaning to the physical change the
child in the photo distributed by the researcher was exposed to, group discussion was held, and in the
processes of identifying the problem and suggesting solutions to the problem, the students applied
higher-order thinking skills, one component of authentic learning. In this respect, in the processes of
group work and discussion, they drew conclusions by establishing cause-effect relationships. During
these lessons, the students not only developed different perspectives in relation to the authentic task
assigned to them but also gave meaning to the problem in their own intellectual lives and took different
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dimensions of the problem into consideration. In this respect, they managed to develop different
viewpoints, which is one of the requirements of authentic learning.

Application carried out regarding the subject areas of “respect to sensitivities and relationships
with friends” in authentic task-based learning environments in life science course: During these two
hours’ lessons, first, the researcher showed the students a caricature related to respecting others’
sensitivities. The students made discussions regarding the caricature and shared their related thoughts
with each other. In relation to the association of the lessons with the authentic context, a food catering
activity was carried out, and the students prepared a leaflet. In this activity, the group’s first stated that
they wanted to establish a food catering company. Following this, they decided to introduce the
company to other people around them and to prepare a leaflet to pay attention to helpless people.

When the processes of class and group discussions were examined, it was seen that authentic
learning included the following components:

e Reflection
¢ Use of primary sources

An important characteristic of authentic task-based learning environments is that students acquire
the reflection skill, which allows using their knowledge in new situations. In this respect, one of the
dialogues between the students regarding reflection of thoughts was as follows:

Researcher: Before making friends with others, we should pay attention to their positive behaviours.
If they do not have any positive behaviours, then we will not make friends with them, will we? Now, let’s
think what these positive behaviours could be?

Seyda: Goodness.

Kadir: Sharing foods.

Yasemin: Spending time together to learn their interests.

Utku: Being good and honest and sharing foods.

Beyza: Getting on well and sharing something. (V.K.,19.10.2015, 16.30)

In this dialogue, what Kadir and Utku said was striking. Although there was nothing to do with
helpless people in the caricature the researcher showed on the whiteboard, Kadir and Utku reported
their thoughts within the framework of the authentic context they discussed in the previous lesson.

Another dialogue between the students regarding use of the primary source in the research process
was as follows:

Researcher: You were expected to do research about helpless people. What did you find?
Melis: Teacher, | have found a newspaper article.
Researcher: Well, let’s listen to Melis.

Melis: “According to the newspaper X, the presentation booklet prepared by the Ministry of Family
and Social Policies in 2015 demonstrates that 40.00 % of the population is poor. In this country, where
there are 52 million 695 thousands of registered voters, 10 million of them are in need of help....”

Researcher: How high the number of helpless people is in our country, right? Yes, Melis, go on,
please.

Melis: “According to the data, 39,80 % of the Turkish population is registered to inventory of
poverty. The Turkish population was 76 million 667 thousands in 2013. According to the poverty
inventory of Integrated Social Aid Services Information System, the number of helpless families was 8
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million last year, and the number of helpless people was 30,5 million. In Turkey, the number of
registered voters is 52 million 695 thousands.” (V.K.,19.10.2015, 05.40)

As can be seen in this sample dialogue, Melis made use of the primary source of newspaper. In the
evaluation process of the lessons, the peer assessment form prepared by the researcher was used. With
the help of this form, the students evaluated their friends in their own groups. The forms filled out by
the students included positive statements regarding the achievement of the learning outcomes.

During the lessons taught in relation to the subject areas of “Respect to Sensitivities and
Relationships with Friends”, the students prepared leaflets to raise awareness of helpless people living
in their close environment and distributed these leaflets to their neighbours. The students not only
worked in cooperation by doing group work within the context of authentic learning but also got
engaged with a real interesting experience. It was seen that some of the students associated the subject
with the authentic context while responding to the questions directed by the teacher independently of
the authentic context and that some other students mentioned the authentic context in the worksheets.
Therefore, it was revealed that the students were able to use their knowledge in different situations and
thus made reflections. The students also made use of primary sources like the newspaper in the process
of gathering and sharing the sources while doing their research assignment, and they thus had the
opportunity to reach the information and sources they needed. In this process, the students
experienced how to obtain information and how to do research. This situation contributed to the
development of their research skills.

”

Application carried out regarding the subject areas of “school rules and use of classroom objects
in authentic task-based learning environments in life science course: In these lessons where a single
hour was analysed, first, the students watched a presentation related to school rules. Following this,
within the scope of associating the lessons with the authentic context, the researcher had the students
face a real-life problem by showing photos of children who did not have a school building due to
financial difficulties. When the related class and group discussion processes were examined, it was seen
that authentic learning included the following components:

e Higher-order thinking
¢ Out-of-class communication

At the beginning of the lesson, the researcher showed photos of children who did not have a school
building due to financial problems and said “You are really luck children. You have a school, desks, a
computer and all other related materials and tools. The school is warm and hot though it is cold outside.
The central heating is running, and we never feel cold, do we? We are so luck, but some children are
not. For example, this photo of poor children shows that they take lessons in regions where there are no
school buildings.” (V. K., 11.11.2015, 02.25). The dialogues between the students involving use of their
higher-order thinking skills in the discussion process were as follows:

Hakan: They do not have shoes. How can they walk without wearing any shoes?

Derya: They do not have any school uniforms. | have a school uniform, but | wish | could come to
school without wearing it. | mean | wish | wore casual clothes at school.

Researcher: Well, they go to school in their casual clothes just because their parents cannot afford to
buy school uniforms for their children.

Hakan: Teacher, it is better to go to school without wearing this school uniform. | wish I did so.

Yasemin: When it is cold at night, we wear our coat, but they cannot because they do not have a
coat (V. K., 11.11.2015, 06.30)

In this dialogue, Yasemin made a comparison by giving examples for the two situations and shared
the situation in her mind with her friends.
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Thinking out of class and school environment and conveying the learning process out of class
constitute important components of the establishment of authentic task-based learning environments.
In this respect, the students wrote a letter to the President of Turkey regarding the transfer of
communication out of class. One related dialogue was as follows:

Derya: Teacher, compared to them, we have everything. Then, why don’t we do donation for them.
Why don’t the rich do so? Let’s donate.

Researcher: There are such poor children in Turkey as well as in all around the world. What can we
do for them?

Enes: We can send them pencils, notebooks and school bags.
Halil: Shoes, desks.
Melih: Teacher, we should send them the clothes we don’t wear.

Researcher: But it could be difficult for us to do so. What about telling it to a more authorized
person?

Hakan: The President of Turkey? (V. K., 11.11.2015, 15.45)

As can be seen in the dialogue, the students decided to write to the President to draw the attention
to poor children. Below are examples of the letters written by the students to the President:

“Dear President, there are many poor people around us, and we want to help them. But we need
your help to do it. If you help us, we can easily buy those desks, chairs, chalks, blackboards for them. As
you know well, no child wants to in their shoes. My friends, my teachers and | are all very sad. Please,
help us so that we can build schools for those children. We need your help so much” (the letter by
Melis).

“Dear President, we can help poor people. We can send them foods and clothes. Our teacher
showed us a photo. We got very sad. Let’s help these poor people. They don’t have clothes. We can
send them the clothes they need. In this way, they can attend classes. Also, they will not feel the cold
outside” (The letter by Hale)

In this activity, the purpose was to allow the students to make associations with the life out of class
and to transfer communication out of class. In this respect, they examined different photos involving
various problems, and in the end, they decided to inform the President about the situation by writing a
related letter to him. When the letters composed by the students were examined, it was seen that they
were not aware of such problems as they had not experienced any similar problems in their lives and
that they showed quite emotional reactions. In the evaluation process of these lessons, the researcher
talked to the students about certain problems she previously determined, and the students were asked
to produce related solutions to these problems. In this process, a discussion environment was created,
and the researcher provided instant feedback regarding each view of the students.

During the lessons taught in relation to the subject areas of “School Rules and Use of Classroom
Objects”, the photos related to the authentic context raised the students’ curiosity and encouraged
them to undertake related responsibilities. For example, Hakan offered to communicate with the
authorities to help children who did not have a school, and he thus fulfilled an important dimension of
authentic learning, which is the transfer of communication out of class. The students not only constantly
communicated with each other while examining the photos of children who did not have a school but
also asked their teacher about the issues they wondered and found surprising. In addition, it was found
that the students used higher-order thinking skills by making comparisons and by establishing cause-
and-effect relationships in the process.
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Application carried out regarding the subject areas of “national festivals, special days and
celebrations” in authentic task-based learning environments in life science course: In these lessons
where a two hours was analysed, the focus was on national festivals and special days. The students
talked about what they did during the national festivals as well as about how they celebrated the special
days, and they discussed alternative ways to celebrate these days. Following this, the researcher
showed the photo of a homeless person and made an association with the authentic context by asking
the students whether the person had special days and how, if any, that person celebrated the special
days. When the discussion processes were examined, it was seen that authentic learning included the
following components.

e Developing different viewpoints
e Undertaking multiple roles

The researcher directed the question of “Think about a poor lonely man who does not have home,
and think that he lives in streets. How can that man celebrate his birthday?” (V.K., 30.11.2015, 30.30).
One of the dialogues regarding the students’ development of different viewpoints was as follows:

Seyda: Teacher, does he have any money?
Researcher: No, he has no money. What does birthday mean to that man?
Can: Nothing.

Melis: But even though he doesn’t have any money, isn’t it enough to know his own birthday? | think
he will be happy to know that.

Melih: If he has some acquaintances, | mean for example, there might be some people giving him
foods. Then, he can tell them it is his birthday. And maybe, these people will make a surprise for him.

Adem: Teacher, he can celebrate his birthday in a public food house. (V.K., 30.11.2015, 31.00)

In this dialogue, it was seen that Melih and Adem generally provided concrete examples, while Melis
interpreted the situation from a different perspective. Therefore, it could be stated that Melis
developed different viewpoints while explaining the authentic context. One dialogue regarding the
students’ undertaking multiple roles in the learning process was as follows:

Can: Teacher, can | say something? Rich people never help such poor people. They even don’t have
any intention to help these poor people. There are a lot of helpless people.

Derya: Let’s help them. We can start an aid campaign.

Melih: For example, we can put one of those boxes in school hall and say “Please, put your clothes
you don’t wear in the box to help poor people” (V.K., 01.12.2015, 30.30)

In this dialogue, the students put forward suggestions regarding the problem in the authentic
context. In this respect, they suggested undertaking different roles; for example, Derya mentioned
organizing a campaign, and Melih talked about preparing an aid box. As it is known, it is important for
students to undertake different roles required by an authentic activity. For this reason, these behaviours
of the students could be associated with their undertaking multiple roles in the authentic learning
process. In the evaluation processes of these lessons, the researcher directed questions that she
prepared previously. She created a discussion environment in class, and the process was evaluated with
the question-and-answer technique.

During the lessons taught in relation to the subject areas of “National Festivals, Special Days and
Celebrations”, the students suggested undertaking different roles besides developing different
viewpoints. While sharing their thoughts about how homeless people can celebrate their special days,
the students mentioned undertaking multiple roles. In this way, the students made efforts to produce
realistic solutions to the problem. The authentic task drew the students’ attention, and they tried to be
an active participant in the solution process.
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”

Application carried out regarding the subject areas of “honesty, group work and accommodation
in authentic task-based learning environments in life science course: The researcher, in this two hour
courses, brought caricatures related to honesty into class, and the students made discussions regarding
honesty. Following this, the students reported their views about the roles they undertook during group
work and about their working in cooperation. Lastly, the researcher focused on the importance of
accommodation and showed the photo of a homeless man again that she distributed to the students in
previous weeks. By asking them questions to the students regarding the man’s problem in the photo,
the researcher aimed to help them define the problem and to reveal their suggestions for probable
solutions to the problem. In this way, the researcher associated the learning outcomes with the
authentic context. In this respect, the groups decided to organize a campaign and worked in
cooperation accordingly.

When the discussion process was examined, it was seen that authentic learning included the
following components:

e Cooperation
* Real-life experience
¢ Association with one’s own life

The students reported their views about working in cooperation. In this respect, the researcher
directed the following question to the students: “We have done group work since the beginning of this
course, and you have worked in cooperation. What do you think about that?” (V.K., 21.12.2015,
1/19.11). One of the related dialogues was as follows:

Kadir: At the beginning, | thought | would sit together with the girls (pointing to Melis and Ece), but
you came and told me to sit there. We did many activities, and they were all nice.

Melis: Teacher, before sitting together, we didn’t used to play like that, but later, we got accustomed
to each other. We started playing together during the break times.

Kadir: Yes, the girls started playing football with us. (V.K., 21.12.2015, 1/20.30)

As can be seen in this dialogue, the students’ working cooperatively depending on the group work in
the application process allowed male and female students to socialize and spend time together.

In relation to sharing real-life experiences, Burak, one of the students, said “Teacher, he didn’t have
anything. He was lying on the bench just like the man in the photo. He even didn’t have shoes.” (V.K.,
22.12.2015, 3/12.00), while another student, Ece, said “There was a duplex house near our apartment.
We saw that man every time we passed near that house. He was wearing slippers but no clothes on him.
| think he was mad. He was homeless, but he did something like that for himself. He used to sleep and
spend all his time there.” (V.K., 22.12.2015, 3/12.56). As can be understood from the students’ views,
they shared their real-life experiences by associating them with the authentic context.

One of the dialogues regarding the associations the students made with their own lives was as
follows:

Researcher: You feel yourself secure in your houses, right? Do you think the man in the photo feels
safe?

Students: No.
Researcher: He is open to all dangers, isn’t he?

Melis:Teacher, if we compare ourselves with that man, we should then be aware of our homes,
foods and all other things we own.

Ece: Teacher, for example, we have a number of pencils; thus, when we think of such men, it is not
fair for us to ask for other kinds of pencils that we like. (V.K., 22.12.2015, 3/08.45).
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As can be seen in the dialogue above, Ece and Melis associated a real-life problem with their own
experiences and drew a logical conclusion. Parallel to this thought, the class teacher said “The students
were considerably affected by that man. Later, we talked a lot about this issue. We went to the public
food house, and they witnessed many things there. Why do helpless people need aid? What are people
from other countries likely to experience? We talked about such issues in class. You know, today, there
is such a case in our country. They understood that they have to be more sensitive to such people.” This
situation was noted down in the researcher’s diary as follows:

“The thought of doing something for helpless people also allows the students to consider the
dimension of conscience. When they saw the photos | distributed in class and when they watched the
related videos, they put themselves in those helpless people’s shoes. They really felt very sorry for these
people. | also received positive feedback from some parents regarding this. They stated that their
children were not aware of such problems in the past and that thanks to the related lessons, they raised
their consciousness and started behaving more attentively.” (Researcher’s Diary, 23.12.2015)

As mentioned by the class teacher as well as by the researcher, the students raised their
consciousness of a real-life problem experienced by helpless people and got aware of how lucky they
were by associating their own lives with the things they had learned. In the evaluation process of the
lessons, the structured grid prepared by the researcher was used. The forms filled out by the students
were discussed in class one by one. Accordingly, it could be stated that the students achieved the
learning outcomes in general.

During the lessons taught in relation to the subject areas of “Honesty, Group Work and
Accommodation”, the students made use of the benefits of cooperative working. It was seen that the
students associated the authentic task with their own experiences. They raised their consciousness of
helpless people by comparing their own life styles with the case of the person in the photo. The
students also gave concrete examples from their own lives. During the lessons, it was seen that such
concepts as responsibility, sharing, honest and faithfulness became prominent.

Application carried out within the scope of the trip to the public food house within the framework
of the authentic context in the life science course: In the last week of the application, a trip was
organized to Usak Public Food House, which provided service as a foundation that aimed to meet the
food, clothing and accommodation needs of helpless and poor people. In the process of planning the
trip, first, the students, their parents, the class teacher and the school administrators were informed
about the trip to the public food house. In this respect, the written consents of the parents and of the
school administration were taken. Prior to the trip, the researcher informed the students about the
purpose of the trip, its scope and what to do during the trip. The students prepared the materials they
would take to the public food house, and they all brought these materials with them on the trip day. In
addition, the researcher asked the student groups to hold interview with the person in charge in the
public food house and to prepare related interview questions. In this respect, the students in each group
were asked to determine a spokesman and a note-taker for their own groups.

The trip to the public food house was organized in the last week of the application. A total of 19
students in class, the class teacher and the researcher participated in the trip. One of the students did
not participate in the trip because of his illness. The school buses arranged by the researcher were used
for transportation to Usak Public Food House was organized by the researcher. The school buses took
the students from the school and left them at school again at the end of the trip. In the trip process, the
students first visited the public food house and directed their questions to the person in charge.
Following this, they gave the materials and goods they brought with them, and they ate their lunch in
the public food house. After the lunch, the students talked to the people benefiting from the services
provided by the public food house and asked them several questions. The visit to the public food house
ended with the arrival of the school buses as planned. In relation to the visit to the public food house,
video records of 25 minutes in total were obtained. The videos were recorded by the researcher.
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While establishing authentic learning environments, experts from real life should be involved in the
learning process. In the present study, the purpose of the visit to the public food house was to involve
the experts from real life in the learning process and to allow the students to recognize real-life
problems by going out of class. For this reason, in the last week of the study, the dimension of involving
experts from real life in the learning process as one of the components of authentic learning became
prominent. One of the dialogues within the context of benefitting from experts from real life was as
follows:

Derya: How do you find the money?

Administrator: Thanks to the contributions of our citizens. It is not the government. Benevolent
people visit here. They give money due to their religious beliefs or for any other reasons just to help
these poor people. This foundation functions only with the help of our citizens and with their donations
and support.

Melih: What is the monthly expenditure of this foundation?
Administrator: It costs a lot. | mean it is more than one hundred Turkish Liras. It is a very big amount.
Derya: Does the local municipality give you any money?

Administrator: This building belongs to the municipality, but they don’t want any money from us. |
mean we don’t pay for it. The municipality allowed us to use this building as the public food house (V.K.,
11.01.2016, 10.08)

In this dialogue, it is seen that the students asked questions regarding how the public food house
was financed. Therefore, it could be stated that in the application process of the study, the students
benefitted from real-life experts in relation to a problem regarding the authentic context.

Following the trip to the public food house, the researcher asked the students to write down a diary
expressing their thoughts and feelings regarding the activity. Below is an example of what the students
wrote down in their diaries:

“Today, we went to the public food house. We saw poor people there. We talked to the
administrators of the public food house, and we asked some questions. We ate appetizers and meals.
We saw poor people waiting in a queue for food. We also visited the clothing section of the public food
house. We saw how poor people continued their lives. We saw poor people take clothes from the
clothing section. We took photos there. We saw poor people eating foods there. We met the cook in the
public food house. We saw how poor those people are. They go to the public food house to
accommodate and eat food. They like that place. The workers and the administrators in that place are
really doing good things to meet the demands of these poor people. When we went there, the poor
people looked at us. | was afraid at first, but then, | got used to it.” (Halil’s diary)

When the diaries of the students were examined, it was seen that the students had positive views
about the trip to the public food house. The trip was a new and different experience for them. The
students recognized what the authentic context of in the course of Life Science refers to in real life via
their related observations and the experts’ comments.

The trip to the public food house allowed the students to establish communication with other
people out of class. The students also understood the life styles of poor people thanks to the
information provided by the experts. As it is known, expert help is fairly important for the establishment
of authentic learning environments. Witnessing the subjects taught in the course of Life Science
throughout an academic term contributed to permanent and effective learning.
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Students’ Views about Use of Authentic Task-Based Learning Environments in the Course of Life
Science

The third research question was directed to determine the students’ views about the use of
authentic task-based learning environments in the course of Life Science. For this purpose, interviews
were held with the students. Figure 1 presents the views of the students.
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Figure 1. Students’ views about the authentic tasks.

As can be seen in Figure 1, the students expressed their thoughts about the authentic learning
process giving concrete examples. The students expressed their thoughts about the use of the Life
Science Course by making comparisons with the past applications and by making associations with their
own lives.

In relation to “making comparisons with the past applications”, during the face-to-face interviews
held with the students, Ece, one of the students, said “it was a typical course in the past. | mean it was
not different from others. We used to use a course book. But after you started teaching that course to us,
it became more entertaining. We always faced problems, but we solved them all.... Also, we discussed
and thought together. | never liked the Life Science Course in the past. | used to get bored, but we had
fun when you started teaching this course.”, while another student, Yasemin, sad “Teacher, we used to
read from the course book in class, and sometimes we read silently. But this year, we didn’t use the book
all the time. We always talked about the problems at school and about the problems of people in our
neighbourhood. For example, what can we do for the poor? ... we talked about problems like that. It was
really different for me, and | think it was nice this year.” Based on these views, it could be stated that
within the context of use of the authentic learning process in the course of Life Science, the students
found the authentic learning process more beneficial, effective and entertaining when compared with
the in-class applications carried out in previous years.
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In relation to “making associations with one’s own life”, during the face-to-face interviews held with
the students, Melih, one of the students, said “My parents always warned me not to go with anyone
who tells me that he or she knows my father. For example, | remembered what my parents said, but you
told me the same thing, too. Also, we saw in the video that the man really convinced and kidnapped the
children. Thus, | have become more conscious about that. | mean | take the necessary precautions now. |
am more careful now.”, while Ahmet, another student, said “We prepared leaflets for poor people, and
we helped them. We helped them because | wanted them to wear beautiful clothes and work like us. We
tried hard for this, and | think we succeeded.” Another student, Can, said “Teacher, when showed us the
photos, we identified and summarized the problems in those photos. We tried to find ways to solve their
problems, and we suggested related solutions. | always thought by putting myself in their shoes. It was
really saddening.” Based on these views, it could be stated that the students suggested realistic
solutions to the problems by associating the authentic tasks with their own lives.

The students expressed their views about the activities involving authentic tasks via cooperation and
associations with real-life problems.

In relation to “cooperation”, during the face-to-face interviews held with the students, Hakan, one of
the students, said “We worked well with my group friends. | worked really well with Kadriye. We shared
everything with each other. We gave to each other anything we didn’t have at that time. For example,
Yasemin gave me a pencil if | didn’t have it with me at that time. | gave a pencil to Can, and Hale let me
use her pastels.”, while another student, Enes, said “We discussed anything that came into our minds.
We talked about whether it was appropriate or not. Some of our group friends said it was appropriate,
and we then did it together.” Another student, Melih, said “To me, it was good to work in group. We did
nice things together based on all our thoughts.” Depending on all these views, it could be stated that
thanks to the authentic task-based activities, social context, an important component of authentic
learning process, was established; that the students did group work in cooperation; and that they
contributed to each other’s learning.

During the face-to-face interviews held with the students, Melis, one of the students, made
associations with “real-life problems” and said “What we did in the activities also occur in real life. | do
them all as | have learned them thanks to the lessons. For example, we helped the poor a lot. We gave
them clothes and shoes. We really helped them, and | got happy with this.”, while another student,
Beyza, said “I think the activities were good because we did something good. We helped poor people, |
felt sorry for those poor people when | put myself in their shoes. | really don’t want to be like them.”.
Another student, Adem, said “In the past, | didn’t think there were hungry people, but when | visited the
public food house, | learned that there are hungry people. For example, many people do not have a
house in real life. Some of them have a house, but some don’t. Some of them are hungry, and some of
them are not. | learned this in the lessons.”. Based on these views, it could be stated that authentic tasks
involving real-life problems raise students’ awareness of real-life problems.

The students expressed the difficulties they met in the authentic learning process under the
headings of group work process, assessment process and unusual problems.

During the face-to-face interviews held with the students, Dilek, one of the students, mentioned the
“group working process” saying “Sometimes, it was difficult because everyone wants different things.
Thus, we sometimes argued with each other. But we always tried to find a common way out.”, while
another student, Ahmet, said “Actually, when everybody started talking at the same time, we couldn’t
express our ideas well. Everyone had different ideas. One said it was nice, while another said just the
opposite. At that time, we got confused.” Based on these views, it could be stated that certain problems
can be experienced when group works conducted within the context of cooperation are administrated
by students, and these problems could be said to result from the fact that students are not accustomed
to group work but to individual working and learning.

During the face-to-face interviews held with the students, one of the students, Ahmet, mentioned
the assessment process saying “Teacher, you distributed something all the time at the end of each lesson
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and asked us to fill in them. We drew or wrote something there. At that time, | found it a little bit difficult
to do so.”, while another student, Seyda, said “Generally, we did the assignments at the end of the
lesson. We dealt with the papers you distributed to us. Sometimes, | didn’t even take a break. It was
really different. Well, you didn’t ask us to copy the texts in the course book into our notebooks. But to
me, it was difficult.” Depending on these views, it could be stated that the students were not
accustomed to alternative techniques in the assessment processes and that they thus experienced
difficulties.

During the face-to-face interviews held with the students, Adem, one of the students, mentioned
“unusual problems”, saying “Teacher, the activities were very different. We never did anything like that.
When [ first saw the activity, | didn’t know how to do the food catering activity. | didn’t understand how
to do it. | first thought about how to do it. It was difficult for me”, while another student, Halil, said “/
didn’t understand why did things all about helping poor people. Well, it was related to the Life Science
course, but we generally talked about their problems. | got a bit bored actually.” Based on these views, it
could be stated that some of the students had difficulty understanding authentic problems.

The students expressed their thoughts giving concrete examples within the context of associating
the authentic learning process with other courses.

During the face-to-face interviews held with the students, one of the students, Melis, said “/ think it
shouldn’t be used in other courses but just in the course of Life Science. For example, it should never be
applied in math”, while another student, Hakan, said “Sometimes, within the scope of the course of
Turkish Language, we learn what you teach us in the course of Life Science. Thus, it could also be used in
the course of Turkish Language”, while another student, Ece, said “To me, it would be nice in the course
of Science. We do experiments in Science, and we can do real-life things in the course of Science. We can
find useful solutions”. In addition, another student, Enes, said “/ think we can do activities regarding the
subject of helping poor people in the course of Turkish Language. It would really be nice because
everyone will learn about humanistic behaviours... For example, we can do activities like writing down
poems related to helping poor people”, while Derya, another student, said “For example, it would be nice
if our teacher had brought reading comprehension texts related to helping poor people in the course of
Turkish Language”. All these views revealed that most of the students thought real-life problems could
be used especially in the course of Turkish Language. Moreover, there were students giving concrete
examples regarding its use in the courses of Science and Math. Also, it was seen that some of the
students believed it would not be appropriate to use it especially in mathematical courses.

Parents’ Views about Use of Authentic Task-Based Learning Environments in the Course of Life Science

The fourth research question was directed to determine the parents’ views about the use of
authentic task-based learning environments in the course of Life Science. In this respect, interviews
were held with the parents. Figure 2 presents their related views.

Figure 2 demonstrates the parents’ views about the authentic learning process. The parents
expressed their views about the authentic learning process in association with activities, attitudes and
behaviours, and problems. During the face-to-face interviews held with the parents, Can’s parent
mentioned the activities saying “...for example, when he witnesses children in war places on TV, we
always tell him to see how difficult their lives are. He raised his consciousness of such children after he
did these activities together with you in class. He spent a great deal of time doing research via the
Internet regarding homeless children to prepare a leaflet about them. He found related photos, and
these photos influenced him a lot....”, while Yasemin’s parent said “What she saw there had great
influence on her. She told me that those people did not have a house to live in. | was happy for her
because she saw the reality about such people. They had never visited such places before...Previously, my
daughter did not understand me when | told her that there are a number of such poor and helpless
people, but now she understands it better thanks to these lessons. For example, she used to want us to
buy everything she wanted, but now she says to me that there are really poor people.....” In addition,
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Hakan’s parent said “In the past, they didn’t do such different activities. They always used the course
book in class. For example, my son did not know what helping someone is. He knew nothing about public
food houses. But now, he knows about them. He wants us to help those people and to give them our
clothes that we no longer wear...” Based on these views, it could be stated that the parents had positive
views about authentic activities and that the parents thought their children developed values they had
never witnessed before in class such as working cooperatively, recognizing the fact, helping one another
and sharing.

J.I:I.l. th.hld =
hel

Luthentic
Learrang Pro

Probletns

Figure 2. Parents’ views about the authentic learning process.

The parents expressed their views about the students’ attitudes and behaviours within the context
of family, friends and teachers. During the face-to-face interviews held with the parents, Kadriye’s
parent said within the context of family “previously, she used to buy something only for herself when we
gave her some money. She never thought about her brother. She never gave him what she had bought.
She always said it was hers. She learned to share thanks to the course of Life Science. She learned to help
others. She now does things she can do at home”, while Can’s parent said “He never cared about
anything. But he now understands me when | say we don’t have much money. He approves me, but he
didn’t have such a thought before this course... He now says he wants to do his homework with his elder
brother when he comes home. But in the past, he used to spend all his time in his room when he was
home”. These views revealed that the parents believed the students generally developed positive
behaviours thanks to the authentic learning process. Most of the parents with such a view stated that
the students began to demonstrate more attentive behaviours and paid more attention to sharing in
terms of their family relationships when compared to the past.

During the face-to-face interviews held with the parents, Kadriye’s parent said within the context of
friends “In the past, she didn’t used to talk to anyone in class. She had only one friend who she said was
her best friend. She was not good towards boys. | mean she even didn’t want to share her pencil-
sharpener with them. But now, she really has a good social circle. She says she plays games with boys
during breaks and shares her things with them. It doesn’t disturb her when a boy sits near her in class”,
while Dilek’s parent said “Dilek is already a quite well-mannered child. She always got on well with her
friends, and now she does, too”, while Can’s parent said “Can has a dominant character. In the past, he
sometimes had problems with his friends. He used to want his own decisions to be approved all the time.
He always argued with his friends. He always thought that he knew the best. But now, he doesn’t behave
in that way. He has really learned sharing”. According to these views, the parents thought there were
changes in their children’s relationships with their friends. Most of the parents reported that their
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children became more flexible and open to sharing and cooperation and started making friends with the
same and opposite sex when compared to the past, which the parents said they attributed to the
authentic learning process.

During the face-to-face interviews held with the parents, Kadriye’s parent said within the context of
teachers, “For example, in the course of Life Science, she says their teacher Asli taught them how to
socialize and help others. She now focuses more on her lessons. In the past, we had to force to study her
lessons, but now her self-confidence has increased thanks to these lessons.”, while Hakan’s parent said
“She always talks about you. When she comes home, she immediately starts telling us what she did
together with you in class that day. She loves you very much. She also loves her other class teachers”.
Based on these views, it could be stated that the parents thought the authentic learning process
improved their children’s relationships with their teachers.

The parents expressed their views about the problems their children experienced in the authentic
learning process within the context of family-based and student-based problems.

During the face-to-face interviews held with the parents, Melih’s parent said in relation to family-
based problems, “I really do not pay attention to her regarding her school life. She did not ever talk to
me about anything you did together with her in class. We leave home together in the morning. | come
home at eight o’clock in the evening. Sometimes, when | come home, | find her sleeping”, while Seyda’s
parent said “Generally, she studies her lessons with her mother. | have a bit aggressive character, and
she is afraid of me. So, we don’t have such a relationship at all.” In addition, Kadir’s parent said “This
year is really different. He came and talked to me about the things he did in class. | was sometimes
interested, but sometimes, | refused him saying | had a headache. At that time, | told him not to disturb
me. | mean, most of the time, it was like that.” According to these views, some of the parents were
generally indifferent to their children’s school lives, which they thought was a cause of the problems
their children experienced at school.

During the face-to-face interviews held with the parents, Seyda’s parent said in relation to student-
based problems, “my daughter is a naughty child. She can never get on well with her sister at home.
Also, she is sometimes jealous of her friends. | believe she usually does something wrong at school”,
while Beyza’s parent said “she does not talk to me at all. She never tells what happens at school even if |
ask her to talk about her school day. Also, she did not talk about what you did at school. She is a bit
introvert child. | can’t find a way out for that problem.” According to these views, few of the parents
stated that their children had problems, which they attributed to their children’s characters.

Conclusion

Authentic task-based learning environments had positive influence on the students’ attitudes
towards the course of Life Science. In the study, a significant difference was found between the
students’ pre-test scores they received from the Life Science Course Attitude Scale before the
application and their related post-test scores after the application. In this respect, the authentic task-
based learning environments created within the scope of the Life Science Course had positive influence
on the students’ attitudes towards the course.

In the learning processes in the authentic task-based learning environments created within the scope
of the Life Science Course, the students:

e Put higher-order thinking skills into practice. In this process. It was seen that the students mostly
made reasoning by establishing cause-and-effect relationships. In addition, they made comparisons
while producing solutions to problems.

¢ Developed different viewpoints. It was found that the students thought in multi-dimensional manner
by developing different viewpoints about the problem they dealt with. In the study, it was also seen
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that the students mostly made use of imagination while developing different viewpoints about the
problems.

* Frequently shared their real-life experiences. It was found that the authentic context raised their
curiosity and that they often shared their own experiences in class.

e Made reflections. It was revealed that the students made use of their new knowledge about the
authentic context in other situations and thus reflected their thoughts.

* Benefitted from primary sources. It was seen that the students used primary sources like
newspapers and magazines while doing research. It was thus found that the students made use of
more than one source while finding solutions to problems in authentic task-based learning
environments.

e Not only shared their tools in cooperation with one another but also contributed to each other’s
learning. In this respect, it was found that the students undertook responsibility for different tasks
during their group works.

e Conveyed communication out of class. In this respect, it was seen that the students made
associations with real life out of class regarding the solutions to the problems within the authentic
context during the activities.

e Undertook multiple roles. In this respect, it was found that they first undertook various roles and
contributed to the process via group work. Following this, it was seen that the students said they
could undertake different roles to find solutions to the problems.

* Frequently associated the authentic context with their own lives. It was revealed that the problem
within the authentic context triggered the students’ feeling of conscience. For this reason, it was
seen that they internalized the problems as they had been their own problems and that they
expressed their thoughts accordingly.

e Made use of experts’ real-life experiences. In this respect, they visited the public food house and
talked to the authorities there. It was seen that with the help of the experts, the students learned
about the competencies necessary to work for such a foundation in their future lives.

When the students’ views about the use of authentic task-based learning environments were
examined, four main themes were revealed: views about benefitting from Life Science Couse, views
about the activities involving authentic tasks, views about the difficulties encountered, and views
about the use of authentic task-based learning environments in other courses.

The theme of benefitting from the Life Science Course included two sub-themes: “comparison with
the past” and “association with one’s own life”. Regarding the sub-theme of “comparison with the
past”, it was seen that the students compared past applications with the Life Science Course taught
by creating authentic task-based learning environments. In relation to the sub-theme of “association
with one’s own life”, it was found that the students internalized the authentic problems explained
these problems by giving concrete examples from their own lives.

The theme of views about the activities involving authentic tasks was made up of two sub-themes:
“cooperation” and “real-life problems”. Regarding the sub-theme of “cooperation”, the students
were found to enjoy working together. They stated that being a member of a group with friends they
had never communicated before contributed to them a lot. In relation to the sub-theme of “real-life
experiences”, the students reported that in their real lives, they witnessed the authentic things
involved in the activities related to real-life problems.

The theme of views about the difficulties encountered included three sub-themes: “group work
process”, “assessment process”, and “unusual problems”. Regarding the sub-theme of “group work
process”, some of the students stated that they did not agree on the distribution of tasks in their
group and that they experienced difficulties while reaching a consensus. In relation to the sub-theme
of “assessment”, it was seen that the students were not accustomed to alternative assessment
techniques and that they thus experienced difficulties since the focus in previous years was not

much on the dimension of assessment. Regarding the sub-theme of “unusual problems”, the

796



Asli GUNDOGAN, Mehmet GULTEKIN — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 771-832

students pointed out that they had not met authentic tasks before and that they thus found these
tasks different.

¢ In relation to the theme of views about use of authentic task-based learning environments in other
courses, the students stated that real-life problems could be used especially in the course of Turkish
Language. In addition, some of the students gave concrete examples regarding use of these
authentic tasks in the courses of Science and Mathematics. On the other hand, some of the students
thought that especially mathematical courses are not appropriate for such activities.

When the parents’ views about the use of authentic task-based learning environments were
examined, three main themes were revealed: activities, attitudes and behaviours, and problems.

* Regarding the theme of activities, the parents found the activities nice and beneficial. In addition,
some of the parents reported that their children had not done any similar activity before, while some
of the parents stated that the activities carried out in the course of Life Science helped their children
develop certain positive values.

e The theme of attitudes and behaviours included three sub-themes: “family”, “friends” and
“teachers”. In relation to the sub-theme of “family”, the parents stated that the authentic learning
process generally caused positive behavioural changes in the students. Regarding the sub-theme of
“friends”, the parents stated that their children became more flexible and open to sharing and
cooperation and started making friends with the same and opposite sex when compared to the past,
which the parents said they attributed to the authentic learning process. In relation to the sub-
theme of “teachers”, the parents reported that their children talked more about their children at
home and had more positive relationships.

The theme of problems was made up of two sub-themes: “family-based problems” and “student-
based problems”. In relation to the sub-theme of “family-based problems”, it was seen that some of
the parents were indifferent to their children’s school lives and that some of these parents
attributed the problems their children experienced in the authentic learning process to their own
indifference. Regarding the sub-theme of “student-based problems”, it was found that some of the
parents believed that the problems their children experienced were due to their children’s
characters because these parents thought that their children were naught or introvert.

Discussion

At the end of the research process, the students’ attitudes towards the authentic task-based learning
environments created within the scope of the course of Life Science and reflections of these
environments into the learning processes were revealed via their experiences and the views of the
teachers and parents.

In the study, it was found that the authentic task-based learning environments created within the
scope of the elementary school third-grade course of Life Science had positive influence on the
students’ attitudes towards the course of Life Science. As it is known, identifying students’ attitudes
towards a course plays an important role in determining whether that course is taught effectively or not.
Identifying whether students have positive or negative attitudes towards a course allows taking the
necessary precautions during the application (Tavsancil, 2006). In a study carried out by Horzum and
Bektas (2012), it was revealed that authentic learning activities had positive influence on preservice
teachers’ attitudes towards the course of Community Service Practices. Similarly, in another study,
Karakus (2006) reported that constructive learning authentic assessment approaches to teaching the
course of Life Science had positive influence on students’ attitudes towards the course of Life Science.
Lee and Goh (2012), in their stud, pointed out that authentic task-based activities helped students in
early childhood period develop positive attitudes towards school. As can be seen, authentic task-based
learning environments have positive influence on students’ attitudes towards the course of Life Science.

In the study, it was seen that the students made use of higher-order thinking skills in the authentic
task-based learning environments created within the scope of the course of Life Science. Higher-order

797



Asli GUNDOGAN, Mehmet GULTEKIN — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 771-832

thinking skills allow students to process a thought or information by synthesizing, generalizing explaining
that thought or information and by putting forward related hypotheses, drawing conclusions, making
summaries and solving the problems (Collet-Klingenberg, Hanley-Maxwell & Stuart, 2000). In authentic
task-based learning environments, authentic tasks exposed to students are designed in a way to let
them apply a number of higher-order thinking skills. In one study conducted by Keskin (2006), it was
found that authentic learning environments and authentic assessment had positive influence on the
development of elementary school 6th grade students’ critical thinking skills. In another study, Dogan-
Dolapgioglu (2015) reported that the students developed their critical thinking skills and made use of
higher-order thinking skills in learning environments appropriate to authentic learning standards
developed within the scope of the elementary school 5th grade course of mathematics. In addition,
Kearney and Schuck (2006) revealed that authentic task-based activities developed elementary school
students’ higher-order thinking skills. In the present study, it was found that the students used higher-
order thinking skills in coping with the problems included in the authentic tasks. In this respect, this
result could be said to be consistent with the results of other studies reported in related literature.

Students develop different viewpoints rather than viewing a problem from a single perspective by
sharing what they understand from an authentic task (Xiao, Carroll, Clemson & Rosson, 2008). In the
study, it was seen that the students developed different viewpoints regarding the problems and related
solutions in authentic task-based learning environments. In a study carried out by Lowrie (2005) with
one student, it was reported that the authentic task-based games prepared by the researcher allowed
the student to develop different viewpoints. Similarly, the results of another study conducted by
Glrdogan (2014) demonstrated that students developed different viewpoints while dealing with
authentic tasks. In this respect, the findings of all these three studies show that authentic task-based
learning environments help students develop different viewpoints. Also, in the study, it was found that
the students mostly made use of imagination within the scope of developing different viewpoints
regarding the authentic task they dealt with as well as within the scope of multi-dimensional thinking.
On the other hand, according to the results of a study carried out by Akca and Ata (2009), teachers
reported that high school students did not use their imagination or creativity while filling in the
worksheets involving authentic tasks and that their students did not have the capacity of imagination
and creativity. This result does not support the related finding obtained in the present study.

Real-life experiences constitute an important component of authentic learning environments. In a
study conducted by Fox-Turnbull (2006), it was found that elementary school students empathized with
the authentic task, shared their real-life experiences and gave examples from their own lives regarding
the problem and the related solution involved in the authentic task. In another study, Palm (2008)
reported that elementary school students made use of their real-life experiences while suggesting
solutions to the problems involved in the authentic tasks. In the present study, it was seen that the
students frequently shared their own experiences regarding the authentic context. In this respect, the
research results could be said to be consistent with those reported in related literature.

Authentic tasks are considered to be fairly important for the development of students’ levels of
literacy in the course of mathematics as well as for their adapting what they have learned in this course
to their community (Pugalee, Douville, Lock & Wallace, 2002). According to the results obtained in the
present study, some of the students stated that authentic tasks could be used in the course of
mathematics, while some of them believed it would not be good to use these tasks in mathematical
courses. In literature, there are several studies associating authentic tasks with the course of
mathematics. In this respect, the related finding is partly consistent with those obtain in other studies
(Pugalee et al. 2002). Also, according to the results of the present study, most of the students believed
that real-life problems could be used in the course of Turkish Language. Parallel to this finding, Gliner
(2016) reported that elementary school 4th grade students had positive views about the course of
Turkish Language taught using authentic task-based materials. Therefore, the findings obtained in the
present study are parallel to those reported by Giiner (2016).
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In the study, it was revealed that the students found the authentic task-based activities more
entertaining and beneficial when compared to those carried out within the scope of the course of Life
Science in previous years. According to a similar finding reported by Gilrdogan (2014), preservice
teachers thought that authentic tasks made the learning process more entertaining. In this respect, the
results of these two studies are consistent with each other.

In terms of learning, gaining experience and doing observations regarding authentic situations out of
school, authentic task-based learning environments provide teachers and students with a number of
opportunities and complement the learning process effectively (Szczepanski, Malmer, Nelson &
Dahlgren, 2006). Going out of the school context like doing field trips allow learners to face activities
that will provide them with new opportunities (Braund & Reiss, 2006). In their study in which they
observed the behaviours of teachers and students in authentic learning environments, Stein, Isaacs and
Andrews (2004) reported that one of the students they interviewed said “The authentic tasks worked
well... because we joined the business world, and we had the opportunity to make use of the theories
we learned throughout the academic term. It was a good way of applying what we have learned at
school” (p.251). In another study, Szczepanski, Malmer, Nelson and Dahlgren (2006) pointed out that
dealing with authentic tasks rather than just reading the texts in the course book was more useful in
making associations with the real-life out of school. In addition, Fox-Turnbull (2006) reported in their
study that the authentic context requiring the participating students to come together with single-
armed individuals allowed the participants to observe the difficulties experienced by these individuals.
In another study, Hobart (2005) took students to the museums in the city within the scope of creating
authentic learning environments and conveyed learning out of school. In all these studies, the learners
not only established contact with experts and individuals in real life by conveying communication out of
school but also had the opportunity to observe or experience their theoretical knowledge in real life.
Parallel to these findings, in the present study, the students, their parents and the class teacher believed
that vising the public food house and communicating with the people who made use of the services of
the public food house contributed a lot to the students and that practicing what the students had
learned at school raised their awareness of the authentic context. In this study, the students conveyed
communication out of class, benefitted from the experiences of the experts in the public food house by
talking to them and found the opportunity to observe and talk to the people who made use of the
services of the public food house. Also, in the study, it was seen that the students suggested writing a
letter to the President of Turkey within the scope of conveying communication to out of class and going
out of school boundaries and that they wrote that letter. Al these findings could be said to be consistent
with those reported in literature.

In authentic learning environments, the teacher gathers students with different interests, abilities
and characters and allow them to work in small or big groups (Peterson, 2002). In one study carried out
by Fallon and Barnett (2009), the teachers reported that learners should come together and work
cooperatively for a real purpose while establishing authentic learning environments. In this process,
students can cope with the problems by learning what other students in their group understand from
the authentic task. In this way, learning in a group becomes more functional when compared to
individual learning (Blum, 2006). Also, Dennis and O’Hair, (2010) reported that teachers work in
cooperation with each other in the process of authentic teaching in class. In the present study, the
students worked cooperatively throughout the process in the authentic task-based learning
environments. In this respect, the students could be said to contribute to each other’s learning
processes by sharing not only their views and thoughts but also their tools and materials. On the other
hand, in the study, it was seen that some of the students experienced certain difficulties in the process
of group work in terms of cooperation and that some of them disagreed on the distribution of the roles
within the group and thus had difficulty making common decisions. Parallel to this finding, Dogan-
Dolapgioglu (2015) reported via in-class observations that one of the problems in authentic task-based
learning environments was related to social support, and the researchers, in their study, illustrated the
conflicts between the students during group work. This finding obtained by Dogan-Dolapcioglu (2015)
supports the related finding of the present study.
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Slavkin (2004) mentions certain key applications necessary for students to become effective
members of school. Within the scope of these applications, students, their parents and teachers
undertake the responsibility for the learning process together; teachers, administrators, parents and
community members help students with their learning processes rather than just providing them with
information; and teachers and parents not only develop activities to let students establish relationships
between the class and school community but also provide students with the opportunity to reflect their
knowledge and to develop their social identities. In this respect, it is seen that participation of parents is
as much important as that of teachers and students in the teaching and learning processes. According to
Horzum and Bektas (2012), for the development of authentic task-based learning environments,
comprehensive steps should be taken considering the views of teachers, administrators, inspectors and
parents. Parallel to this view, Deveci (2009) points out that activities carried out within the scope of the
course of Life Science will not contribute much to students’ learning unless supported by the family and
that the content of the Life Science Course should thus be supported with the participation of the
family. In this respect, in the present study, parents were asked for their views about the teaching and
learning processes in authentic task-based learning environments created within the scope of the course
of Life Science, and it was seen that the students participating in the study experienced certain problems
based on their parents in the process. These problems were found to be generally due to the parents’
indifference to their children’s education lives. Similarly, in a study carried out by Kilig (2010), it was
revealed that several difficulties were experienced in studies involving family participation within the
scope of the course of Life Science and that these difficulties resulted from lack of families’ support to
their children’s learning at school. This finding reported by Kili¢ (2010) supports the related finding
obtained in the present study.

Consequently, authentic tasks involve situations that students are likely to face constantly in their
real lives. In this respect, use of authentic tasks in the course of Life Science is thought to make the
teaching and learning process effective. The reason is that use of authentic task-based learning
environments in the course of Life Science develops such skills of students as higher-order thinking,
doing research, questioning and working in cooperation. Therefore, it is thought that authentic task-
based learning environments contribute to the objectives of the course of Life Science like helping
students adapt themselves to real life as well as helping them develop their related knowledge, skills
and behaviours.

Suggestions
Based on the findings obtained in the present study, the following suggestions could be put forward:

e The curriculum of the elementary school third-grade course of Life Science could include
explanations and activities regarding the use of authentic tasks in the teaching and learning
processes.

¢ Elementary school teachers could be encouraged to use the components of authentic learning in the
teaching and learning processes within the scope of the course of Life Science. In this respect, in-
service trainings could be given to elementary school teachers in relation to authentic learning. In
this way, teachers could design activities involving authentic tasks.

¢ Within the context of expert performance and model for the establishment of authentic learning
environments, experts could be invited to the class environment for students to benefit from their
knowledge and experiences.

¢ In order to raise parents’ awareness of authentic task-based learning environments, informative
meetings could be held by school administrators and teachers. In this way, it could be possible for
parents not only to take part in the teaching and learning processes but also to share the
responsibility for solving the problems involved in the authentic tasks.

¢ Within the scope of benefiting from the primary source of the students, the teachers should use the
teaching strategies, especially through the research-examination and invention, so that the students
can reach the main source by doing research.
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Tiirkce Suiriim

Giris
21. ylzyilda bireylerin yaraticilik, yenilikcilik, elestirel diisinme, sorun ¢ézme, girisimcilik, isbirligi,
medya okur-yazarligi gibi bilgi ve becerilerle donatilmasi beklenmektedir. Bu baglamda, ¢aga uyum

saglamak icin egitim sisteminin 6nemli bir bileseni olan okullarda da 6grencilere bu becerilerin
kazandirilmasi hedeflenmektedir.

Ogrencinin, egitim sisteminin ana bilesenlerinden biri oldugu disiinildiigiinde; okullarin, 6grencilere
kendi yasam deneyimlerini sinifa tasiyabilecekleri, giincel konularla ugrasabilecekleri, yaparak ve
yasayarak 6grenecekleri, gercek yasam sorunlariyla ugrasabilecekleri olanaklar sunmasi gerekmektedir.
Baska bir deyisle okullarin, dolayisiyla siniflarin, 6grencilerin en iyi bicimde 6grenmelerini saglayacak
nitelikte donatilmasi; 6grenme ortamini onlarin gercek yasamla etkilesimini ve bag kurmalarini
saglayacak bicimde diizenlenmesi beklenmektedir. Bu anlayisi gerceklestirmede yararlanilan otantik
gorev temelli 6grenme ortamlari, 6gretmene gergek yasami sinifa getirme ve 6grencilerin isbirligi icinde
gercek baglamlar yoluyla 6grenmelerini saglama firsati sunmaktadir.

Otantik gorev temelli 6grenme ortamlari, ilkokuldan yuksekogretime kadar egitim kademelerinin
timiinde dgrenme yasantilarinin diizenlenmesinde etkili olarak kullanilabilmektedir. Ozellikle ilkokul
o6gretmenlerinin derslerde otantik gorevleri kimi egitim teknolojilerinden de yararlanarak kullanmasi,
dénemli bir is olarak goriilmektedir (Herrington, Parker & Boase-Jelinek, 2014). ilkokulda &nemli
derslerden biri olan Hayat Bilgisi dersi ile 6grencilerin kendini gerceklestirmelerine olanak saglayan
temel nitelikler kazanmalari yoniinde ilk adimlar atilmaktadir. Dolayisiyla otantik gérev temelli 6§renme
ortamlarinin, Hayat Bilgisi dersinin amaclarinin gergeklestirilmesi ve 6ngorilen kazanimlarin 6grencilere
kazandirilmasinda, ©6grenci merkezli ve yasamla baglantil etkinlikler sunmasi bakimindan etkili
olabilecegi diistintilmektedir. Clinki bu yaklasimda, 6grencilere gercek yagam sorunlarini iceren gérevler
verilmekte ve oOgrencilerden bu goérevlere yonelik yonergeleri yerine getirmeleri beklenmektedir.
Ogrenci, karsi karsiya kaldigi soruna yodnelik ¢dziim &nerileri Giretmek igin cesitli kaynaklardan veri
toplamakta, topladigi verilerden yararlanarak degisik yontemlerle (brosir hazirlama, tiyatro etkinligi,
vb.) soruna ¢b6ziim Uretmeye calismakta; gereksinim duydugunda 6gretmenin ve diger arkadaslarinin
yonlendirmelerine basvurmaktadir. Hayat Bilgisi dersinde bu tiir 6grenme ortamlarinin olusturulmasinda
dersin kazanimlarinin oldukga elverisli oldugu anlasiilmaktadir. Hayat Bilgisi dersinde 6gretme-6grenme
suregleri tasarlanirken, otantik gérev temelli 6grenme ortamlarindan yararlanilmasi; gerek etkinlikleri
herhangi bir otantik baglamla iliskilendirmek ve kazanimlarin edinilmesinde otantik goérevlerden
yararlanmak, gerek Hayat Bilgisi dersinin dogasina uygun bicimde, gercek yasam sorunlarini konu
edinerek islemek gerekse 6grencilerin ¢evrelerindeki sorunlar hakkinda bilgi sahibi olmalari ve sorunlarin
¢6ziimine yonelik gercekgi oneriler getirebilmelerine katkida bulunmaktadir.

Alanyazin incelendiginde otantik 6grenmenin Tirkce dersi (Glner, 2016; Hamurcu, 2016;
Melanhoglu, 2013), Matematik dersi (Dogan-Dolapgioglu, 2015; Palm, 2008), Fen bilimleri dersi
(Gurdogan, 2014; Liljestrom, Enkenberg & Pdllanen, 2015) ve teknolojiyle (Grece &Lee, 2014; Kearney
&Schuck, 2006; Lowrie, 2005; Smeets, 2005) iliskilendirildigi calismalar goériilmektedir. Ancak, Hayat
Bilgisi dersiyle iliskilendirilen bir calismaya rastlaniimamistir. Buna dayali olarak, Hayat Bilgisi dersinde
otantik gorev temelli 6grenme ortamlarindaki 6grenme sireglerinin nasil gergeklestiginin, bu ortamlarin
ogrencilerin derse yonelik tutumlarini nasil etkilediginin ve bu slrecte 6grenci, 6gretmen ve veli
gorislerinin  neler oldugunun belirlenmesine gereksinim duyulmustur. Bu arastirma, bu temel
gereksinimlerden yola gikilarak tasarlanmistir. Dolayisiyla arastirmadan elde edilecek sonuglarin bundan
sonra yapilacak arastirmalara yol géstermesi ve Hayat Bilgisi dersinde otantik gérev temelli 6grenme
ortamlarina yonelik arastirma birikimine katki getirmesi; 6gretmenlerde, 6gretme-6grenme siireglerini
nasil tasarlayacaklarina ve uygulayacaklarina yonelik bakis acisi gelistirmesi ve Hayat Bilgisi dersinin
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o0gretme-6grenme sireglerinin iyilestirilmesine katki saglamasi beklenmektedir. Ayrica arastirma, dersin
etkili olarak islendiginde 6grencilerin Hayat Bilgisi dersine yonelik tutumlarini olumlu yénde etkiledigini
ortaya koymasi bakimindan énemli gériilmektedir.

Hayat Bilgisi Dersi, Kapsam, igerigi

Hayat Bilgisi toplu 6gretim yaklasimina dayal olarak olusturulmus, cocuklara gelisim oOzelliklerine
uygun bicimde yasamla ilgili temel beceri ve aliskanlklar kazandiran, ¢ocuklarin kendilerini ve gevresini
tanimasina yardim eden ve onlarin ¢ok yonli gelismelerini saglayan bir yasam dersidir (Giltekin, 2015).
Bu ders gocugun, yasaminda karsilasabilecegi cesitli sorunlara karsi en uygun secenekleri ortaya
koyabilmesi i¢in onu yagsama hazirlamayi, yasamin iginden olaylarla bu olaylardan hangi sonuglari
¢ikarmasi gerektigini, sosyal insan ve vatandas olarak gorev ve sorumluluklarini hatirlatmakta ve
ogretmektedir (Akinoglu, 2002). Bu tanimlardan da anlasilacagi gibi Hayat Bilgisi, icerigini gercek
yasamdaki konu, olay veya sorunlarin olusturdugu, cocugun icinde bulundugu topluma uyum
saglamasini  kolaylastirmayr amaglayan bir yasam dersidir. Hayat Bilgisi dersi, ¢ocugun
toplumsallasmasini amaglamaktadir (Akdag & Taskaya, 2016). Dolayisiyla gercek yasamla ilgili olan her
sey, bu dersin igerigini olusturabilmektedir. Bu yoniiyle Hayat Bilgisi cocugun, gerek kendisi, gerek ailesi
ve gerek toplumsal yasantisiyla ilgili konulari iceren kapsamli bir derstir.

Ogrencilerin iyi ve etkili vatandas olmalari icin gereksinim duyulan bilgi, beceri ve davranislari
kazanmalarini amaglayan Hayat Bilgisi dersi, 1924, 1926, 1936, 1948, 1968, 1998 ve 2005 ilk6gretim
programlarinin timiinde yer almis (Giltekin, 2015), Hayat Bilgisi dersinin amaglarini gerceklestirmek igin
de ayni yillarda programlar hazirlanmis ve uygulanmistir.

Tirkiye’de 2005-2006 6gretim yilinda uygulamaya konulan Hayat Bilgisi Ogretim Programi g
bélimden olusmaktadir: Birinci béliimde Hayat Bilgisi Ogretim Programi hakkinda genel bilgilere ve giris,
programin vizyonu, temel yaklasimi ve yapisi, 6gretme-6grenme sireci, 6lcme ve degerlendirme alt
basliklarina yer verilmistir. ikinci béliimde; Hayat Bilgisi Ogretim Programi’nin ilk bélimiinde agiklanan
ozelliklere uygun olarak gelistirilen, "birey”, “toplum” ve “doga” olarak belirlenen i¢ ana 6grenme
alanini ayni anda kusatabilen ve birinci, ikinci ve igiinct siniflarda ortak olan “Okul Heyecanim”, “Benim
Essiz Yuvam” ve “Dln, Bugtin, Yarin” temalari, Gglincii bolimde ise kaynakga yer almaktadir (MEB, 2009,
p.5).

Hayat Bilgisi Ogretim Programinda amag, oncelikle &grencilerin temel yasam becerilerini
kazanmalarina ve olumlu kisisel nitelikler gelistirmelerine yardimci olmak olarak belirlenmistir. Bu amag
dogrultusunda, 6grencilerde elestirel ve yaratici diislinme, arastirma, iletisim, sorun ¢ézme, 6z yonetim
vb. beceriler ve 6z saygl, 6z gliven, toplumsallik, dogruluk vb. kisisel niteliklerin gelistirilmek gelistirilmesi
beklenmekte ve program, girisimcilik, 6zel egitim, saghk kalttrt vb. ara disiplinlere 6zgl kazanimlarla
bitunlestirilmektedir (MEB, 2009).

Programda igerigin duzenlenmesinde sarmal program anlayisi ve tematik yaklagim benimsenmistir
(Giiltekin, 2015). Ogretme-d6grenme siirecine bakildiginda; siirecin temalar, ara disiplinler, beceriler,
kisisel nitelikler ve kazanimlar dikkate alinarak tasarlanmasinin éneminin vurgulandigi gorilmektedir.
Ayrica programda Ogrencilerin 6gretme-6grenme siirecine etkin katiliminin Gzerinde durulmus ve
ogretmenlerin 6gretme-6grenme ortamlarini diizenlerken 6grencilerin sahip olduklari degisik 6grenme
stillerinin ve zeka alanlarinin dikkate alinmasinin gerekliligi aciklanmistir (MEB, 2009). Son olarak
programdaki degerlendirme etkinliklerinde yalnizca Uriiniin degil, 6grenme sirecinin izlenmesi lzerinde
durulmus ve degerlendirme 6grencinin bilmediklerini degil bildiklerini ortaya ¢ikarmayi amaglayan bir
arag olarak dustinilmustir (Karabag, 2006).

2005 Hayat Bilgisi Ogretim Programi 2009 yilinda yeniden diizenlenmis; 2009 Hayat Bilgisi Ogretim
Programi yarirlikteyken, Milli Egitim Bakanhgi Talim Terbiye Kurulu Baskanligi tarafindan yeni bir
program gelistirme calismasi baslatilmis ve yeni program, 29.07.2015 tarihinde yurirlGge girmis; son
olarak ise kimi diizeltmeler yapilarak 2018 yilindaki yeni program, “Hayat Bilgisi Dersi Ogretim Programi
(ilkokul 1., 2. ve 3. Siniflar)” adiyla kabul edilmistir.
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Hayat Bilgisi Ogretim Programinda da vurgulandig gibi Hayat Bilgisi, 6grencinin yasamina ydnelik
bilgi ve becerileri iceren bir derstir. Dolayisiyla bu dersin 6grencilere yasamla ilgili bilgi ve beceriler
kazandiracak bigimde islenmesi gerekmektedir. Nitekim 2009 Programinda 06gretme-6grenme
sureclerinde, 6grencinin etkinliklere yonelik deneyim kazanmasi 6nemli gorilmustir (MEB, 2009).
Ogretme-6grenme siirecindeki etkinliklerin, 6grencinin sirasindan kalkmadan pasif bicimde 6grendigi
degil, strece etkin katihmini ve arkadaslariyla isbirligi icerisinde c¢alismasini saglayan, o6grenciyi
arastirmaya sevk eden ve onda merak duygusu uyandiran, gercek yasam deneyimleri sunan nitelikte
olmasi gerekmektedir. Bu niteliklere sahip ©Ogretme-6grenme sireci olusturmayl saglayacak
yaklasimlardan biri ise otantik gorev temelli 6grenmedir.

Otantik Kavrami

Bir kavram olarak “otantik”, Biaylk Tirkce Sozlik’te (TDK, 2017) “eskiden beri mevcut olan
ozelliklerini tastlyan” anlamina gelmektedir. Ancak ilgili alanyazina bakildiginda otantik kavramina farkli
anlamlar yiklendigi gortlmektedir. Otantik kavrami genel anlamda dogru, 6zgiin ya da gercek olan
seylerin ifade edilmesinde kullaniimaktadir (Callison & Lamb, 2004; Wehlage, Newmann & Secada,
1996). Slavkin (2004, p.7) otantik 6grenmeyi “bilginin sosyallik baglaminda olusturulmasi” olarak tek
ciimleyle tanimlamaktadir. Van Oers ve Wardekker’e (1999) gore otantiklik kisisel ilgi ve sosyal degerleri
icermektedir. Buna gore otantiklik, insanin var olusundan beri olmayan, ancak sosyal gelisimi surecinde
edinilmesi gereken bir niteliktir. Stein, Isaacs ve Andrews (2004) gerceklik olarak gordukleri otantikligi,
ogrencilerin bazi alan ve disiplinlere katki saglamalari icin 6grenmenin dogasini kesfetme ihtiyacglarindan
dogan ve onlarin uygulamalarini nasil anladigi ya da gercgeklestirdigini iceren bir kavram olarak
tanimlamiglardir. Albrecht (2012) ise otantik kavraminin 6gretme-6grenme sireglerindeki yaygin
kullaniminin gergekligin kimi boyutlariyla ya da gergek baglam ve durumlarla iliskili oldugunu belirtmistir.
Tim bunlara dayali olarak genel baglamda otantiklik, mevcut olanlardan farkl ve kendine 6zgi olan;
egitsel baglamda ise, sosyallik temeline dayanan ve bireysel ilgi, gereksinim, yetenek ve 6zellikler
cercevesinde bicimlenen bir kavram olarak tanimlanabilir.

Otantik Ogrenme ve Bilesenleri

“Otantik 6grenme” kavrami ve bu kavramin bir strateji olarak 6gretimde kullanimi yeni bir durum
degildir. Otantik 6grenme, cirak yetistirmede kullanilan bir yontem olarak ortaya ¢ikmis; ancak
yetistirilmesi gereken ¢irak sayisinin artmasiyla terk edilmek zorunda kalinmis; daha sonra ise Brown,
Collins ve Duguid’in (1989) calismalariyla tekrar glindeme gelmis bir yaklagimdir. (Bektas & Horzum,
2012). Alanyazinda otantik 6grenmeye yonelik pek cok tanim yapiimistir. Borthwick, Bennett, Lefoe ve
Huber’e (2007) gore otantik 6grenme, 6grencilerin giinlik yasamlariyla iliskisiz gibi gériinen soyut
kavramlar/sorunlar Uzerine yogunlasan ve sosyal kimliklerini nasil gelistireceklerini anlamalarini
amaglayan bir yaklasimdir. Lombardi (2007), otantik 6grenmenin karmasik gercek yasam sorunlarina ve
¢6zimlerine, rol yapma, sorun temelli etkinliklere, durum ¢alismalarina ve bunlarin sanal ortamdaki
uygulamalarina dayal bir yaklasim oldugunu belirtirken, Anderson ve Anderson (2005) ise otantik
0grenmenin Ogrenenlere farkli bakis agilar kazandirdigini ve igerigini Ogrenenlerin kendi yasam
deneyimlerinin olusturdugu 6grenme ortamlari yarattigini belirtmektedir. Yine, Van Oers ve Wardekker
(1999) ise otantik 6grenmeyi, kiiltiirel etkinliklere elestirel bir bakis acisiyla katki getirebilen otantik ve
ozerk bireylerin vyetistirilmesinin amaclandigi, kisilik gelisimi ve kdltiirel etkinliklerin yeniden
yapilandiriimasi sireclerinin dinamik bir iliskisi olarak gormektedirler. Goralduga gibi arastirmacilar
otantik 6grenme tanimini yaparken, bireyin sosyal kimliginin gelistirilmesine, giinliik yasam sorunlari ve
¢o6zimlerine, gercek yasam deneyimlerine ve kiltlrel baglama vurgu yapmislardir. Tim bunlara dayali
olarak otantik 6grenme, igerigini 6grenenin gercek yasamindaki sorunlarin olusturdugu, sosyallik
baglami temeline dayali, 6grenenin Ust dizey diisinme becerilerini kullanmasini gerektiren etkinlikleri
iceren ve gercekci ¢oziimler (iretme ve bu ¢oziimlerden ginliik yasamda yararlanabilmeyi saglayan bir
yaklasim olarak tanimlanabilmektedir.

803



Asli GUNDOGAN, Mehmet GULTEKIN — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 771-832

Otantik 6grenme siireci derinlemesine bilgi edinimine dayal bir surectir ve bu bilgi sorunlarin anlamh
bicimde ¢6ziimiinde kullaniimaktadir (Glatthorn, 1999). Bu siirecgte bilgi, gercek yasam sorunlarina yanit
vermek icin birey tarafindan yapilandiriimaktadir (Grace & Lee, 2014). Ancak, bilgiyi yapilandirma
sirecinde 6grencinin yalnizca gercek yasamdan sorunlarla ilgilenmesi yeterli degildir. Otantik 6grenme
ortamlari farkl bilesenlerin bir araya gelmesiyle olusturulmaktadir. Herrington ve Oliver (2000) ile
Herrington’a (2006) gore otantik 6grenmenin otantik baglam, otantik gérev, uzman modeli, coklu roller
ve bakis agilari, isbirligi, yansitma, agik bicimde dile getirme, birebir yetistirme ve otantik degerlendirme
olmak Uzere dokuz temel bileseni bulunmaktadir. Newmann ve Wehlage (1993) otantik 6grenmenin
bilesenlerini Ust diizey diisinme, derinlemesine bilgi, sinif-yasam etkilesimi, stirekli iletisim ve sosyal
destek olarak agiklamaktadir. Callison ve Lamb (2004) ise, otantik 6grenmenin 6grenci merkezli, farkh
kaynaklar, bilissel giraklik, gergek arastirmalar, yasam boyu 6grenme, ¢oklu degerlendirme ve isbirligine
dayali olmasi gerektiginden s6z etmistir. Gortldigi gibi arastirmacilar, otantik 6grenmenin bilesenlerine
iliskin olarak genelde benzer kavramlara vurgu yapmislardir.

Otantik 6grenmede 6ncelikle otantik baglamin saglanmasi gerekmektedir. Otantik baglamin en temel
niteligi gercek yasam sorunlarini ve ozelliklerini icermesidir (Bektas & Horzum, 2012). Otantik baglamin
Ogretme-6grenme slirecine entegrasyonu, otantik gorevler ile saglanmaktadir. Otantik gorevler,
ogrencilerin karmasik durumlari ¢ézmelerine ve okulda 6grendiklerini gergcek yasamda kullanmalarina
olanak saglayan gorevlerdir (Rule, 2006). Bu gorevler 6grencileri farkli kaynaklardan yararlanmaya tesvik
ederek onlara farkh bakis acilari kazandirmaya yoneliktir (Borthwick et al. 2007; Herrington, 2006;
Reeves, Herrington & Oliver, 2002).

Otantik 6grenmenin gerceklesmesinde, 6grencinin bir otantik etkinligin gerektirdigi tum rolleri
Ustlenmesi ve bunu performansina yansitmasi olduk¢a 6nemli gorilmektedir (Brown et al. 1989). Bu
slirecte Ogrencilerin isbirligi icinde ¢alismalar beklenmektedir; ¢linkii otantik 6grenme, hem 6grencinin
arkadaslariyla isbirligi icinde c¢alismasini hem de toplumdaki bireylerle isbirligini saglamasini
gerektirmektedir (Strimel, 2014). Yine, 6grencilerin 6grendikleri bilgileri yeni durumlarda kullanarak
yansitma yapmalari ve gerek sinif arkadaslariyla gerekse 6gretmenleriyle sirekli iletisimi saglamalari,
otantik 8grenme siirecinin etkili bicimde gerceklemesine olanak saglamaktadir. Uriiniin yani sira siirecin
de degerlendirilmesini iceren otantik degerlendirme (Montgomery, 2002), otantik 6grenme yaklasiminin
benimsendigi 6grenme ortamlarinda basvurulmasi gereken degerlendirme bicimidir. Ozet olarak, otantik
o6grenme yaklasiminda ogrenciler c¢oklu roller Ustlenmekte; Ust dizey disinme becerilerini ise
kosmakta; o©gretmenler ise Ogrencilere model olmakta ve Ogrencilerle sirekli etkilesim iginde
bulunmaktadir. Buna gore, bir 6grenme ortamina yonelik olarak; 6grenme ortami bu bilesenlerden ne
kadarini barindiriyorsa, o kadar otantiktir denilebilir.

Otantik Gorev Temelli Ogrenme Ortamlan

Ogrenme ortamlarinin ozellikleri, 6gretimin nitelikli bicimde gerceklesmesinde olduk¢a &nemlidir.
Etkili 6grenme ortamlarinin olusturulmasinda, etkinliklerin okul ve gercek yasam arasinda bag kurmada
olabildigince otantik olan, farkli igerikler ve gorevlerden olusan yapida sunulmasi gerekmektedir
(Smeets, 2005).

Otantik 6grenmede 0Ogrenciye bas edebilecegi karmasik gorevler sunulmaktadir. “Otantik gorev”
olarak adlandirilan bu gorevler, 6grencilerin karmasik olaylarin (stesinden gelmelerinde ve okulda
ogrendiklerini gercek yasamda kullanabilme ve gereksinim duyduklari bilgi ve becerileri kazanmalarina
olanak saglamaktadir (Rule, 2006). Baska bir ifadeyle otantik gorevler, 6grencilerin kendi deneyimlerine
yonelik anlamlar olusturmalarina yardimci olan gerceklik baglaminda ¢evrelenmis gorevlerdir (Callison &
Lamb, 2004).

Otantik gorevlerin en temel 6zelligi baglamin gercek yasam sorunlariyla ilgili olmasidir. Young (1993,
p.45), otantik gorevlerin icerdigi gercek yasam sorunlarinin su kosullari saglamasi gerektigini ileri
surmektedir:
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e Tam yapilandiriilmamig, karmasik yapili olmahdir.

* Bilgiyi, konuyla iliskili olup olmamasina gore belirleme firsati sunmalidir.

e Sorunu ¢ézmenin yani sira onu tanimlama ve kesfetmeyi saglayan etkin gorevler icermelidir.
e Ogrencilerin inang ve degerlerini igermelidir.

* Kisilerarasi etkinliklere katilma ve isbirligiyle calisma olanagi vermelidir.

Bunlarin yani sira, sorunlar kolay ¢6ziilemeyen, 6greneni zorlayan, 6gretim programindaki dnemli
baglamlarla iligkili olan ve 6grencilere bir arastirma planlama surecinde gereksinim duyacaklari temel
becerileri kazandiran (Levin, Carol & Pierce, 2001), tek bir dogru cevabi olmayan ancak 6grencilerin farkh
yorumlar ve agiklamalar yapmalarini gerektiren (Glatthorn, 1999) nitelikte olmalidir.

En genel anlamiyla otantik gorevler, cocugun gergek yasamindaki sorunlara ve bunlarin ¢dziimlerine
odaklanmaktadir. Bu goérevlerin 6gretme-6grenme sireglerinde kullaniimasiyla otantik gorev temelli
o6grenme ortamlari olusturulmaktadir.

Otantik gorev temelli 6§renme ortamlari disiplinlerarasi yaklasimi temel almaktadir. Bu baglamda
disiplinlerarasi bir anlayisla ele alinan ortamlar, geometri ya da felsefe 6gretilen ortamlar degil; sehrin
yonetildigi, evin insa edildigi, ucagin uguruldugu, biitcenin planlandigl ya da bir cinayetin ¢oézlildugi
gercek yasam olaylarinin konu edildigi 6grenme ortamlaridir (Lombardi, 2007). Bu tir 6grenme
ortamlari, 6grencinin sinif disinda da bir diinya oldugunu fark etmesine ve o diinyay kesfetme istegi
duymasina olanak vermektedir. Otantik 6grenme yaklasimi dogrultusunda olusturulan ders planlari ve
uygulamalari, 6grencilerin elestirel diisinme ve gidilenmelerini destekleyerek bagimsiz 6grenmelerine
olanak saglayan bilissel yaklasimlari icermektedir. Bu ortamlar, 6grencileri isbirligi icerisinde galisma ve
o0grenmeye tesvik etmekte ve karmasik gorevlere ¢ozimler Uretmelerini saglayacak mantiksal gikarimlar
yapmalarini saglamaktadir (Borthwick et al. 2007).

Otantik gorev temelli 6grenme ortamlarinda 6grenciler gercek yasamin karmasasi ve zorluklariyla
iliskili tum0 otantik olan senaryolar, roller, siirecler ve Urinlerle ugrasarak kendilerine verilen gorevi
basariyla tamamlayacak bilgi ve beceriye sahip olduklarini kanitlamaktadirlar. Bunun yani sira 6grenciler,
pasif olarak yanitlari segmek yerine etkin bigimde sorun ¢ézme siirecine katilmaktadirlar (Chun, 2010).
Yine, 6grenciler kendi 6grenme sireglerini olusturmak ve gergek yasamla iliskili olan sorunlara yenilikgi
¢Ozlimler Uretmek igin cesaretlendirilmektedirler (Strimel, 2014).

Hayat Bilgisi Dersi ve Otantik Gérev Temelli Ogrenme Ortamlari

Hayat Bilgisi dersinin, 6gretme-6grenme ortamlarinin dizenlenmesinde; 6grencileri okul disindaki
yasamda var olan sorunlarla karsilastiran ve bu sorunlara gergekgi ¢éziimler Gretmelerini amaglayan,
tartisma sireglerinde (st diizey diisinme becerilerini ise kosmalarina olanak veren, arkadaslariyla
isbirligi icinde galismaya yonlendiren, birden fazla roller (stlenip farkh bakis acilari gelistirmelerini
saglayan etkinlikler iceren 6grenme ortamlarindan yararlanilabilir. Bu tiir ortamlardan biri olan otantik
gorev temelli 6grenme ortamlari, 6grencinin gercek yasamindaki bir sorunu konu edinen ve buna
¢O6zimler Uretmelerini saglayan otantik gorevlerden olusmaktadir. Otantik bir gérev, 6grenciyi sinif
disina gikararak gercek yasami kesfetmesini saglamaktadir. Yine 6grencinin yasadigi yerdeki sorunlari
fark etmesini, bu sorunlara ¢ézimler 6nermesini ve bu silrecte arkadaslariyla isbirligi icerisinde
calismasini gerektirmektedir. Bu yonlyle otantik gorevler, 6grencilerin yasam boyu 6grenme becerilerini
kazanacaklari nitelikteki etkinlikler olarak tasarlanmaktadir.

Otantik gorevler, gercek yasamla ilgili olup, farkh disiplinleri ilgilendiren disiplinler arasi bigimde
sunulmaktadir (Herrington, 2006; Reeves et al. 2002,). Hayat Bilgisi dersinin igeriginin olusturulmasinda
diger derslerle iliskili olma boyutu olduk¢a 6nem tasimaktadir. Karabag (2009,) bu dersin iceriginin hem
mihver ders olarak kabul edilmesi hem de ¢ocuklara yasami bir biitlin olarak 6gretmesi baglaminda diger
derslerle zenginlestirildigini belirtmektedir. Nitekim sosyal bilimlerden ve doga bilimlerinden secilen
konular disiplinler arasi bir anlayisa dayali olarak Hayat Bilgisi dersi ile sunulmaktadir (Saglam, 2015).
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Hayat Bilgisi dersindeki Okul Heyecanim, Benim Essiz Yuvam ve Diin Bugiin Yarin temalarinin amaglarina
bakildiginda, gerek 6grencinin gunlik yasamiyla ilgili oldugu gerekse diger derslerle iliskili bigimde
sunuldugu gorilmektedir. Bu temalarin otantik gérev temelli etkinlik planlari hazirlanarak islenmesi,
Hayat Bilgisi dersinin 6gretme-6grenme sireclerinin iyilestiriimesine katkida bulunabilecek nitelige sahip
gorinmektedir.

Demirel’e (2007) gore 6grenme yasantilari, 6grenenlerin dislinme becerilerini gelistirmeli, onlari
elestirel, sorgulayici ve yaratici disinmeye sevk edebilmelidir. Bu disiinceye paralel olarak, Ust diizey
disiinme becerilerinin gelistirilmesi ve ise kosulmasi, otantik gérev temelli 6grenme ortamlarinin énemli
gerekliliklerindendir (Wehlage et al. 1996). Hayat Bilgisi dersindeki 6grenme vyasantilarinin
diizenlenmesinde, otantik gorev temelli 6§renme ortamlarinin olanaklarindan yararlanilabilir. Bu sayede
gerek 6grenme yasantilar etkili bicimde diizenlenebilir gerekse Hayat Bilgisi dersinin igleyisine farkh
boyutlar kazandirilabilir.

Bu arastirmanin amaci, Hayat Bilgisi dersinde otantik gorev temelli 6grenme ortamlarinin
ogrencilerin derse yonelik tutumlarina ve 6grenme sireglerine yansimalarini belirlemektir. Bu genel
amag dogrultusunda arastirmada su sorulara yanit aranmistir:

e Hayat Bilgisi dersinde otantik gorev temelli 6grenme ortamlarinda gerceklestirilen 6gretimin,
Ogrencilerin Hayat Bilgisi dersine yonelik tutumlarina etkisi nedir?

» Hayat Bilgisi dersinde olusturulan otantik gorev temelli 6grenme ortamlarindaki 6grenme sireci nasil
gerceklesmigtir?

e Ogrencilerin, Hayat Bilgisi dersinde otantik gérev temelli 6grenme ortamlarindan yararlanilmasina
yonelik gorusleri nelerdir?

e Velilerin, Hayat Bilgisi dersinde otantik gorev temelli 6grenme ortamlarindan yararlanilmasina
yonelik gorusleri nelerdir?

Yontem
Arastirmanin Deseni

Arastirma, nitel ve nicel yontemlerin birlikte kullanildigi karma yontem desenlerinden gomili karma
yontem deseni ile tasarlanmistir. Karma yontem, tek bir arastirmaya yonelik arastirma problemini
anlamada hem nitel hem de nicel veri toplama ve analiz etme yontemlerinin kullanilmasi olarak
tanimlanmaktadir (Creswell, 2005). Gomiili karma yéntem deseni ise, tek veri setinin yeterli olmadigi,
farkh sorularin yanitlanmasi gerektigi ve her farkh tipteki sorunun farkh veri seti gerektirdigi durumlarda
kullaniimakta (Creswell & Plano Clark, 2014) ve gomlii deneysel ve gémiili iliskisel desen olmak lzere
ikiye ayrilmaktadir (Creswell & Plano Clark, 2007). Bu arastirmada, gomili deneysel desen modeli
benimsenmistir.

GOmiuli deneysel desen modeline nicel veriler deneysel desenin temel sorusuna, nitel veriler ise
(uygulama 6ncesi, sonrasi ya da sirasinda) deneysel siirecle baglantili olan arastirmanin ikincil sorusuna
yanit aranmasinda kullanilmaktadir (Creswell & Plano Clark, 2014). Bu arastirmada da zayif deneysel
desenlerden tek grup ontest-sontest desen kullaniimistir. Bu kapsamda arastirma siirecinde denel islem
oncesinde ve sonrasinda nicel Olglimler yapilarak zayif deneysel sireg¢ gercgeklestirilmis, denel islem
sireci ise gozlem ve gorlismelerden elde edilen nitel verilerle desteklenmistir. Arastirmaya, 6grencileri
tanimak ve kameraya alismalarini saglamak amaciyla deneme c¢ekimlerinin yapilmasiyla baslanmistir.
Daha sonra Hayat Bilgisi dersine yonelik tutum olgegi uygulanmis ve sinif i¢ci uygulamalar
gerceklestirilmistir. Sinif ici uygulamalar sirasinda dersler kamera ile kayit altina alinmistir. Hayat Bilgisi
dersinde gerceklestirilen uygulamalarin ardindan Hayat Bilgisi dersine yonelik tutum olgegi son test
olarak uygulanmistir. Ogrenciler, sinif dgretmeni ve veliler ile gdriismeler yapilmis, arastirma siireci
boyunca arastirmaci tarafindan arastirmaci glinligu tutulmustur.
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Katilimailar

Arastirmanin uygulama asamasi, 2015-2016 Ogretim yili giiz doneminde Usak ilinde orta sosyo-
ekonomik duzeydeki bir okulun 3-A sinifinda 6grenim goren toplam 20 6grenci ile gergeklestirilmistir.
Arastirmanin katilimcilarinin belirlenmesinde amagli 6rnekleme yontemlerinden olgit 6rnekleme
yontemi kullanilmistir. Olgiit drneklemede drneklem igin belirlenen &lciiti karsilayan birimler (nesneler,
olaylar, vb.) 6rnekleme alinmaktadir (Blyukoztirk, Kilic Cakmak, Akgiin, Karadeniz & Demirel, 2012). Bu
baglamda, arastirmada katihmcilarin belirlenmesinde; okul miudiri, sinif 6gretmeni ve velilerin
arastirmaya sicak bakmasi ve sinifta video kaydi alinmasina izin vermesi, velilerin ve 0Ogrencilerin
arastirma sirecine katilmaya goniilli olmasi, segilen sinif mevcudunun etkinlik planlarini uygulamaya
elverigli olmasi Olgutleri temel alinmistir. Bu o&lgltler dikkate alinarak okul mudiriyle ve 3. sinif
O0gretmenleriyle goriuslilmus, 6lgltlerin timand 3-A sinifinin karsiladigi anlagilinca arastirma 3-A sinifinda
gerceklestirilmistir.

Arastirmanin yapildigi siniftaki 6grencilerin 11’i erkek, 9’u kizdir. Ogrencilerin biylk cogunlugu 2
kardes olup, ailede 4 kisi yasamaktadirlar. Ogrencilerin anne ve babalari genellikle ilkokul mezunudur.
Ogrencilerin ¢ogunun ailesi 1300 TL gelire sahiptir. Arastirmaya katilan 6grencilerin anneleri genellikle ev
hanimi, babalari ise genellikle isgidir.

Veri Toplama Araglari

Gozlem formu: Hayat Bilgisi dersinde otantik gérev temelli 6g§renme ortamlarinin 6zelliklerinin ve bu
ortamlarda Ogretimin nasil gergeklestiginin belirlenmesine yonelik nitel veriler goézlem vyoluyla
toplanmistir. Ayrica sinifta yapilan etkinlikler sliresince 6grenciler grup halinde ¢alismislardir. Dolayisiyla
arastirmaci, 6grencilerin grup calismasindaki etkilesimini ve konusmalarini eksiksiz bicimde kaydetmek
icin ses kayit cihazi kullanmistir. Bu kapsamda arastirmada toplam dort ses kayit cihazi kullanilmistir.

2015-2016 egitim-6gretim yili gliz doneminin ilk haftasinda uygulamanin gerceklestirilecegi sinifta
arastirmaci tarafindan sabit kamera ile deneme gekimleri yapilmistir. Deneme ¢ekimleri 3 ders saatinde
gerceklestirilmistir. Yapilan deneme c¢ekimleri incelenerek kameranin nerede durmasi ve nelere
odaklanilmasi gerektigi kararlastirilmistir. Deneme ¢ekimleri ile 6grencilerin ders sirasinda video kaydi
alinmasina alismalari ve dogal ortamin saglanmasi amaclanmistir.

Deneme cekimleri tamamlandiktan sonra 6 haftalik strecte uygulama gerceklestirilmistir. Asil
uygulama siirecinde toplam 15 ders saati olmak tzere toplam 600 dakika gdzlem yapilmistir.

Goriisme formu: Bu arastirmada 6grencilerin, velilerin ve sinif 6gretmeninin otantik gorev temelli
o6grenme ortamlarindaki 6gretimin nasil gercgeklestirildigine yonelik gorislerinin belirlenmesinde yari
yapilandiriimis gorisme formundan yararlanilmistir. Bu baglamda Ogrencilerin, velilerin ve sinif
O0gretmeninin Hayat Bilgisi dersinde otantik gérev temelli 6grenme ortamlarindan yararlanilmasina
yonelik gorislerini ortaya cikarabilecek olan 6 gorisme sorusu yazilmistir. Gorisme sorulari
hazirlanirken bir sinif 6gretmeninden goérts alinmis; otantik 6grenmeyle ilgili yapilan arastirmalar
incelenmistir. Taslak olarak hazirlanan formlar Hayat Bilgisi Egitimi alanindan 2, Sinif Ogretmenligi
alanindan 2 ve Tirkge Egitimi alanindan bir uzmana goénderilmistir. Uzmanlardan gelen donditler
dogrultusunda formlara son bigimi verilmistir. Gorlismeler, 2015-2016 egitim-6gretim yili gliz déneminin
son iki haftasinda gergeklestirilmis ve ses kayit cihazi ile kayit altina alinmistir. Bu siiregte sinif 6gretmeni
ve 6grencilerin timiyle gorisiilmis; velilerden 6 tanesi gorismeyi kabul etmemis ve toplamda 14 veli
ile gorisiilmistir. Gergeklestirilen gériismeler toplam 214.87 dakika siirmistiir. Ogrencilere yénelik
gorisme sorularindan bazilari “Hayat Bilgisi dersinin gercek yasamdan sorunlarla islenmesine yonelik
olarak ne dislinliyorsun?, Hayat Bilgisi dersinde yaptigimiz etkinliklere iliskin ne dlslnlyorsun?
Hangileri hosuna gitti? Hangileri gitmedi?” ve velilere yo6nelik gorisme sorularindan bazilarn
“Cocugunuzun Hayat Bilgisi Dersinde yaptigi etkinliklerle ilgili ne distinliyorsunuz?, Hayat Bilgisi dersinin
gercek yasamdan sorunlarla islenmesinin ¢ocugunuza ne gibi yararlari oldu? Bu siiregte ¢cocugunuz sorun
yasadi mi?” bigcimindedir.
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Etkinlik planlari: Etkinlik planlarinin hazirlanmasi sirecinde ©ncelikle Hayat Bilgisi dersinin Okul
Heyecanim ve Benim Egsiz Yuvam temalarindaki kazanimlar incelenerek toplam 13 kazanimin arastirma
kapsamina alinmasina karar verilmistir. Daha sonra belirlenen kazanimlari kapsayacak, otantik
o6grenmenin bilesenlerini yansitacak ve 6grencileri isbirligi icinde calismaya sevk edecek bir Otantik
Gorev Yonergesi yazilmistir. Otantik Gorev Yonergesinin konusu “Yardima muhtac insanlara yardim etme
ve Usak Asevi‘ne destek olma” olarak belirlenmistir. Yonerge 6grencileri uygulama siireci boyunca
otantik gorevlerle karsi karsiya getirecek, yakin ¢evrelerinde bir sorunla yiizlesme ve ¢6ziim Onerileri
getirmelerine olanak saglayacak nitelikte hazirlanmistir. Son olarak segilen kazanimlar igin konu alanlari
belirlenmis; etkinlik planlari yazilmis ve dersler Otantik Gorev Yonergesindeki olayla iliskilendirilerek

» u

islenmistir. Konu alanlari; “benzerlikler ve farkhiliklar”, “duyarliliklara saygi ve arkadas iliskileri”, “okul

kurallari ve sinif esyalarinin kullanimi”, “milli bayramlar, 6zel gilinler ve kutlamalar” ve “dirustlik, grup
calismasi ve barinma” olarak belirlenmistir.

Planlar hazirlanirken 6grenci dizeyine uygunluk, etkin katihm ve isbirliginin saglanmasi, sosyal
baglam, diger derslerle iliskili olma gibi oOlgltler géz 6niinde bulundurulmustur. Dersler islenirken
ogretme-6grenme siiregleri cesitli yontem ve tekniklerle zenginlestirilmis; bu kapsamda tartisma, 6rnek
olay metinleri, rol yapma, soru-yanit vb. yontem ve tekniklerden yararlanilmistir. Ayrica dersler boyunca
zaman zaman glincel olaylar, fotograflar, karikatiirler vb. materyaller de sinif ortamina getirilmis, power-
point sunulari ve 6grenciler igin calisma kagitlari hazirlanmistir.

Kisisel bilgi formu: Arastirmaya katilan 6grencilerin ve velilerin kisisel 6zelliklerini ortaya koymak igin
arastirmaci tarafindan kisisel bilgi formu hazirlanmistir. Kisisel bilgi formunun hazirlanmasinda uzman
gorislerinden yararlanilmistir. Form o6grencilerin cinsiyetlerine, kardes sayilarina, ailedeki birey
sayllarina, aylik ortalama gelirlerine, anne ve babalarinin 6grenim durumlari ve mesleklerine yonelik
bilgileri belirlemeye yonelik olarak hazirlanmistir.

Arastirmaci giinliigii: Arastirmaci uygulama 6ncesi, uygulama sirasi ve uygulama sonrasinda yansitici
ginlik tutmustur. Gunlikte yapmay planladigi ve yaptig ¢alismalardan, siirecin nasil islediginden,
yasadigl sorunlardan ve bu sorunlara yonelik ¢dziim onerilerinden bahsetmistir. Arastirmaci glinligiin
bulgularin desteklenmesi amaciyla kullanilmistir.

Hayat Bilgisi Dersine Yénelik Tutum Olgedi: Arastirmada Hayat Bilgisi dersinde otantik gérev temelli
o6grenme ortamlarinin olusturulmasinin 3. Sinif 6grencilerinin tutumlarina etki edip etmediginin
belirlenmesinde tutum 6lgeginden yararlaniimistir. Bu kapsamda, arastirmada Bektas (2007) tarafindan
gelistirilen Hayat Bilgisi Dersine Yonelik Tutum Olgegi kullaniimistir. Gegerlik ¢alismasi sonunda toplam
10 maddenin yer aldigi 3 faktérden olusan ve faktoérlerin agikladiklari toplam varyansin % 51.00 oldugu
bulunmus; glvenirlik galismasi kapsaminda ise 6lgegi olusturan boyutlarin sirasiyla .61, .54 ve .36 i¢
tutarhhk katsayisina sahip oldugu, bunun yaninda 6lgegin toplam glivenirlik katsayisinin ise .63 oldugu
bulunmustur (Bektas, 2007). Gegerlik ve glivenirlik calismalari sonunda 6lcegin “Hayat Bilgisi Dersinden
Zevk Alma”, “Hayat Bilgisi Dersi ile ilgilenme” ve faktér “Hayat Bilgisi Dersinin Gerekliligine inanma”
olmak tizere 3 faktor ve toplam 10 maddeden olustugu belirlenmistir.

Denel islem

Arastirmanin denel islem siireci toplam 6 hafta sirmustir. Uygulamanin son bir saati ise Hayat Bilgisi
dersine yonelik tutum o6lgeginin uygulanmasina ayrilmistir. Denel islem siireci arastirmaci tarafindan
otantik gorev yonergesine uygun olarak hazirlanan etkinlik planlarinin uygulanmasiyla baslamistir.
Etkinlik planlari hazirlanirken 6grencilerin derste etkin olmasina 6zen gosterilmis, her ders mutlaka
gorseller ya da videolarla desteklenmis, calisma kagitlari dagitilmistir. Etkinlik planlari, her derse farkl bir
etkinlik gerceklestirmeye yonelik olarak hazirlanmistir. Bu etkinlikler hem kazanimlarla hem de otantik
gorevlerle iliskilendirilmistir. Bu baglamda sinif i¢i etkinlikler genellikle bir soruna ve 6grencilerin bu
soruna yonelik ¢ézimler Gretmeleri icin hazirlanmistir. Bu siirecte gruplar éncelikle etkinlige yonelik
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sorunu, nedenlerini ve sonuglarini belirlemisler daha sonra ise ¢6ziim Onerileri sunmusglardir. Bu
¢alismalarda kimi zaman gruplardan sunum yapmalari istenmistir. Yapilan sunumlarda gruplarin
birbirlerini elestirmeleri saglanmig ve tartisma etkinliklerine yer verilmistir. Degerlendirme siireci her
dersin sonunda arastirmaci tarafindan hazirlanan degerlendirme formlarinin 6grencilere dagitiimasiyla
gerceklestirilmistir. Bunlar genellikle 6z degerlendirme formu, akran degerlendirme formu, acik uglu
sorular, yapilandiriimis grid, gézlem formundan olusmustur.

Verilerin Analizi

Arastirmada Hayat Bilgisi dersinde otantik gorev temelli 6grenme ortamlarinda gergeklestirilen
o6gretimin, 6grencilerin Hayat Bilgisi dersine yonelik tutumlarina etkisini belirlemek amaciyla Hayat Bilgisi
dersine yonelik tutum 6lgegi 6n test-son test olarak uygulanmistir. Bunun sonucunda, elde edilen veriler
SPSS 17.0 paket programindan yararlanilarak analiz edilmistir. Verilerin, Kolmogorov Smirnov (p=.20),
Shapiro Wilk (p=.57) degerleri goz o6ninde bulunduruldugunda ve normal dagilim egrisi dikkate
alindiginda, normal dagildigi belirlenmistir. Bu baglamda, verilerin analizinde parametrik testlerden olan
t testinden yararlaniimistir.

Nitel verilerin analizinde ise betimsel analiz teknigi kullanilmistir. Bu yaklasima gore elde edilen
veriler, daha dnceden belirlenen temalara goére 6zetlenmekte ve yorumlanmaktadir. Betimsel analiz dort
asamadan olusmaktadir (Yildirm & Simsek, 2011):

Betimsel analiz igin bir ¢erceve olusturma: Arastirma sorularindan, kavramsal cerceveden ya da
gorisme ya da gozlemde yer alan boyutlardan yola ¢ikilarak bir ¢ergeve olusturulmakta ve buna gore
verilerin hangi temalar altinda sunulacagi belirlenmektedir. Bu arastirmada arastirmanin ikinci sorusuna
yonelik olan cergeveyi, otantik 6grenmenin bilegenleri olusturmaktadir. Arastirmanin Uglinci ve
dordiinci sorusuna yonelik olan gerceveyi ise yari yapilandiriimis goriisme formundaki boyutlar
olusturmustur.

Tematik cerceveye gére verilerin islenmesi: Bu asamada verilerin tanimlama amaciyla segilmesi,
anlamli ve mantikli bicimde bir araya getirilmesi s6z konusudur. Arastirmada 6ncelikle video kayitlarinin
dokimi yapilmistir. Gézlemlerden sonra video kayitlari arastirmaci tarafindan tek tek izlenmis; 865
dakikalik video kaydinin dokimi yapilarak analize alinmistir. Bu analizlerden elde edilen veriler,
arastirmanin cergevesini olusturan temalarin altina yerlestirilmistir. S6z konusu islemin dogrulugunu
sinamak igin bir uzmandan yardim alinmig, uzmanin video kayitlarinin bir bélimiini bilgisayar ortamina
gecirmesi istenmistir. Arastirmaci ve uzman tarafindan yapilan doékimlerin ¢ogunlukla uyusmasi
sonucunda dokiim isleminin giivenilir bicimde gerceklestirildigi belirlenmistir. Benzer bicimde 6grenci,
sinif 6gretmeni ve velilerle gorismeler de dokilmis ve yari yapilandirilmis gériisme formlarinda yer alan
boyutlara gére temalandirilmistir. Ogrenci riinleri de ayrintili olarak incelenmis ve daha &nceden
olusturulan kodlarla iliskilendirilmistir.

Bulgularin tanimlanmasi: Bu asamada veriler tanimlanarak gerekli yerler dogrudan alintilarla
desteklenmektedir. Bu arastirmada da verileri desteklemek amaciyla goézlem, gériisme, Ogrenci
materyalleri ve arastirmaci glinliglinden dogrudan alintilar yapilmistir.

Bulgularin yorumlanmasi: Tanimlanan bulgularin agiklandigi, iligkilendirildigi ve anlamlandirildig
asamadir. Arastirmaci bu asamada bulgular arasindaki iligkileri agiklamak amaciyla yorumlar yapmistir.

Arastirmanin Gegerligi ve Giivenirligi

Glvenirlik, bir aracin her 6lgmede birbirine yakin sonuglar vermesiyle (Balci, 2006) gegerlik ise
arastirma sonugclarinin dogruluguyla ilgilidir (Yildinm & Simsek, 2011). Nitel ve nicel veri toplama
sureclerinin birlikte gerceklestirildigi bu arastirmada nicel verilerin toplanmasinda Bektas (2007)
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tarafindan gelistirilen Hayat Bilgisi Dersine Yoénelik Tutum Olgegi kullaniimistir. Olgegin giivenirligi,
uygulama sirasinda elde edilen verilerle hesaplanmistir. Buna yodnelik Cronbach Alpha katsayisi
hesaplanmis, 6lgegin toplam glvenirlik katsayisinin ise .61 oldugu bulunmustur. Buna dayali olarak
olcegin glivenilir bir yapiya sahip oldugu séylenebilir.

Arastirmada nitel verilerin toplanmasi asamasinda gozlem ve gorisme tekniklerinden
yararlanilmistir. Alanyazinda nicel ve nitel arastirmalarin temele aldiklari varsayimlarin birbirinden farkh
olmasindan dolayi, bu iki arastirma yonteminin gecerlik ve givenirlik tanimlarinin da farkli olmasi
gerektigine yonelik gorusler vardir. Bu baglamda, Lincoln ve Guba (1985), nitel arastirmalarin gegerlik ve
guvenirligi icin ‘dogruluk’ terimini kullanmis (cite in: Sencan, 2005) ve dogrulugun ise inandiricilik,
aktarilabilirlik, tutarhhk ve teyit edilebilirlik olmak Uzere dort kriter gergevesinde saglanabilecegini
belirtmistir. Bu arastirmada inandiricilik kapsaminda uzun siireli etkilesimi saglamak icin yaklasik 3 aylik
bir veri toplama stireci gercgeklestirilmistir. Bu slirecte arastirmaci ortamda bulunarak 6grencilerle yakin
iliskiler kurulmus ve derinlemesine bilgi toplanmistir. Veri toplama sirecinde birden fazla veri toplama
araci kullanarak elde ettigi verilerin birbirini desteklemesi ve dogrulamasini saglamistir. Aktarilabilirligin
saglanmasi amaciyla arastirmanin tiim asamalari ayrintili bicimde betimlenmistir. Arastirmaci arastirma
raporunu yazarken gozlem ve goriismelere yonelik elde ettigi temalar ve alt temalari dogrudan alintilarla
desteklemistir. Tutarlili§in saglanmasi amaciyla gdzlem siirecine yonelik veriler, video kaydi alinarak elde
edilmistir. Gorlismeye yonelik veriler ses kayit cihaziyla kayit altina alinmigtir. Son olarak teyit
edilebilirligin saglanmasi amaciyla d6ncelikle arastirmaci arastirmanin tiim siireclerinde yansiz bir tavir
sergilemistir. Arastirma verilerinin bir kismi baska uzmanlara verilmis ve analiz yapmalari istenmistir.
Uzmanlarin yaptiklari analizlerle arastirmacinin yaptigi analizlerin paralellik gbstermesi sonucunda teyit
edilebilirlik saglanmistir.

Tim bunlara ek olarak arastirmada yari yapilandirilmis gérismelerden elde edilen verilerin glvenirlik
¢alismasi kapsaminda, 6grencilere ve velilere yonelik verilerin her birinden ayri ayri % 25.00’lik bir bolim
alinmis; bu bolimler bir uzmana sunulmus ve bu verileri kodlayarak temalastirmasi istenmistir. Uzman
gorisl alindiktan sonra arastirmaci ve uzman bir araya gelerek gérus ayriligi yasadiklari temalar Gizerinde
tartismis ve gorus birligine varmistir. Temalarin tutarliliginin hesaplanmasi icin Miles ve Huberman'in
(1994) gorus birligi formlu [(P= gorus birligi/ goris birligi + gorus ayriligl) x 100] kullanilmistir. Buna gére
gorisme verilerinin analizinde 6grencilere yonelik olarak .90, velilere yonelik olarak ise .93 oraninda
goris birligine varilmistir. Boylece goriisme verilerinin analizinde givenirlik saglanmistir.

Arastirmada denel islem boyunca, denel islem sireci video kamera ile kayit altina alinmistir.
Uygulamanin glvenilirligini belirlemek igin, iki alan uzmani 600 dakikalk video kayitlarindan 200
dakikasini izleyerek hazirlanan goézlem formunu ayri ayri doldurmuslardir. Uzmanlarin puanladiklar
derslerin benzer sonuclar gosterdigi ortaya ciktigindan yapilan uygulama glvenilir olarak kabul
edilmistir.

Bulgular

Otantik Gorev Temelli Ogrenme Ortamlarinin Ogrencilerin Hayat Bilgisi Dersine Yonelik Tutumlarina
Etkisine Yonelik Bulgular

Hayat Bilgisi Dersine Yénelik Tutum Olgegi uygulamanin basinda ve sonunda 6n test- son test olarak
uygulanmis, égrencilerin dlgekten aldiklar puanlardaki farklilasmaya bakilmistir. Ogrencilerin 8lcekten
aldiklari puanlarin anlamh olup olmadiginin belirlenmesinde t testinden yararlanilmistir. Elde edilen
bulgular Tablo 1.’de sunulmustur.

Tablo 1.

Ogrencilerin Tutum Olgedine Yénelik On-test ve Son-test Puanlari
Ogrenci Gruplan N X Ss t Sd p
On test 20 233 .12 -2.71 19 .01
Son test 20 2.57 .28
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Tablo 1.'de gorildigi gibi 6grencilerin 6n-test ve son-test puanlari arasinda anlamli bir farklilik
gorulmektedir. Buna gore otantik gérev temelli 6grenme ortamlarinin, 6grencilerin Hayat Bilgisi dersine
yonelik tutumlarini olumlu yénde arttigi sylenebilir.

Hayat Bilgisi Dersinde Olusturulan Otantik Gorev Temelli Ogrenme Ortamlarindaki Ogrenme
Siireglerinin Nasil Gergeklestigine Yonelik Bulgular

J)

Hayat Bilgisi dersindeki otantik gérev temelli 6grenme ortamlarinda “benzerlikler ve farkhliklar
konu alanlarina yénelik gergeklestirilen uygulama: 2 saatlik bu derslerde arastirmaci fiziksel 6zellikler,
insanlar arasindaki benzerlikler ve farklliklar Gizerinde durmustur. Daha sonra konuyu gergek yasamdan
sorunlarla iliskilendirerek 6grencilerin dikkatini ¢ekmis ve onlari otantik bir baglam ile karsi karsiya
getirmistir. Derslerin otantik baglamla iliskilendirilmesi kapsaminda arastirmaci, 6grencilere bir cocugun
varlik ve yoksulluk icindeki iki fotografini dagitarak, onlari gercek yasamdan bir sorun ile karsilastirmistir.

Gergeklestirilen sinif ve grup tartismasi siiregleri incelendiginde, otantik 6grenmenin su bilesenlerinin
ortaya c¢iktig1 gérialmustir:

o Ust diizey diisiinme
e Farkh bakis agisi gelistirme

Arastirmaci “Gocuklar size dagittigim fotografi grup arkadaglarinizla birlikte inceleyin. Bu ¢ocuk neler
yasamista bu duruma gelmis, bunu tartisin” (V.K.,5.10.2015, 33.29) diyerek 6grencileri grup ¢alismasina
yonlendirmistir. Bu baglamda 6grencilerin tartisma sidrecinde lst dizey disiinme becerilerini ise
kosmalarina yonelik olarak gerceklesen diyaloglar su sekildedir:

Adem : Savas ¢ikmis.
Arastirmaci: Nasil etkilemis savas?
Melih : Savas oldugunda evlerine falan zarar gelmistir. (V.K., 6.10.2015, 21.43)

Melih, savas durumunda evlerin zarar gorebilecegini séylemis dolayisiyla neden-sonug iliskisi kurarak
aciklamigtir.

Adem: Babasi isyerinden kovulmus olabilir. Bankadaki borglarini 6deyememis ve evlerindeki
malzemeleri almislardir belki 6gretmenim. Evden atilmis olabilirler. Kiracilarsa kirayl 6deyememislerdir.

Seyda: Babasi engellidir belki. Calisamamistir, para kazanamamistir. (V.K., 6.10.2015, 23.20)

Adem, fotograftaki cocugun durumunu babasinin isten kovulmasiyla iliskilendirerek; Seyda ise
babasinin engelli olmasina baglayarak agiklamistir.

Otantik gorev temelli 6grenme ortamlarinda 6grenciler ilgilendikleri sorunun farkli noktalarina
odaklanmaktadirlar. Bu baglamda, 6grencilerin tartisma sirecinde farkh bakis agilari gelistirmelerine
yonelik olarak gerceklesen diyaloglar su sekildedir:

Melih: Ben olsam baska bir llkeye giderdim ne gizel.
Adem: Nasil gideceksin paran olmadan?
Melih: Otostop cekerek giderdim, degisiklik olur hem. Orada ¢alisirdim. is bulurum elbet.

Adem: Sagmalama oglum ya. Benim hi¢ akhma gelmez vallahi. (grup ses kaydi, Uglincu grup,
6.10.2015)

Bu diyalogda Melih’in sorunun ¢6ziimiine yonelik olarak getirdigi oneri, Adem tarafindan farkl
bulunmusgtur. Bu durum arastirmaci giinliigiinde s6yle belirtilmistir:

“..Ogretmenlik yapmak gercekten zor bir ismis. Bunu simdi daha iyi anliyorum. Keyifli tabi ki ama
cocuklarin ¢ok farkli ozellikleri var. Cok degisik seyler sdyleyebiliyorlar. Sasirip kaliyorum. Hayal gigleri
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¢ok genis. Bir olaya farkli agilardan bakma konusunda iyi olduklarini diistinllyorum. Tartisma sirecinde
birbirleriyle olan diyaloglarina bakiyorum. “bu sonuca nasil vardi ki? Benim bile aklima gelmezdi” diye
daslniyorum kimi zaman...” (7.10.2015, arastirmaci guinlig)

Arastirmaci glnlGginde belirtildigi gibi 06grenciler, bir konuya tek bir boyuttan degil, farkl
noktalardan bakabilmislerdir. Bu baglamda 6grencilerin farkli bakis acilari gelistirdikleri séylenebilir.

“Benzerlikler ve Farkhhklar” konu alanlarina yonelik olarak islenen derslerin degerlendirme siirecinde
6z degerlendirme formu kullanilmistir. Bu form ile 6grenciler kendilerini degerlendirmislerdir. Formlar,
arastirmaci tarafindan tek tek incelenmis ve 6grencilere doniitler verilmistir. Buna gore genel olarak
ogrencilerin kazanimlari edindikleri soylenebilir.

“Benzerlikler ve Farkliliklar” konu alanlarina yonelik olarak islenen derslerde 6grenciler gergek
yasamda olabilecek bir sorunla karsi karsiya gelmislerdir. Arastirmacinin dagittigi fotograftaki ¢ocugun
fiziksel degisimi anlamlandirmak icin grup tartismasi yapmis; sorunu belirleme ve ¢oziime yonelik
oneriler gelistirme sireglerinde otantik 6grenmenin temel bilesenlerinden olan Ust dizey disiinme
becerilerini ise kosmuslardir. Bu kapsamda grup ¢alismasi ve tartisma sireclerinde neden-sonug iliskisi
kurarak ¢ikarimda bulunmuslardir. Bu derslerde 6grenciler karsilastiklar otantik goreve yonelik farkl
bakis acilari gelistirmis, sorunu kendi zihinsel yasamlarinda anlamlandirmis ve sorunun degisik
boyutlarini ele almislardir. Bu baglamda otantik 6grenmenin gerekliliklerinden biri olan farkli bakis agilari
gelistirmede basarili olmuslardir.

Hayat Bilgisi dersindeki otantik gérev temelli 6Ggrenme ortamlarinda “duyarhiliklara saygi ve arkadas
iliskileri” konu alanlarina yénelik gergeklestirilen uygulama: 2 saatlik bu derslerde 6ncelikle arastirmaci
dgrencilere baskalarinin duyarliliklarina saygili olmakla alakali olan bir karikatiir géstermistir. Ogrenciler
karikatur ile ilgili tartismislar ve dislincelerini birbirleriyle paylasmislardir. Derslerin otantik baglamla
iliskilendirilmesi kapsaminda ise yemek fabrikasi etkinligi yapmislar ve el brosiirii hazirlamislardir. Bu
etkinlikte gruplar oncelikle neden bir yemek fabrikasi kurmak istediklerini anlatmiglardir. Daha sonra
kuracaklari fabrikayi yasadiklari ¢cevredeki diger insanlara tanitmak ve yardima muhtag insanlara dikkat
cekmek icin el brostirii hazirlamaya karar vermislerdir.

Gergeklestirilen sinif ve grup tartismasi sirecleri incelendiginde, otantik 6grenmenin su bilesenlerinin
ortaya ciktig1 gérialmustir:

® Yansitma

e Birincil kaynaktan yararlanma

Otantik gorev temelli 6grenme ortamlarinin énemli 6zelliklerden birisi, 6grencilerin 6grendikleri
bilgileri yeni durumlarda kullanabilmelerini saglayan yansitma becerisini edinmeleridir. Bu kapsamda
ogrencilerin diistincelerini yansitmasi baglaminda gerceklesen bir diyalog su sekildedir:

Arastirmaci: Biriyle arkadaslik etmeden 6nce olumlu davranislarinin olmasina 6zen gosterecegiz. Eger
olumlu davranislari yok ise onunla arkadaslik etmeyecegiz cocuklar degil mi? Hadi bakalim biraz disinin
olumlu davranislar neler olabilir?

Seyda: lyilik.

Kadir: Yemekleri paylagsmak.

Yasemin: Beraber vakit gegirip ilgi alanlarini 6grenmek.

Utku: lyi olmak, diiriist olmak, yemek paylasmak.

Beyza: iyi gecinmek, paylasimci olmak. (V.K.,19.10.2015, 16.30)

Bu diyalogda Kadir'in ve Utku’nun soyledikleri dikkat ¢ekmektedir. Her ne kadar arastirmacinin
tahtaya yansittigl karikatiirde yardima muhtag insanlarla ilgili bir durum olmasa da Kadir ve Utku
dusincelerini, gecen ders lzerinde durduklari otantik baglam ¢ergevesinde degerlendirmislerdir.
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Ogrencilerin arastirma siirecinde birincil kaynaktan yararlanmasina yénelik olarak gerceklesen bir
diyalog su sekildedir:

Arastirmaci: Cocuklar yardima muhtag insanlarla ilgili arastirma yapacaktiniz. Neler buldunuz?
Melis: Ogretmenim ben bir gazete haberi buldum.
Arastirmaci: Cocuklar Melis’i dinliyoruz.

Melis : “X gazetesinin haberine gore Aile ve Sosyal Politikalar Bakanligi 2015 buitgesi sunum kitapcigi
nifusun yizde 40'inin yoksul oldugunu ortaya koydu. 52 milyon 695 bin kayith segmenin bulundugu
ilkede 10 milyon segmen yardimlara muhtag....”

Arastirmaci: Cocuklar ne kadar ¢ok yardima muhtag insan varmis ilkemizde dyle degil mi? Evet Melis,
devam et.

Melis : “Verilere gore Tirkiye nifusunun ylzde 39,8'i yoksulluk envanterine kayith. 2013 Tirkiye
nifusu 76 milyon 667 bin olarak belirtilmis durumda. Bitiinlesik Sosyal Yardim Hizmetleri Bilgi Sistemi
yoksulluk envanterinde gecen sene muhtag hane sayisi 8 milyon, kisi sayisi da 30,5 milyon oldu.
Tirkiye'de kayitl segmen sayisi 52 milyon 695 bin.” (V.K.,19.10.2015, 05.40)

Bu ornekte gorildugl gibi Melis, arastirma yaparken birincil kaynak olan gazeteden yararlanmistir.
Derslerin degerlendirme sirecinde ise, arastirmaci tarafindan hazirlanan akran degerlendirme formu
kullanilmigtir. Bu form ile Ogrenciler, ayni grupta yer aldiklari arkadaslarini degerlendirmislerdir.
Ogrencilerin doldurduklari formlar, kazanimlarin edinilmesine yénelik olumlu ifadeleri barindirmaktadir.

“Duyarliliklara Saygi ve Arkadas iliskileri” konu alanlarina yénelik islenen derslerde &grenciler yakin
cevrelerinde yasayan yardima muhtag insanlar hakkinda farkindalik yaratmak icin el brostri hazirlamis
ve hazirladiklari brosiirleri komsularina dagitmislardir. Ogrenciler, otantik 6grenme baglaminda gerek
grup calismasi yaparak isbirligi icinde ¢alismis gerekse ilgilerini ceken gercek bir deneyimle mesgul
olmuslardir. Kimi 6grencilerin, 6gretmenin otantik baglamdan bagimsiz olarak sordugu sorulari
yanitlarken, konuyu otantik baglamla iliskilendirdigi gorilmus; kimi 6grencilerin ise ¢alisma kagidinda
otantik baglamdan soz ettigi belirlenmistir. Dolayisiyla 6grencilerin 6grendiklerini baska durumlarda
kullanabildigi; boylelikle yansitma yaptigi ortaya cikmistir. Ogrenciler, arastirma 6devini yaparken
kaynaklarin toplanmasi ve paylasilmasi siirecinde gazete gibi asil kaynaklardan yararlanmislar; boylelikle
gereksinim duyduklari bilgi ve kaynaklara ulasma imkani bulmuslardir. Bu siirecte 6grenciler nasil bilgi
toplanacagini ve arastirma yapilacagini deneyimlemislerdir. Bu durum arastirma becerilerinin
gelismesine katki saglamistir.

Hayat Bilgisi dersindeki otantik gérev temelli 6grenme ortamlarinda “okul kurallari ve sinif esyalarinin
kullanimi” konu alanlarina yénelik gerceklestirilen uygulama: Tek saati analiz edilen bu derste 6ncelikle
ogrenciler okul kurallarinin neler oldugu anlatan bir sunu izlemislerdir. Daha sonra derslerin otantik
baglamla iliskilendirilmesi kapsaminda arastirmaci, 6grencilere okulu ve sinifi olmayan, imkansizhklar
icinde 6grenim goren ogrencilerin fotograflarini gostererek, onlari gercek yasamdan bir sorun ile
karsilastirmistir. Gergeklestirilen sinif ve grup tartismasi siiregleri incelendiginde, otantik 6grenmenin su
bilesenlerinin ortaya ciktigi gorilmustdr:

o Ust diizey diisiinme
o Sinif disindaki iletisim

Dersin basinda arastirmaci 6grencilere okulu olmayan ¢ocuklarin fotograflarini géstererek “Cocuklar
siz cok sanslisiniz. Okulunuz var. Masalariniz, siralariniz var. Bilgisayariniz var. Bir slirl arag-gereciniz var.
Okula geldiginizde disarisi soguk olsa bile icerisi sicacik. Kalorifer yaniyor hig Gisiimiiyoruz. Oyle degil mi?
Biz cok sansliyiz ama kimi cocuklar dyle degil. Mesela bu fotograf, fakir olan ¢ocuklarin, okul olmayan
yerlerdeki cocuklarin dersleri nasil isledigini gésteriyor” (V. K., 11.11.2015, 02.25) biciminde agiklama
yapmistir. Ogrencilerin tartisma siirecinde iist diizey diisiinme becerilerini ise kosmalarina yonelik olarak
gerceklesen diyaloglar su sekildedir:
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Hakan: Ayakkabilari yok. Ayakkabi giymeden nasil yurtyorlar?

Derya: Onlikleri de yok. Bizim var ama ben de énliiksiiz gelmek isterdim okula. Onlar gibi serbest
giyinerek.

Arastirmaci: Ama onlar istedikleri icin degil onlikleri olmadigi icin dyle geliyorlar.
Hakan: Ogretmenim burasi daha iyi bence ya ne giizel serbest giyinip geliyorlar. Ben de dyle isterdim.

Yasemin: Aksam hava sogudugunda onlar yine o kiyafetlerle duruyorlar ama biz {zerimize
montumuzu giyiyoruz. ikisi ayni sey degil. (V. K., 11.11.2015, 06.30)

Bu diyalogda Yasemin, iki durum icin de somut 6rnekler vererek karsilastirma yapmis ve kendi
zihninde olusturdugu durumu arkadaslariyla paylasmistir.

Sinif ve okul duvarlarini agsma, iletisimi ve 6grenme siirecini sinif disina tagima otantik gorev temelli
0grenme ortamlarinin olusturulmasinda 6nemli bilesenlerdendir. Bu kapsamda 6grenciler iletisimi sinif
disina tasima baglaminda cumhurbaskanina mektup yazmislardir. Buna yonelik olarak soyle bir diyalog
gerceklesmistir:

Derya: Ogretmenim onlara bakinca, bizim her seyimiz var. O zaman biz onlara neden bagis
yapmiyoruz? Olanlar neden yapmiyor? Yapalim bence.

Arastirmaci: Diinyanin ve Tiirkiye'nin her yerinde bdyle imkansizliklar iginde olan g¢ocuklar var. Peki,
biz bunlar igin ne yapabiliriz?

Enes: Ogretmenim kalem, defter, canta génderelim onlara.

Halil: Ayakkabi, sira gondermeliyiz.

Melih: Ogretmenim giymedigimiz kiyafetleri gondermeliyiz.

Arastirmaci: Cocuklar ama bizim bunu yapmamiz zor olabilir. Daha yetkili birine soylesek?
Hakan: Cumhurbaskani. (V. K., 11.11.2015, 15.45)

Diyalogda goriuldigu gibi 6grenciler, ihtiyaci olan gocuklara dikkat ¢ekmek icin cumhurbaskanina
mektup yazmaya karar vermislerdir. Asagida 6grencilerin yazdiklari mektuplardan érnekler verilmistir:

“Sayin cumhurbagkanim, bizim yakinlarimizda ¢ok fakirler var. Ve biz bu insanlara yardim etmek
istiyoruz. Ama yardim etmek icin size ihtiyacimiz var. Eger siz de yardim ederseniz, hep birlikte biyuk bir
kuvvetle o siralari, sandalyeleri, tebesirleri, tahtalari olmayan insanlara verebiliriz. Bilirsiniz ki hicbir
cocuk bu insanlarin yerinde olmayi istemez. Ben, arkadaslarim, 6gretmenlerim c¢ok ziiliyoruz. Ne olur
bize yardim edin ki, o fakirlere okul yapalim. Size ¢ok ihtiyacimiz var” (Melis’in yazdigi mektup)

“Sayin cumhurbaskanim, fakir olanlara yardim edelim. Onlara yemek, kiyafet gdnderelim.
Ogretmenimiz bize fotograf gdsterdi. Biz ¢ok Uziildiik. Onlara yardim edelim. Onlarin giyecek elbisesi
yok. Biz onlara gonderelim. Boylece kolayca ders dinleyebilirler. Hem disarida tsimezler” (Hale’nin
yazdigi mektup)

Bu etkinlikle, 6grencilerin sinif disindaki yasam ile baglanti kurmalari ve iletisimi sinifin disina
tasimalari amaclanmistir. Bu baglamda pek ¢ok sorun iceren degisik fotograflari incelemisler ve sonunda
cumhurbaskanina mektup yazip durum hakkinda cumhurbaskanini bilgilendirmeye karar vermislerdir.
Ogrencilerin yazdiklari mektuplara bakildiginda daha &nceden &grencilerin imkansizliklar dolayisiyla
sikinti yasayabileceklerinden haberdar olmadiklari ve oldukga duygusal tepkiler verdikleri gériilmektedir.
Bu derslerin degerlendirme siirecinde arastirmaci 6grencilere 6nceden hazirladigl sorunlari sormus ve
¢O6zUm oOnerileri Giretmelerini istemistir. Bu sliregte tartisma ortami yaratilmig, arastirmaci her bir 6grenci
goriisiine aninda donutler vermistir.

“Okul Kurallari ve Sinif Esyalarinin Kullanimi” konu alanlarina yonelik islenen derslerde otantik
baglamla iliskili olan fotograflar, 6grencilerde merak duygusu uyandirmis; onlari sorumluluk almalari

814



Asli GUNDOGAN, Mehmet GULTEKIN — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 771-832

bakimindan cesaretlendirmistir. Ornegin Hakan, okulu olmayan ¢ocuklara yardim etmek icin yetkililerle
iletisim kurmay: teklif etmis; bu noktada otantik 6grenmenin oldukga 6nemli gorilen iletisimi sinif digina
tasima boyutu gerceklesmistir. Ogrenciler, okulu olmayan c¢ocuklarini fotograflarini incelerken
birbirleriyle surekli iletisim kurmuslar; fotograflarda gorup, sasirdiklari ve merak ettikleri noktalari
o6gretmene sorarak bilgi edinmislerdir. Ayrica 6grencilerin bu slrecte neden-sonug iliskisi kurarak ve
karsilastirma yaparak Ust diizey diisinme becerilerini kullandiklari gérilmastir.

Hayat Bilgisi dersindeki otantik gérev temelli 6grenme ortamlarinda “milli bayramlar, é6zel giinler
ve kutlamalar” konu alanlarina yénelik gergeklestirilen uygulama: 2 saati analiz edilen bu derslerde
milli bayramlar ve 6zel giinler {izerinde durulmustur. Ogrenciler milli bayramlarda neler yaptiklarini ve
ozel gunleri nasil kutladiklarini, alternatif olarak nasil kutlayabileceklerini tartismislardir. Daha sonra
arastirmaci, 6grencilere evsiz bir kisinin fotografini dagitmis ve fotograftaki kisinin 6zel ginlerinin olup
olmadigini, var ise nasil kutluyor olabilecegini sorarak konuyu otantik baglamla iliskilendirmistir.
Gergeklestirilen tartisma siregleri incelendiginde, otantik 6grenmenin su bilesenlerinin ortaya ciktigi
goralmustar:

 Farkh bakis agisi gelistirme

e Coklu roller tstlenme

Arastirmaci 6grencilere “Cocuklar bir adam diisinlin ki, fakir ve evi yok. Kimsesi yok. Sokakta yasiyor.
Bu adam dogum giiniinii nasil kutlayabilir?” (V.K., 30.11.2015, 30.30) sorusunu ydneltmistir. Ogrencilerin
farkli bakis agisi gelistirmelerine yonelik olan gergeklesen bir diyalog su sekildedir:

Seyda: Ogretmenim parasi var mi?
Arastirmaci: Hayir parasi da yok. Onun i¢cin dogum giini ne ifade eder acaba?
Can: Hicbir sey.

Melis: Ama dgretmenim parasi pulu olmasa da kendi dogum giinii oldugunu bilmesi yetmez mi? Oyle
mutlu olur bence.

Melih: Bazi insanlari taniyorsa, mesela ona yemek veren insanlar olabilir, onlara bugiin benim dogum
glinim der ve onlarda siirpriz yapabilirler belki.

Adem: Ogretmenim asevinde kutlayabilir. (V.K., 30.11.2015, 31.00)

Bu diyalogda Melih ve Adem’in genellikle somut 6rnekler verdigi, ancak Melis’in durumu farkli bir
acidan bakarak yorumladigi goérilmektedir. Dolayisiyla Melis’in otantik baglami aciklarken farkli bakis
acilari gelistirdigi séylenebilir. Ogrencilerin 6grenme siirecinde ¢oklu roller tistlenmelerine yonelik olarak
gerceklestirilen bir diyalog su sekildedir:

Can: Ogretmenim, bir sey sdyleyebilir miyim? Zenginler, parasi olan insanlar hi¢ b&yle yoksullara
yardim etmiyor. Hig Oyle bir niyetleri yok bence. Bir stirli yoksul insan var.

Derya: Ogretmenim biz yardim edelim. Yardim kampanyasi yapalim.

Melih: Mesela o kartonlardan birini koridora koyup “litfen buna giymediklerinizi koyun, yoksullara
yardim edecegiz” diyebiliriz. (V.K., 01.12.2015, 30.30)

Bu diyalogda 6grencilerin otantik baglamin icerdigi soruna yonelik éneriler sundugu gorilmektedir.
Bu baglamda arastirmaciya farkl roller tGstlenmeyi teklif etmisler; Derya, bir kampanya olusturmaktan,
Melih ise bir yardim kutusu hazirlamaktan s6z etmistir. Bilindigi gibi 6grencilerin otantik bir etkinligin
gerektigi farkh rolleri istlenmeleri olduk¢a dnemlidir. Dolayisiyla 6grencilerin séz konusu davraniglari
otantik 6grenme surecinde g¢oklu roller lstlenmeleriyle iligkilendirilebilir. Bu derslerin degerlendirme
sirecinde arastirmaci 6nceden hazirladigi sorulari 6grencilere yoneltmistir. Sinifta bir tartisma ortami
olusturulmus; soru-yanit teknigi ile stire¢ degerlendirilmistir.
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“Milli Bayramlar, Ozel Giinler ve Kutlamalar” konu alanlarina yonelik islenen derslerde égrenciler,
farkli bakis acilari gelistirmenin yaninda coklu roller Ustlenmeyi de dnermislerdir. Ogrenciler, evi
olmayan bir kisinin 6zel glinlerini nasil kutlayacagina yonelik digtincelerini paylasirken g¢oklu roller
Gstlenebileceklerinden s6z etmisler; bu baglamda otantik gorevlerin, 6grencileri farkli roller Gistlenmeye
yonlendirecek nitelikte olma boyutu gerceklestirilmistir. Boylece 6grenciler soruna yonelik gercekgi
¢6zimler Uretme arayislarina girmislerdir. Otantik goérev 6grencilerin ilgisini ¢cekmis; 6grenciler, etkin
bicimde ¢6zUm siirecinin bir pargasi olmak icin cabalamislardir.

Hayat Bilgisi dersindeki otantik gérev temelli 6grenme ortamlarinda “Diiriistliik, Grup Calismasi ve
Barinma” konu alanlarina yénelik gergeklestirilen uygulama: Arastirmaci, 2 saatlik islenen bu derslerde
oncelikle dirustlik ile ilgili hazirladigi karikatiirleri tahtaya asmis ve 6grenciler bunun Uzerinde
tartismiglardir. Daha sonra o6grenciler, grup calismalarinda Ustlendikleri roller ve isbirligi icinde
calismalarina yonelik olarak gorislerini ifade etmislerdir. Son olarak arastirmaci barinmanin éneminin
lizerinde durmus; daha 6nceki haftalarda 6grencilere dagittigi evsiz bir adamin fotografinin oldugu
gorseli tahtaya yansitmis ve 6grencilere sorular sorarak fotograftaki sorunun tanimlanmasina ve ¢6zim
onerilerine yonelik fikirlerini ortaya cikarmistir. Arastirmaci boylelikle kazanimlari otantik baglam ile
iliskilendirmistir. Bu kapsamda gruplar bir kampanya diizenlemeye karar vermisler ve buna yonelik
olarak isgbirligi icinde caligmislardir.

Gergeklestirilen tartisma siregleri incelendiginde, otantik 6grenmenin su bilesenlerinin ortaya ¢iktigi
goralmustar:
e isbirligi
* Gergek yasam deneyimi
¢ Kendi yasamiyla iliskilendirme
Ogrenciler, isbirligi iginde calismalarina yénelik olarak gérislerini ifade etmislerdir. Bu baglamda
arastirmaci 6grencilere “Bu dersin basindan itibaren hep grup ¢alismasi yaptik ve isbirligi icinde ¢alistiniz.

Dersimizi boyle isledik. Buna yonelik olarak neler dasuniyorsunuz?” (V.K., 21.12.2015, 1/19.11)
sorusunu yoneltmistir. Buna yonelik gerceklesen diyaloglardan biri soyledir:

Kadir: Ben ilk baslarda kizlarla (Melis ve Ece’yi kastederek) oturacagimi sanmiyordum ama siz
geldiniz, oturttunuz. Bir suirli etkinlik yaptik. Guzel gegti.

Melis: Ogretmenim biz beraber oturmadan dnce bdyle pek oynamazdik ama sonra alistik birbirimize.
Beraber oynamaya basladik teneffiislerde.

Kadir: Evet, kizlar bizimle futbol oynamaya basladi. (V.K., 21.12.2015, 1/20.30)

Bu diyalogda goruldugi gibi 6grencilerin uygulama siirecinde grup ¢alismasina baglh olarak isbirligi
icinde ¢alismalari, kiz ve erkek 6grencilerin birbirleriyle kaynasmasini ve sosyallesmesini saglamistir.

Ogrencilerin gercek yasam deneyimlerini paylasmalarina yénelik olarak &grencilerden Burak
“Ogretmenim higbir seyi yoktu. Bankin lizerine yatmisti. Ayni fotograftaki gibiydi. Ayakkabisi bile yoktu”
(V.K., 22.12.2015, 3/12.00), 6grencilerden Ece “Bizim evin yakinlarinda dubleks bir ev var. Biz annemle
gelip gecerken her giin o adami gériiyoruz. Adamin ayaginda terlik vardi. Uzerinde hicbir sey yoktu.
Adam deliydi sanirm. Evi yok ama boyle bir yer yapmis kendisine. Orada yatip kalkiyordu.” (V.K.,
22.12.2015, 3/12.56), biciminde goriisiini ifade etmistir. Ogrenci gorislerinden de anlasilacagi gibi
ogrenciler gercek yasamlarinda karsilastiklari durumlari, otantik baglamla iliskilendirerek paylasmislardir.

Ogrencilerin kendi yasamlariyla iliskilendirmelerine yénelik olarak gerceklesen bir diyalog séyledir:

Arastirmaci: Cocuklar siz evlerinizde kendinizi giivende hissediyorsunuz degil mi? Peki fotograftaki
adamin glivende oldugunu diisiinliyor musunuz?

Ogrenciler: Hayir.
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Arastirmaci: Butiin tehlikelere agik degil mi?

Melis: Ogretmenim, simdi biz bu adamla kendimizi karsilastirirsak, bizim evimizin yemegimizin her
seyimizin kiymetini bilmemiz gerekir.

Ece: Ogretmenim mesela bizim bir siiri kalemimiz varken, baska kalemlerin modellerini begenip
istememiz olmaz boyle insanlari dislntnce. (V.K., 22.12.2015, 3/08.45).

Diyalogda gorildugi gibi Ece ve Melis gergek yasamdaki bir sorunu kendi yasamlariyla iliskilendirmis
ve mantikli bir sonuca varmistir. Bu disilinceye paralel olarak sinif 6gretmeni “Yani ondan c¢ok
etkilendiler biz sonrasinda bu konu {izerinde de konustuk. Yani asevine gidildi, orada gordikleri olaylar.
Yardim alan kisiler neden aliyorlar. Bunlarin tizerinde konusmalar sinifta gerceklesti. Ulke disindan gelen
insanlarin neler yasayabildikleri konusunda. Biliyorsunuz giinimiizde bdyle bir durum var. Gelen kisiler
hakkinda da daha duyarli davranmalari gerektigini anladilar.” bigciminde gorusiuni ifade etmistir. Bu
durum, arastirmaci giinliglinde soyle belirtilmistir:

“Yardima muhtag insanlarla ilgili bir seyler yapma diisiincesi bir yandan da o6grencilerin vicdani
boyutta diisiinmelerine yardimci oluyor. Derslerde dagittigim fotograflari gérdiklerinde ve konuyla ilgili
videolar: izlediklerinde kendilerini onlarin yerlerine koyuyorlar. Uziiliiyorlar. Bu konuyla ilgili birkag
veliden de olumlu donit aldim. Veliler, cocuklarinin daha 6nceden boyle sorunlari bilmedigini ama bu
ders sayesinde farkindalik kazandiklarini ve daha dikkatli davrandiklarini belirttiler.” (arastirmaci
gunligi, 23.12.2015)

Hem sinif 6gretmeninin hem de arastirmacinin ginliigiinde belirttigi gibi 6grenciler gergek yasamdan
bir sorun olan yardima muhtag insanlara yonelik farkindalik kazanmislar ve 0Ogrendiklerini kendi
yasamlariyla iliskilendirerek aslinda ne kadar sansli olduklarinin farkina varmislardir. Derslerin
degerlendirme sirecinde arastirmaci tarafindan hazirlanan yapilandinimis  grid  kullanilmistir.
Ogrencilerin doldurduklari formlar sinifta tek tek tartisiimistir. Buna gore genel olarak 6grencilerin
kazanimlari edindikleri séylenebilir.

“Durustluk, Grup Galismasi ve Barinma” konu alanlarina yonelik islenen derslerde 6grenciler, isbirligi
ile calismanin olanaklarindan yararlanmislardir. Ogrencilerin otantik goérevi kendi yasamlariyla
iliskilendirdigi gorilmustir. Fotograftaki kisinin durumu ile kendi yasayislarini kiyaslayip ders
cikarmislardir. Kendi yasamlarindan somut érnekler vermislerdir. Bu derslerde sorumluluk, paylasma,
durustliik, dogruluk gibi kavramlarin 6n plana ¢iktigi gérilmastir.

Hayat Bilgisi dersindeki otantik baglam c¢ercevesinde gerceklestirilen asevi gezisi kapsamindaki
uygulama: Uygulamanin son haftasinda, yardima muhtag ve fakir insanlarin yiyecek, giyecek ve barinma
gereksinimlerini karsilamayr amaglayan bir vakif olarak hizmet veren Usak Asevi'ne bir gezi
gerceklestirilmistir. Gezi planlama sirecinde dncelikle okul idaresi, sinif 6gretmeni, 6grenciler ve veliler
asevi gezisi konusunda bilgilendirilmistir. Bu kapsamda velilerden ve okul idaresinden yazili izin
alinmistir. Arastirmaci, gezi gerceklesmeden énce 6grencilere gezinin amaci, kapsami ve neler yapilmasi
gerektigine yonelik bilgiler vermistir. Ogrenciler asevine gétiirecekleri malzemeleri 6nceden
hazirlamislar ve gezinin gergeklesecegi gin yanlarinda getirmislerdir. Ayrica arastirmaci gruplarin
asevindeki yetkiliyle réportaj yapmalarini ve gruplardan goriisme sorulari hazirlamalarini istemistir. Bu
baglamda her grubun bir s6zcl ve bir yazici segmesini istemistir.

Asevi gezisi uygulamanin son haftasinda gergeklestirilmistir. Geziye siniftaki 6grencilerin 19’u, sinif
dgretmeni ve arastirmaci katilmistir. Ogrencilerden biri hasta oldugu icin geziye katilamamistir. Usak
Asevine ulagim, arastirmaci tarafindan ayarlanan okul servisleriyle saglanmistir. Servisler, 6grencileri
okuldan almis ve gezi tamamlandiktan sonra okula geri birakmistir. Gezi slirecinde 6grenciler éncelikle
asevini gezmisler ve yetkili kisiyle goriiserek ona daha 6nceden hazirladiklari sorulari sormuslardir. Daha
sonra beraberlerinde getirdikleri esyalari teslim etmisler ve 6gle yemegini asevinde yemislerdir.
Yemekten sonra 6grenciler, asevi hizmetlerinden yararlanan insanlarla konusmuslar ve merak ettikleri
sorulari sormuslardir. Planlanan saatte servislerin gelmesiyle asevi gezisi sonlanmistir. Asevi gezisine
yonelik olarak toplam 25 dakikalik video kaydi alinmistir. Kayitlar, arastirmaci tarafindan yapilmistir.
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Otantik 6grenme ortamlarinin olusturulmasinda 6grenme siirecine gergek yasamdan uzmanlarin
dahil olmasi gerekmektedir. Bu arastirmada, gerceklestirilen asevi gezisi ile 6grenme siirecinde gergek
yasamdan uzmanlarin yer almasi ve 6grencilerin gergek yasam sorunlarini sinif disina gikarak gérmesi
amaclanmistir. Dolayisiyla arastirmanin son haftasinda otantik 6grenme bilesenlerinden gercek
yasamdan uzmanlarin égrenme siirecine dahil olmasi boyutu &n plana ¢ikmistir. Ogrencilerin, gergek
yasamdan uzmanlardan yararlanmasi baglaminda gerceklestirilen diyaloglardan bir 6rnek séyledir:

Derya: Parayi nerden buluyorsunuz?

Mudir: Vatandaslarimizin katkilariyla oluyor bu arkadaslar. Devletten degil. Hayirsever vatandaslar
getiriyorlar buraya. Zekat veriyor fitre veriyor. Sadaka veriyor ya da herhangi bir sekilde geliyor para
veriyor. Bu garipleri doyurun diye. Yani bizim vatandaslardan aldigimiz bagislarla katkilarla ve desteklerle
ylrayor bu kurulus.

Melih: Buranin aylik harcamasi ortalama kag para?
Mudir: Cok para. YUz bin liradan fazla yani. Cok para.
Derya: Peki belediye veriyor mu size?

Mudir: Bu bina belediyenin. Belediyenin kiracisiyiz ama belediye kira almiyor bizden. Kurulusundan
beri belediye burayi asevine tahsis etmis yani vermis. Miilk belediyenin ama bizden kira almiyor bina
bizim degil. (V.K., 11.01.2016, 10.08)

Bu diyalogda 6grencilerin, asevinin finansmaninin nasil saglandigini merak ettikleri ve buna yodnelik
sorular sorduklari gorilmektedir. Dolayisiyla arastirmanin uygulama siirecinde, 6grencilerin otantik
baglamla ilgili olan bir soruna yénelik olarak ger¢cek yasamdan uzmanlardan yararlandiklari séylenebilir.

Asevi gezisi tamamlandiktan sonra arastirmaci 6grencilerden gerceklestirdikleri etkinligine yonelik
duygularini ve diusiincelerini anlatan bir glinlik yazmalarini istemistir. Asagida 6grencilerin giinliiklerine
yazdiklarindan bir 6rnek verilmistir:

“Buglin biz asevine gittik. Orada fakir insanlari goérdiik. Oranin yoneticileriyle konustuk. Sorular
sorduk. Orada cerez ve yemek yedik. Orada fakir insanlarin yemek sirasina gegctigini gordik. Asevinin
giyecek boélimiini gordik. Fakir insanlarin nasil halde olduklarini gérdiik. Giyecek boliminden fakir
insanlarin giyecek aldiklarini gordiik. Orada fotograf cekildik. Fakir insanlarin icerde yemek yediklerini
gordik. Oranin ascisini gordiik. Ne kadar yardima ihtiyaclari oldugunu gordik. Fakir insanlar barinmak ve
yemek icin asevine gidiyorlar ve dylece yasiyorlar ve asevini seviyorlar. Oranin galisanlari yoneticileri
blylUk bir sevaba girmisler. Oranin galisanlari fakir insanlarin isteklerini yapiyorlar. Asevine gidince
oradaki fakir insanlar bize bakti. Ben korkmustum ama geri alistim.” (Halil'in glinlGgi)

Ogrencilerin giinliiklerine yazdiklarina bakildiginda, asevi gezisine yénelik olumlu diisiincelere sahip
olduklari gériilmektedir. Asevi gezisi onlar icin yeni ve farkli bir deneyim olmustur. Ogrenciler,
arastirmacinin Hayat Bilgisi dersinde lzerinde durdugu otantik baglamin gercek yasamdaki karsihginin,
gozlemleyerek ve uzmanlardan dinleyerek, farkina varmislardir.

Asevi gezisiyle 6grenciler, sinif disindaki insanlarla iletisim kurma olanagi bulmuslardir. Ogrenciler,
uzmanlardan edindikleri bilgiler sayesinde yardima muhtag¢ insanlarin durumlarini anlamis; nasil bir
yasam siUrdurdiklerini gormislerdir. Boylelikle otantik gorev temelli 6grenme ortamlarinin
olusturulmasinda 6nemli olan uzmanlardan yararlanma boyutu gergeklesmistir. Bir donem boyunca
Hayat Bilgisi dersinde isledikleri konulari gercek yasamda goérmek, kalici ve etkili 6grenmenin
gerceklesmesini kolaylastirmistir.
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Hayat Bilgisi Dersinde Otantik Gérev Temelli Ogrenme Ortamlarindan Yararlanilmasina Yénelik
Ogrenci Goriisleri

Arastirmanin Uglincl sorusunda 6grencilerin Hayat Bilgisi dersinde otantik gorev temelli 6grenme
ortamlarindan yararlanilmasina yonelik gorislerinin  belirlenmesi amaclanmistir. Bu baglamda
dgrencilerle gériisme yapilmistir. Ogrencilerin gorisleri Sekil 1.’de verilmistir.

Garisler
Kendi Yasamiyla
Iliskilendirme

OTANTIK OGRENME
sORec

Grup Galhgmas Siireci

Kargilagilan Zorluklara
Yonelik Gorlgler

Bagka Derslerde ~
Kullamlmasina Yonelik
Gordgler

Sekil 1.0grencilerin otantik gdrevlere yénelik goriisleri.

Sekil 1’de goruldagi gibi 6grenciler otantik 6grenme siirecine yonelik gorislerini somut drneklerle
ifade etmislerdir. Ogrenciler, hayat bilgisi dersinden yararlanmaya yénelik olarak gérislerini gecmis
uygulamalarla karsilastirarak ve kendi yasamlariyla iliskilendirerek agiklamislardir.

Ogrencilerle yapilan vyiiz yiize gériismelerde, 6grencilerden Ece, “gecmis uygulamalarla
karsilastirmaya” yonelik olarak, “énceden normal bir dersti. Normal isliyorduk yani. Kitaptan. Ama siz
girdikten sonra daha eglenceli oldu. Hep sorunlar oldu ve biz onlari ¢6zdiik....sonra tartisma, diisiinme,
birlikte diisiinmeler yaptik. Ben hayat bilgisi dersini hic sevmezdim, ¢ok sikilirdim ama siz geldikten sonra
daha eglenceli oldu.”, 6grencilerden Yasemin, “Ogdretmenim biz eskiden kitaptan okumalar yapiyorduk.
Bazen de igimizden okuyorduk. Ama bu sene kitaptan islemedik. Hep mahalledeki iste okuldaki sorunlari
falan insanlarin dertlerini konustuk. Fakirlere yardim igin neler yapariz... Onlari konustuk. Cok degisik
oldu yani bence. Giizel gegti bu yillmiz.” bigiminde gorislerini ifade etmislerdir. Bu gorislerden yola
cikilarak Hayat Bilgisi dersinde otantik 6grenme siirecinden yararlanma baglaminda, 6grencilerin otantik
6grenme silrecini gegcmis yillardaki sinif i¢i uygulamalara gore daha yararli, etkili ve eglenceli bulduklari
soylenebilir.

Ogrencilerle yapilan yiiz yiize gériismelerde, égrencilerden Melih, “kendi yasamiyla iliskilendirme”
baglaminda, “Ailem beni hep uyarirdl. Disarida sana babani taniyorum falan derseler bile sakin gitme
onlarla derlerdi. Mesela ben yine onlari diisiinliyordum ama siz de aynisini dediniz. Bir de videoda
gordiydiik ya. Adam cocuklari kandirip kagiriyordu gercekten. O yiizden daha bilinglendim. Onlemimi
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aldim mesela. Bunlar i¢in daha dikkatli oldum.”, 6grencilerden Ahmet, “Fakirler igin brostirler yaptik,
onlara yardim ettik. Onlarin da béyle bizim gibi giizel elbiseler giyip ¢alismasi icin yardim ettik. Cok
ugrastik ve sonucumuza vardik.” ve 6grencilerden Can “6gretmenim siz bize resimler gésterdiginizde biz
o resimdekilerin hangi sorunlari var onlari bulduk, ézetledik. Onlarin sorunlarini gidermek icin ¢6ziim
yollari aradik ve bulduk. Ben hep kendimi onlarin yerine koyarak diisiindiim. Gergekten ¢ok (iziictiydi.”
biciminde gorls bildirmislerdir. Bu goriislerden yola cikilarak Ogrencilerin otantik gorevleri kendi
yasamlariyla iliskilendirdikleri ve dolayisiyla sorunlara yonelik olarak daha gergekgi ¢oziim onerileri

getirebildikleri soylenebilir.

Ogrenciler, otantik gorevler iceren etkinliklere yénelik gorislerini ishirligi ve gercek yasam
sorunlariyla iliskilendirerek agiklamiglardir.

Ogrencilerle yapilan yiiz ylize goriismelerde, dgrencilerden Hakan, “ishirligi” baglaminda, “Grup
arkadaslarimla cok giizel ¢alistik. Kadiriye ikimiz ¢ok giizel ¢calistik. Her seyi paylastik. Birimizin bir seyi
olmayinca birbirimize verdik. Yasemin mesela benim kalemim olmayinca bana verdi. Ben Can’a verdim.
Hale simli boyalarini kullanmamiza izin vermisti.”, 6grencilerden Enes, “Oyle aklimiza gelen bilgileri
tartisiyorduk. Olur mu diyorduk olmaz mi diyorduk. Grup arkadaslarimizdan bazilari olur diyordu. Olur
dediklerini de séyliiyorduk.”, 6grencilerden Melih, “Grupla ¢alismak iyi oldu bence. Arkadaslarimin
fikirleriyle hepimizin fikirlerini birlestirip gtizel seyler yaptik.” bigciminde gorislerini ifade etmislerdir. Bu
goruslerden yola cikilarak otantik gorev temelli etkinliklerle, otantik 6grenme sirecinin 6nemli
bilesenlerinden biri olan sosyal baglamin saglandigi, 6grencilerin grup calismasi esliginde isbirligi

icerisinde calistigl ve birbirlerinin 6grenmelerine katki getirdigi séylenebilir.

Ogrencilerle yapilan yiiz yiize gériismelerde, 6grencilerden Melis, “gercek yasam sorunlariyla”
iliskilendirerek, “Etkinliklerde yaptiklarimiz ger¢cek yasamda da karsima ¢ikiyor yani. Onlari isledigimiz
icin, bildigim icin yapiyorum hepsini. Mesela fakirlere ¢ok yardim ettik. Kiyafet, ayakkabi verdik. Onlara
yardimci olduk. Bu konuda ¢ok mutlu oldum.”, 6grencilerden Beyza, “Etkinliklerin iyi oldugunu
diisiiniiyorum. Giinki iyi bir sey yaptik. Fakirlere yardim ettik. Ben kendimi onlarin yerine koyunca
tziildiigimi hissettim. Onlarin yerinde olmayi hic istemezdim.”, ve 6grencilerden Adem, “Eskiden pek a¢
insan oldugunu diisiinmezdim ama asevine gidince a¢ insanlar oldugunu gérdiim. Mesela gercek hayatta
bir siirii insanin evi yok. Bazilarinin var bazilarinin yok. Bazilari a¢ yatiyor, bazilari tok. Onu égrendim bu
derste.” biciminde gorislerini ifade etmislerdir. Bu gorislerden yola cikilarak gergcek yasam sorunlarini
iceren otantik etkinliklerin ogrencilerde ger¢cek yasam sorunlarina yonelik farkindalik uyandirdig
soylenebilir.

Ogrenciler, otantik 6grenme siirecinde karsilastiklari zorluklari grup ¢alismasi siireci, degerlendirme
siireci ve alisiimamis sorunlar basliklari altinda acgiklamislardir.

Ogrencilerle yapilan yiiz yiize gériismelerde dgrencilerden Dilek, “grup calismasi siireci’ne yénelik
olarak, “Bazen zor oldu ¢iinkii biri sunu istiyor, biri bunu istiyor, biri ébliriinii istiyor. Tartismalarimiz oldu
bu yiizden. Ama ortak yolu bulmaya ¢alistik hep.”, 6grencilerden Ahmet “simdi herkes ayni anda
konusunca fikirlerimizi dogru diizgiin veremedik. Herkes bir fikir séyliiyor. O olur diyor ébiirii olmaz diyor.
O zaman kanisikliklar oldu bazen” bigiminde goris bildirmislerdir. Bu gorislerden yola gikilarak isbirligi
kapsaminda gergeklestirilen grup ¢alismalarinin 6grenciler tarafindan yodnetilmesinde kimi sorunlarin
yasanabilecegini soylemek olanaklidir. Bu sorunlarin ise 6grencilerin grup ¢alismasina alisik olmadiklari,
bireysel olarak calismaya ve 6grenmeye alisik olduklarindan kaynaklandigi soylenebilir.

Ogrencilerle yapilan yiiz yiize gériismelerde dgrencilerden Ahmet, “degerlendirme siireci”’ne yonelik
olarak, “Ogretmenim siz her dersin sonunda bir seyler daditiyordunuz. Kdaditlari doldurmamizi
istiyordunuz. Biz bir seyler ¢izip yaziyorduk oralara. O zamanlar zorlandim biraz.”, 6grencilerden Seyda,
“Bu derste 6devleri genelde dersin sonunda yaptik. Siz bize kdgit dagittiniz onlari yaptik. Hatta ben bazen
teneffiise bile ctkmamistim. Degisik oldu yani, éyle ddev defterimize kitaptaki yazilari falan gegirmedik
hi¢. Ama bence daha zordu” bigiminde goris bildirmislerdir. Bu gorislerden yola gikilarak 6grencilerin
degerlendirme sureglerindeki alternatif tekniklere aliskin olmadiklari ve bu ylizden zorlandiklari
soylenebilir.
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Ogrencilerle yapilan yiiz yiize gdériismelerde 6grencilerden Adem, “alisiimamis sorunlar’a yonelik
olarak, “Ogretmenim etkinlikler cok dedisikti. Daha 6nceden hic yapmamustik. llk basta etkinligi gériince
mesela yemek fabrikasi etkinligini nasil yapacagimizi bilemedim. Anlamadim. Nasil yapilir diye
diistindiim. Orada zorlandim ama.”, 6grencilerden Halil, “Ben niye fakirlere yardimla ilgili yaptik her seyi
anlamadim. Tamam, hayat bilgisi dersiyle ilgiliydi ama genelde onlarla ilgili sorunlar iizerinde konustuk.
Biraz sikildim agikgasi.” biciminde goris bildirmislerdir. Bu gorislerden yola gikilarak bazi 6grencilerin
otantik sorunlari anlamakta zorlandiklari séylenebilir.

Ogrenciler, otantik dgrenme siirecini baska derslerle iliskilendirme baglaminda gérislerini somut
orneklerle ifade etmislerdir.

Ogrencilerle yapilan yiiz yiize gériismelerde, égrencilerden Melis, “Baska derslerde olmasin bence.
Yalnizca hayat bilgisinde olsun. Hele matematikte hi¢ olmasin.”, 6grencilerden Hakan, “Sizin hayat
bilgisinde anlattiklarinizi biz Tiirkce dersinde de gériiyoruz bazen. O yiizden Tiirkcede de olabilir.”,
ogrencilerden Ece, “Bence fende ¢ok giizel olur. Orda deneyler yapiyoruz ya, gercek yasamdan bir seyleri
o deneylerle yapabiliriz. ¢6ziimler buluruz, yararh oluruz.”, 6grencilerden Enes, “Bence Tiirkge’de
etkinliklerde yardima muhta¢ insanlara yardim konusu islenebilir. lyi olur herkes insanca davranislar
6grenir... Mesela yardima muhtag insanlara yardim etmekle ilgili siirler yazilir, konular hazirlanir.”,
Ogrencilerden Derya, “Tiirk¢e’de okudugumuzda mesela bizim kendi 6gretmenimiz o kitaplarda
yoksullara yardim etmekle ilgili seyler yazsaydi ya da dyle okuma pargalari getirseydi bize, glizel olurdu
bence.” biciminde goruslerini ifade etmislerdir. Bu gorlslerden yola cikilarak 6grencilerin ¢ogunun
gercek yasam sorunlarinin ozellikle Tirkce dersinde kullanilabilecegini diisindikleri gérilmistir. Yine,
Fen Bilimleri ve Matematik dersinde de kullaniimasina yoénelik somut o6rnekler veren 6grenciler
bulunmaktadir. Bununla birlikte bazi 6grencilerin de o6zellikle sayisal derslerin bu tir etkinlikler
gerceklestirmede uygun olmadigini distindiikleri gorilmastdr.

Hayat Bilgisi Dersinde Otantik Gorev Temelli Ogrenme Ortamlarindan Yararlanilmasina Yonelik Veli
Gorusleri

Arastirmanin dordinct sorusunda velilerin Hayat Bilgisi dersinde otantik gorev temelli 6grenme
ortamlarindan yararlaniimasina yénelik gorislerinin belirlenmesi amacglanmistir. Bu baglamda velilerle
gorisme yapilmistir. Veli gorusleri Sekil 2.’de verilmistir.

Etkinlikler
Tutumve
davraniglar
OTANTIK

OGRENME
SURECI

Sorunlar

Sekil 2. Velilerin otantik 6grenme siirecine yonelik gorusleri.

821



Asli GUNDOGAN, Mehmet GULTEKIN — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 771-832

Velilerin otantik 6grenme sirecine yonelik gorusleri Sekil 2.’de goértlmektedir. Veliler, otantik
0grenme sirecine yonelik olarak gorislerini etkinlikler, tutum ve davraniglar ile sorunlarla
iliskilendirerek agiklamiglardir.

Velilerle yapilan yiiz yiize gorismelerde, Can’in velisi, etkinliklere yonelik olarak, “...mesela biz ona
zaten siirekli séyliiyoruz. Televizyonda savas alanindaki ¢ocuklari gérdiigiinde, iste oglum bak ne kadar
zor durumdalar diye. Bunu bir de bilerek ve gérerek sizinle yaptiktan sonra daha ¢ok farkina vard.
Ozellikle bu kimsesiz ¢ocuklar icin afis hazirlarken baya bir arastirma yapti internetten. Fotograflar buldu.
O fotograflardan ¢ok etkilendi....”, Yasemin’in velisi, “Orada gérdiiklerinden ¢ok etkilenmis. Anne oradaki
insanlarin yatacak yerleri yok. imkénlari dar dedi. Orayi gérdiidii icin mutlu oldum acik¢asi, ¢iinkii daha
6nceden bdyle yerlere hi¢ gitmemislerdi...Kizim bir siirii yoksul var ihtiyaci olan insanlar var dedigimde
anlamiyordu énceden ancak simdi gordigi icin daha iyi anlyor. Mesela her seyi almak istiyordu,
yaptirmak istiyordu. Simdi ise anne bizden de diiskiinler var diyor.....”, Hakan’in velisi, “Daha 6nceden
béyle degisik etkinlikler yapmiyorlardi. Kitaptan isliyorlardi. Mesela benim oglum yardimlasmanin ne
oldugunu bilmiyordu. Asevini bilmiyordu. Simdi bunlari 6grendi. Oradaki insanlara yardimci olmamizi,
bize kiiciik gelen kiyafetleri onlara vermemizi istiyor suan...” biciminde gorislerini ifade etmistir. Bu
gorislerden yola cikilarak velilerin otantik etkinliklerle ilgili olumlu gorislere sahip olduklari, ¢ocuklarda
paylasma, yardimlasma, gergegin farkinda olma, birlikte galisma gibi daha énceden sinif igi etkinliklerde
sikga kargilasmadiklari degerleri gelistirdiklerini dustndikleri séylenebilir.

Veliler, 6grencilerin tutum ve davranislarina yonelik gorislerini aile, arkadas ve Ggretmen
baglaminda agiklamislardir. Velilerle yapilan yiz yize goriismelerde, Kadiriye'nin velisi, aile baglaminda,
“6nceden mesela para verdigimizde yalnizca kendisine has bir seyler alirdi. Kardesini hi¢ diisiinmezdi.
Vermezdi aldigini, benim derdi. Hayat bilgisi dersinde paylasmay: 6grendi, yardimci olmayi 6grendi. Evde
yapabilecegi isleri yapiyor artik.”, Can’in velisi, “Var yok umurunda degildir. Ama suan bunu ona
soyledigimde oglum bak paramiz yok dedigimde bunu anhyor. Kabul ediyor. Ama dersten énce béyle bir
duygusu yoktu...Simdi eve bir geliyor ben édevimi adabeylerimle yapmak istiyorum diyor ama énceden
eve gelince odasina bir kapanirdi bir daha ¢ikmazdi.” bigimde goris bildirmislerdir. Bu gorislerden yola
cikilarak velilerin otantik 6grenme siirecinin 6grencilerde genelde olumlu yonde davranis degisikligine
yol actigini belirttikleri gorilmektedir. Bu yonde goris bildiren velilerin ¢ogu, O6grencilerin aile
iliskilerinde ge¢mis yasantilarina goére daha dikkatli, paylasima 6zen gosteren bicimde davrandiklarini
belirtmislerdir.

Velilerle yapilan yiiz yiize gériismelerde, Kadiriye’nin velisi, arkadas baglaminda, “Onceden sinifta
kimseyle konusmazd.. Bir tane arkadasi vardi yalnizca. Kankam diyordu ona. Hele erkeklerle, affedersiniz
cok yabani duruyordu. Bir kalemtiras bile paylasmak istemiyordu. Ama simdi arkadas cevresi ¢ok iyi.
Erkeklerle teneffiiste oyun oynuyorum, esyalarimi onlarla paylasiyorum diyor. Yanina bir erkek oturdugu
zaman rahatsiz olmuyor”, Dilek’in velisi, “Dilek zaten ¢ok uyumlu bir ¢ocuk. Arkadaslariyla hep
anlasiyordu. Yine anlasiyor.”, Can’in velisi, “baskin bir karakterdir Can. Onceden 6yle arkadas ortaminda
sikinti yasardi. illa benim dedigim olacak ben karar verecedim gibi diisiiniirdii. Direk kavga tartisma
yasardi. Iste her seyi ben bilirim ben yaparim edasindaydi. Ama suan onu yapmiyor. Paylasmayi
6grenmis” biciminde goruslerini ifade etmislerdir. Bu gorlslerden yola cikilarak velilerin 6grencilerin
arkadaslariyla olan iliskilerinde degisiklikler oldugunu soyledikleri gorilmektedir. Cogu veli, 68rencinin
eski yasantilarina gére daha esnek, paylasmaya ve yardimlasmaya daha acik, kiz ya da erkek fark
etmeden arkadaslk kurabilen bir anlayisa sahip olduklarini ve bunu otantik 6grenme siirecine
bagladiklarini séylemislerdir.

Velilerle yapilan yiiz yliize gériismelerde, Kadiriye'nin velisi, 6gretmen baglaminda, “Hayat Bilgisi
dersinde mesela Asli 6gretmenimiz bize sosyallesmeyi yardimlasmayi gretti diyor. Derslerini daha yogun
yapiyor. Onceden bizim zorumuzla yapan ¢ocuk, hayat bilgisi dersinden sonra kendine olan 6zgiiveni
artti.”, Hakan’in velisi “Hocam dilinden sizi diislirmiiyor. Eve gelince hemen anne Asli 6gretmen sunu
yaptirdi, Asl 6gretmen béyle degisik bir sey yaptirdi diye anlatiyor. Sizi ¢cok seviyor. Sinif 6gretmenini de
cok seviyor.” biciminde gorls bildirmislerdir. Bu goruslerden yola cikilarak velilerin otantik 6grenme
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surecinin 6grencilerin 6gretmenleriyle olan iligkilerini daha da iyilestirdigini duslindiklerini sdylemek
olanaklidir.

Veliler, 6grencilerin otantik 6grenme silrecinde yasadiklari sorunlara yonelik goériglerini aile ve
o6grenciden kaynaklanan sorunlar baglaminda agiklamislardir.

Velilerle yapilan yiiz yiize goriismelerde Melih’in velisi, aileden kaynaklanan sorunlara yonelik olarak,
“Okulla ilgili gercekten benim hi¢ onunla ilgim yok. Yaptiginiz higcbir seyden de bahsetmedi bana. Sabah
beraber ¢ikiyoruz evden. Ben aksam 8 gibi ancak geliyorum. Ben geldigimde uyumus oluyor bazen.”,
Seyda’nin velisi, “Annesiyle ¢alisir genelde. Ben sinirliyim biraz. Benden korkar. Oyle pek bir iliskimiz yok”,
Kadir’in velisi, “Bu sene degisik oldu tabi baya. Geldi bana anlatti anne sunlari istedi égretmen. Bunlari
yapacadiz falan diye ama bazen ilgileniyordum bazen de oglum git basim agriyor diyorum. Beni rahatsiz
etme diyorum. Yani béyle gecti.” bigiminde gorus bildirmislerdir. Bu gorislerden yola cikilarak velilerin
bir kisminin genel olarak 6grencilerin okul hayatina yonelik ilgisiz olduklari ve 6grencilerin yasadiklari her
hangi bir sorunu buna bagladiklari gérilmektedir.

Velilerle yapilan yiiz ylize gorismelerde Seyda’nin velisi, 6grenciden kaynaklanan sorunlara yonelik
olarak, “benim kizim simarik bir ¢ocuk. Evde kardesiyle de anlasamaz. Cekememezlik oluyordu
arkadaslariyla aralarinda hep. Yine olmustur muhakkak”, Beyza’'nin velisi, “konusmaz benim kiz. Bir sey
anlatmaz ki. Sorsam da anlatmaz sormasam da. Hi¢ bahsetmedi bana neler yaptiklarinizdan. igine
kapanik bir ¢ocuk. Bu da bdyle ne yapayim.” biciminde goris bildirmislerdir. Bu goriislerden yola
cikilarak velilerin azinligi o6grencilerin sorun vyasadigini ve bunu karakterlerine bagladiklarini
belirtmislerdir.

Sonug

Otantik gorev temelli 6grenme ortamlari, 6grencilerin Hayat Bilgisi dersine yonelik tutumlarini
olumlu yénde etkilemistir. Ogrencilerin Hayat Bilgisi Dersine Yonelik Tutum Olgeginden uygulama
oncesinde aldiklari 6n-test puanlari ile uygulama sonrasinda aldiklari son-test puan ortalamalari arasinda
anlamli bir farklilik bulunmustur. Bu baglamda, Hayat Bilgisi dersinde olusturulan otantik gérev temelli
o6grenme ortamlari, 6grencilerin Hayat Bilgisi dersine yonelik tutumlarini olumlu yonde etkilemistir.

Hayat Bilgisi dersinde olusturulan otantik goérev temelli 6grenme ortamlarindaki 6grenme
sureclerinde 6grenciler;

e Ust diizey diisiinme becerilerini ise kosmuslardir. Bu siirecte dgrencilerin en ¢cok neden-sonug iliskisi
kurarak akil yirattikleri gorGlmistir. Bunun yani sira soruna yoénelik ¢6zim onerileri Gretmede
karsilastirma yapmislardir.

e Farkli bakis acilari gelistirmislerdir. Ogrencilerin, ilgilendikleri soruna yénelik farkli bakis acilari
gelistirerek ¢ok boyutlu distndukleri bulunmustur. Arastirmada, 6grencilerin soruna yonelik farkli
bakis acilari gelistirmelerinde en ¢ok hayal glicinden yararlandiklari belirlenmistir.

¢ Siklikla gercek yasam deneyimlerini paylasmislardir. Otantik baglamin, 6grencilerde merak duygusu
uyandirdigi ve derslerde siklikla kendi deneyimlerini paylastiklari belirlenmistir.

e Yansitma yapmislardir. Ogrencilerin, otantik baglamla ilgili olan &grendikleri yeni bilgileri, baska
durumlarda kullandiklari dolayisiyla diisiincelerini yansittigi belirlenmistir.

e Birincil kaynaklardan yararlanmiglardir. Ogrencilerin arastirma siirecinde gazete, dergi gibi birincil
kaynaklari kullandigi; boylece otantik gorev temelli 6g§renme ortamlarinda sorunlarin ¢éziminde
birden fazla kaynaktan yararlandigi ortaya ¢ikmustir.

e Ishirligi icerisinde calisarak hem arag-gereclerini paylasmislar hem de birbirlerinin 6grenmelerine
katki getirmislerdir. Bu baglamda 06grencilerin grup i¢i ¢alismalarda farkli gorevler Ustlenerek
sorumluluk aldiklari bulunmustur.
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e lletisimi sinif disina tasimiglardir. Bu baglamda 6grencilerin gergeklestirdikleri etkinliklerde otantik
baglamin icerdigi sorunun ¢éziimiine yonelik olarak sinif disindaki gergek yasamla iletisim kurduklari
belirlenmistir.

¢ Coklu roller Ustlenmislerdir. Bu baglamda oncelikle grup ¢alismasi yaparak degisik roller edindikleri
ve silirece katki getirdikleri belirlenmistir. Daha sonra ise soruna yénelik ¢6zim Onerileri sunmada
farkh roller Gstlenebileceklerinden soz ettikleri gérilmusgtur.

e Otantik baglami siklikla kendi yasamlariyla iliskilendirmislerdir. Otantik baglamin icerdigi sorunun,
ogrencilerde vicdan duygusunu harekete gecirdigi belirlenmistir. Bu nedenle yonergedeki sorunlari
sanki kendi sorunlariymis gibi igsellestirdikleri ve bu dogrultuda duslincelerini ifade ettikleri
gorulmugtur.

* Gergek yasamdan uzmanlarin deneyimlerinden yararlanmislardir. Bu baglamda asevine gitmisler ve
oradaki yetkililerle gériismuslerdir. Ogrencilerin, ileriki yasamlarinda bdyle bir kurumda ¢alismak igin
hangi yeterliliklere sahip olmalari gerektigini uzmanlardan yararlanarak 6grendikleri gérilmustur.

Ogrencilerin, otantik temelli 6grenme ortamlarindan yararlanilmasina yonelik gériislerine bakildiginda
dort ana temanin ortaya ¢iktig gortlmistiir. Bunlar; Hayat Bilgisi dersinden yararlanmaya yonelik
gorisler, otantik gorevleri iceren etkinliklere yonelik gorisler, karsilasilan zorluklara yénelik gorisler
ve baska derslerde kullaniimasina yonelik gérusler olarak belirlenmistir.

Hayat Bilgisi dersinden yararlanmaya yoénelik gorisler temasi; “gecmisle karsilastirma” ve “kendi
yasamiyla iliskilendirme” olmak Uzere iki alt temadan olusmustur. “Gegmisle karsilastirma” alt
temasinda Ogrencilerin otantik gérev temelli 6grenme ortamlari olusturularak islenen Hayat Bilgisi
dersini ge¢mis uygulamalarla karsilastirdiklari belirlenmistir. “Kendi yasamiyla iliskilendirme” alt
temasinda 6grencilerin otantik sorunlari i¢sellestirdikleri ve kendi yasamlarindan somut &rnekler
vererek acikladiklar gérilmustir.

Otantik gorevleri iceren etkinliklere yonelik gortsler temasi; “isbirligi” ve “gercek yasam sorunlari”
olmak (izere iki alt temadan olusmustur. “isbirligi” alt temasinda 6grencilerin birlikte ¢alismaktan
keyif aldiklari ortaya c¢ikmistir. Ogrenciler daha &nceden iletisim kurmadiklari arkadaslariyla ayni
grupta yer almanin onlara biyik katkilar getirdiginden s6z etmislerdir. “Gercek yasam deneyimleri”
alt temasinda 6grenciler otantik etkinliklerin gercek yasam sorunlariyla iliskili olmasina yonelik olan
disunceleri baglaminda, etkinliklerde yaptiklariyla gercek yasamda karsilastiklarini belirtmislerdir.

Karsilasilan zorluklara yonelik gortsler temasi; “grup calismasi sireci”, “degerlendirme sireci” ve
“alisiimamis sorunlar” olmak tizere Ug alt temadan olusmustur. “Grup calismasi siireci” alt temasinda
ogrencilerden kimileri grup icinde gérev dagilimi yaparken anlasamadiklarini ve ortak karar vermede
sikintilar yasadiklarini  belirtmislerdir. “Degerlendirme” alt temasinda 0Ogrencilerin alternatif
degerlendirme tekniklerine aliskin olmadiklari ve daha 6nceki yillarda degerlendirme boyutunun
Uzerinde fazla durulmadigi, bu nedenle zorluk yasadiklarini belirttikleri gérilmustir. “Alhsilmamig
sorunlar” alt temasinda Ogrenciler, daha onceden otantik gorevlerle karsilasmadiklarini ve bu
nedenle onlara farkli ve degisik geldigini belirtmislerdir.

Baska derslerde kullanilmasina yonelik goriisler temasinda 6grenciler, gergcek yasam sorunlarinin
Ozellikle Turkge dersinde kullanilabilecegini belirtmiglerdir. Yine kimi 6grenciler, Fen Bilimleri ve
Matematik dersinde de kullanilabilecegine yonelik somut 6rnekler vermislerdir. Bunun yani sira kimi
ogrencilerin de o6zellikle sayisal derslerin bu tiir etkinlikler gerceklestirmede uygun olmadigini
diisindikleri anlasilmistir.

Velilerin, otantik temelli 68renme ortamlarindan yararlaniimasina yonelik gorislerine bakildiginda g
ana temanin ortaya ciktigr gérilmistir. Bunlar; etkinlikler, tutum ve davranislar ile sorunlar olarak
belirlenmistir.

e Etkinlikler temasinda velilerin, etkinlikleri glizel ve yararli buldugu sonucuna ulagilmistir. Velilerin
kimisi cocuklarinin daha énceden bdyle degisik etkinlikler yapmadiklarini belirtmislerdir. Kimi veli de
Hayat Bilgisi dersinde gergeklestirilen etkinliklerin cocuklarinda bazi olumlu degerleri gelistirdigine
vurgu yapmistir.
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e Tutum ve davraniglar temasi; “aile”, “arkadas” ve “Ogretmen” olmak Uzere lg¢ alt temadan
olusmustur. “Aile” alt temasinda veliler otantik 6grenme sirecinin 6grencilerde genelde olumlu
yonde davranis degisikligine yol actigini belirtmislerdir. “Arkadas” alt temasinda velilerin 6grencinin
eski yasantilarina gore daha esnek, paylasmaya ve yardimlasmaya daha acik, kiz ya da erkek fark
etmeden arkadaslk kurabilen bir anlayisa sahip olduklarini ve bunu otantik 6grenme sirecine
bagladiklari belirlenmistir. “Ogretmen” alt temasinda veliler, 6grencilerin gretmeninden daha cok
soz ettikleri ve iliskilerinin olumlu yonde degistigini belirtmislerdir.

e Sorunlar temasi “aile kaynakli sorunlar” ve “6grenci kaynakli sorunlar” olmak tzere iki alt temadan
olusmustur. “Aile kaynakli sorunlar”a yonelik olarak velilerin kimisinin 6grencilerin okul hayatlarina
yonelik ilgisiz olduklari gbzlemlenmistir. Bu nedenle velilerden kimisinin, 6grencinin otantik 6grenme
siirecinde vyasadigl sorunlari velinin kendi ilgisizligine bagladigi belirlenmistir. “Ogrenciden
kaynaklanan sorunlar”a yonelik olarak velilerin bir kisminin, ¢cocuklarinin yasadiklari sorunlari onlarin
simarik, asiri hassas ya da igine kapanik olmasina bagladiklari belirlenmistir.

Tartisma

Arastirma sonucunda, 6grencilerin Hayat Bilgisi dersinde olusturulan otantik gérev temelli 6grenme
ortamlarindaki tutumlari ve s6z konusu ortamlarin 6grenme sureglerine yansimalari, onlarin
deneyimleri, 6gretmen ve veli gérusleri ile ortaya konmustur.

Arastirmada lglUnct sinif Hayat Bilgisi dersinde olusturulan otantik goérev temelli 6grenme
ortamlarinin, 6grencilerin Hayat Bilgisi dersine yonelik tutumlarini olumlu yénde etkiledigi sonucuna
ulasiimistir. Bilindigi gibi, bir dersin etkili olarak islenip islenmediginin belirlenmesinde 6grencilerin o
derse karsi olan tutumlarinin belirlenmesi énemli rol oynamaktadir. Tutumlarin olumlu ya da olumsuz
oldugunun belirlenmesi, uygulama sirasinda gerekli 6nlemlerin alinmasini saglamaktadir (Tavsanclil,
2006). Horzum ve Bektas (2012) tarafindan gergeklestirilen arastirmada, otantik 6grenme etkinliklerinin
o6gretmen adaylarinin Topluma Hizmet Uygulamalari dersine yonelik tutumlarini olumlu yonde etkiledigi
bulgusuna ulasiimistir. Bu sonuca benzer olarak Karakus (2006) tarafindan gergeklestirilen arastirmada
Sosyal Bilgiler 6gretiminde yapici 6grenme ve otantik degerlendirme yaklasimlarinin 6grencilerin Sosyal
Bilgiler dersine yonelik tutumlarini olumlu yonde etkiledigi bulunmustur. Lee ve Goh (2012),
arastirmalarinda otantik gorev temelli etkinliklerin, erken cocukluk dénemindeki 6grencilerin okula
yonelik olumlu tutum gelistirmelerine olanak sagladigini bulmuslardir. Gorildigi gibi otantik gorev
temelli 6grenme ortamlari, 6grencilerin derse yonelik tutumlarini olumlu yonde etkilemektedir.

Arastirmada Hayat Bilgisi dersinde olusturulan otantik goérev temelli 6grenme ortamlarinda,
dgrencilerin (st diizey diisinme becerilerini ise kostuklari gdrilmiistiir. Ust diizey diisiinme &grencilerin
bir bilgi ya da duslinceyi sentezleyerek, genelleyerek, aciklayarak, hipotezler olusturarak, sonuclar
cikararak, 6zetleyerek ve sorunlar ¢ozerek islemesi anlamina gelmektedir (Collet-Klingenberg, Hanley-
Maxwell & Stuart, 2000). Otantik gérev temelli 6grenme ortamlarinda 6grencilerin karsilastiklari otantik
gorevler, onlarin pek ¢ok Ust dizey disinme becerilerini ise kosmalarina olanak saglayacak bicimde
tasarlanmaktadir. Keskin (2006) tarafindan gergeklestirilen arastirmada altinci sinif 6grencilerinin
elestirel distinme becerilerinin  gelistiriimesinde otantik 6grenme ortamlarinin ve otantik
degerlendirmenin olumlu yonde etkisi oldugu bulunmustur. Dogan-Dolapgioglu (2015) gerceklestirdigi
arastirmasinda besinci sinif matematik dersinde olusturdugu otantik 6grenme standartlarina uygun
o6grenme ortamlarinda 6grencilerin elestirel disinme becerilerinin gelistigi ve Ust dizey dusinme
becerilerini kullandiklari sonucuna ulasmistir. Kearney ve Schuck (2006) tarafindan gerceklestirilen
arastirmada otantik gorev temelli etkinliklerin ilkokul 6grencilerinin Ust diizey diisinme becerilerini
gelistirdigi bulunmustur. Bu arastirmada da, otantik goérevlerin igerdigi sorunlarla basa ¢ikmada
ogrencilerin Ust dizey dusinme becerilerini kullandiklari sonucuna ulasiimistir. Bu baglamda bu
sonucun, alanyazindaki diger arastirma sonuglariyla 6rtiistiigii séylenebilir.
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Ogrenciler otantik gérevden ne anladiklarini birbirleriyle paylasarak, soruna tek bir acidan bakmak
yerine farkli bakis agilari gelistirmektedirler (Xiao, Carroll, Clemson & Rosson, 2008). Arastirmada
ogrencilerin otantik gorev temelli 6grenme ortamlarinda sorun ve sorunun ¢6ziimiine yonelik olarak
farkh bakis acilari gelistirdikleri belirlenmistir. Lowrie (2005) tek 06grenciyle gerceklestirdigi
arastirmasinda otantik gorev temelli olarak hazirladigi oyunlarin, 6grencide farkli bakis acilari
gelistirdigini bulmustur. Benzer bicimde Girdogan (2014) tarafindan gercgeklestirilen arastirmada da
ogrencilerin otantik gorevlerle ugrasirken farkli bakis acilari kazandiklari sonucuna ulasilmistir. Bu
baglamda, bu (g arastirma bulgusu otantik gérev temelli 6grenme ortamlarinin 6grencilerde farkli bakis
acilan gelistirdigini ortaya koymaktadir. Yine, arastirmada 6grencilerin ugrastiklari otantik goreve yonelik
farkli bakis agilarn gelistirme ve ¢ok boyutlu digsiinme kapsaminda en ¢ok hayal glglerinden
yararlandiklari sonucuna ulasiimistir. Ancak, Akca ve Ata (2009) tarafindan gergeklestirilen arastirmada
ogretmenlerin, lise 6grencilerinin otantik etkinlikler iceren calisma kagitlarini doldururken hayal
giclerinden ve yaraticiliklarindan yararlanmadiklarini ve bu baglamda 6grencilerin yaraticilik ve hayal
glclerini eksik bulduklarina yénelik bulgusu, bu arastirmanin bulgusuyla értiismemektedir.

Gergek yasam deneyimleri, otantik 6grenme ortamlarinin énemli bilesenlerindendir. Fox-Turnbull
(2006) gergeklestirdigi arastirmada ilkokul 6grencilerinin otantik géreve yonelik empati yaptiklarini,
gercek yasam deneyimlerini paylastiklarini, otantik gorevin icerdigi sorun ve ¢dzimine yonelik kendi
yasamlarindan érnekler verdigini belirtmistir. Palm (2008) tarafindan gergeklestirilen arastirmada ilkokul
ogrencilerinin otantik gorevlerin icerdigi sorunlara ¢6zim Onerileri getirirken gercek yasam
deneyimlerinden yararlandiklari sonucuna ulasilmistir. Bu arastirmada da 6grencilerin siklikla otantik
baglamla ilgili olarak kendi yasadiklarini paylastiklari goérilmistiir. Bu yoniyle arastirma sonuglarinin
alanyazinla benzerlik gosterdigi séylenebilir.

Otantik gorevler, 6grencilerin matematik dersine yonelik okur-yazarlk seviyelerini gelistirmede ve bu
derste 6grendiklerini icinde bulunduklari topluma uyarlamalarinda olduk¢a 6nemli gorulmektedir
(Pugalee, Douville, Lock & Wallace, 2002). Bu arastirmada, 6grencilerden kimilerinin otantik gorevlerin
matematik dersinde de kullanilabilecegini belirttikleri kimilerinin ise otantik goérevlerin sayisal derslerde
kullanilmasinin  uygun olmadigini belirttikleri bulunmustur. Bu baglamda, 6grenci goéruslerinin,
alanyazinda otantik gorevlerin diger derslerde kullanilmasi baglaminda matematik dersiyle
iliskilendirilebilecegine yonelik bulgusu Pugalee ve digerlerinin (2002) gorusiyle kismen ortlismektedir.
Yine, arastirmada 6grencilerinin ¢cogunun gercek yasam sorunlarinin Tirkge dersinde kullanilabilecegine
yonelik gorus bildirdikleri ortaya ¢ikmistir. Bu bulguya paralel olarak Glner (2016) gergeklestirdigi
arastirmada ilkokul dordinci sinif 6grencilerin otantik gorev temelli otantik materyaller araciligiyla
ylratilen Tirkge derslerine yonelik olumlu gorislere sahip olduklarini belirlemistir. Dolayisiyla
arastirmadan elde edilen bu bulgu, Glner’in (2016) ortaya koydugu bulguyla ortismektedir.

Arastirmada 6grencilerin otantik gorevleri iceren etkinlikleri, daha 6nceki yillarda Hayat Bilgisi dersi
kapsaminda yaptiklari etkinliklerden daha eglenceli ve yararli bulduklari sonucuna ulasiimistir. Benzer
bicimde, Gurdogan (2014) tarafindan gergeklestirilen arastirmada da 68retmen adaylarinin, otantik
gorevlere yonelik olarak 6grenme siirecini daha eglenceli hale getirdigini dislindikleri belirlenmistir. Bu
baglamda, bu iki arastirma bulgusunun birbirleriyle 6rtistigi gorilmektedir.

Okul diginda 6grenme, otantik durumlara yonelik gdzlem yapma ve deneyimler edinme noktasinda,
ogretmenlere ve 6grencilere pek cok firsatlar saglayarak egitim siirecinin tamamlayici ve butiincil
bicimde gergeklesmesini saglamaktadir (Szczepanski, Malmer, Nelson & Dahlgren, 2006). Okul baglami
disina ¢ikma, 6rnegin alan gezileri gerceklestirme, 6grenenlerin yeni olanaklar elde edebilecekleri
etkinliklerle karsi karsiya getirmektedir (Braund & Reiss, 2006). Stein, Isaacs ve Andrews, (2004) otantik
o6grenme ortamlarindaki 6gretmen ve 6grenci davranislarini gézlemledikleri arastirmalarinda, gériisme
yaptiklari 6grencilerden birinin “ Otantik goérevler ise yaradi... Clinkl is diinyasina atildik ve bir dénem
boyunca 6grendigimiz teorileri kullanma firsati bulduk. Okulda 6grendiklerimizi uygulamanin guzel bir
yolu oldu.” (p.251) biciminde goérusini ifade ettigini belirtmislerdir. Szczepanski ve digerlerinin (2006,
p.9) gerceklestirdikleri arastirma sonucunda okul disindaki yasamla baglanti kurmada, kitaptaki bilgileri
okumak yerine otantik gorevlerle ugrasmanin daha yararl bir yol oldugunu belirlemislerdir. Yine, Fox-
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Turnbull (2006) gergeklestirdigi arastirmada 6grencileri otantik baglam kapsaminda tek kolu olmayan
bireylerle bir araya gelerek onlarin yasadiklari zorluklari gérmelerini saglamistir. Hobart (2005),
gerceklestirdigi arastirmada otantik 6grenme ortamlarinin olusturulmasi kapsaminda 0Ogrencileri
sehirdeki mizelere gotirmis ve 6grenmeyi okul disina tasimistir. Tim bu arastirmalarda 6grenenler
hem iletisimi sinif disina tasiyarak gercek yasamdaki bireyler ve uzmanlarla baglanti kurmuslar hem de
okulda o6grendikleri kuramsal bilgileri, gercek ortaminda gozlemleme ya da deneyimleme firsati
bulmuslardir. Bu bulgulara paralel olarak bu arastirmada da 6grencilerin, sinif 6gretmeninin ve velilerin
ogrencilerin asevine gidip oranin hizmetlerinden yararlanan insanlarla konusmanin onlara biiyiik katkilar
sagladigindan, okulda 6grendiklerini uygulamali olarak gérmelerinin onlarda otantik baglama yonelik
farkindalik yarattigindan soz ettikleri goriilmustiir. Bu arastirmada da 6grenciler iletisimi sinif digina
tasimislar; asevindeki uzmanlarla goériserek onlarin deneyimlerinden vyararlanmiglar ve asevi
hizmetlerinden yararlanan insanlari gozlemleme ve onlarla konusma firsati yakalamiglardir. Ayrica
arastirmada o6grencilerin iletisimi sinif disina tasima ve okul sinirlarint asma kapsaminda
cumhurbaskanina mektup yazmayi 6nerdikleri ve bunu gerceklestirdikleri gorilmistlir. Tim bunlara
dayali olarak otantik gérev temelli 6grenme ortamlarinin olusturulmasinda temel bilesenlerden olan
iletisimi sinif disina tasima ve slirece gergcek yasamdan uzmanlarin dahil olmasina yonelik ulasilan
arastirma bulgularinin alanyazindaki diger arastirma bulgulariyla paralellik gésterdigi sdylenebilir.

Otantik 6grenme ortamlarinda 6gretmen farkli ilgi, yetenek ve 6zelliklere sahip 6grencileri kuglik ya
da buyik gruplar halinde eslestirerek birlikte calismalarini saglamaktadir (Peterson, 2002). Buna paralel
olarak Fallon ve Barnett (2009) arastirmalarinda, 6gretmenlerin otantik 6grenme ortamlarinin
olusturulmasinda o6grenenlerin gergcek bir amacg icin bir araya gelerek isbirligi icinde calismalari
gerektigini belirttikleri sonucuna ulasmislardir. Bu siregte Ogrenciler birlikte calisarak diger grup
arkadaslarinin otantik gérevden ne anladigini 6grenmekte ve sorunun Ustesinden gelebilmektedirler.
Dolayisiyla grupla 6grenme, bireysel 6grenmeye gore daha islevsel olmaktadir (Blum, 2006). Yine, Dennis
ve O’Hair, (2010) gergeklestirdikleri arastirmada, o6gretmenlerin siniflarinda otantik 6gretimi
gerceklestirme sirecinde birbirleriyle isbirligi icinde calistiklarini belirlemislerdir. Bu arastirmada
olusturulan otantik gorev temelli 6grenme ortamlarinda 6grenciler, slirecin basindan sonuna kadar
isbirligi icinde calismislardir. Bu baglamda, arastirmada 6grencilerin gerek fikir ve dislincelerini gerekse
arag-gere¢ ve malzemelerini paylasarak bir anlamda birbirlerinin 6grenme siireglerine katki
getirmislerdir. Ancak arastirmada, kimi 6grencilerin de isbirligi kapsaminda grup ¢alismasi siirecinde kimi
sikintilar yasadigl; bu baglamda kimilerinin grup icinde gérev dagilimi yaparken anlasamadiklarini ve
ortak karar vermede sorunlar yasadiklari anlagilmigtir. Arastirmanin bu bulgusuna paralel olarak Dogan-
Dolapcioglu (2015), gerceklestirdigi arastirmasinda sinif ici gozlemlerden yola cikarak otantik gorev
temelli 6grenme ortamlarindaki sorunlardan birinin sosyal destek oldugu sonucuna ulasmis; bunu ise
ogrencilerin grup calismasi sirasinda yasadiklari ¢atismalarla 6rneklendirerek sunmustur. Dolayisiyla
arastirmadan elde edilen bu bulgu, Dogan-Dolapg¢ioglu’nun (2015) ortaya koydugu bulguyla benzerlik
gostermektedir.

Slavkin (2004), 6grencilerin okulun etkili birer tiyesi olmalari noktasinda kimi anahtar uygulamalarin
gerceklestirilmesi gerektiginden s6z etmektedir. Bu uygulamalar; 6grencilerin, velilerin ve 6gretmenlerin
0grenme sirecinin sorumlulugunu birlikte Ustlenmeleri; 6gretmenlerin, velilerin, yodneticilerin ve
toplumun Gyelerinin 6grencilere yalnizca bilgiyi asilamak yerine onlara 6grenme sireclerinde yardimci
olmalari; 6gretmenlerin ve velilerin 6grencilerin sinif ve okul toplumu arasinda iliski kurabilecekleri
etkinlikler olusturarak hem onlarin 6grendiklerini yansitabilmelerini hem de sosyal kimliklerinin
gelismelerini saglamalari bicimde acgiklanmaktadir. Bu dogrultuda Ogretme-6grenme sireglerinde
o6gretmen ve 6grenci kadar veli katihminin da oldukga 6nemli oldugu gérilmektedir. Horzum ve Bektas’a
(2012) gore otantik goérev temelli 68renme ortamlarinin olusturulmasinda 6gretmen, yonetici, mifettis
ve ailelerin gorisleri dikkate alinarak genis kapsamli katilimla olusturulmus adimlar atiimalidir. Bu
dusiinceye paralel olarak Deveci (2009), Hayat Bilgisi dersi kapsaminda gerceklestirilen etkinliklerin aile
tarafindan desteklenmedik¢e cocukta 6grenmenin gerceklesmesinin glic olacagindan, bu baglamda
Hayat Bilgisi dersi iceriginin aile katihmi calismalariyla desteklenmesi gerektiginden s6z etmektedir. Bu
dogrultuda, arastirma kapsaminda velilerin, Hayat Bilgisi dersinde olusturulan otantik gorev temelli
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6grenme ortamlarindaki 6gretme-6grenme siireclerinde yonelik goriislerine basvurulmus ve arastirma
katilimcilar olan 6grencilerin bu siiregte velilerden kaynaklanan kimi sorunlar yasadiklari bulunmustur.
Bu sorunlarin genelde velilerin gocuklarinin egitim yasantilarina ilgisiz kaldiklarindan kaynaklandigi
belirlenmistir. Benzer bicimde, Kili¢ (2010) tarafindan gergeklestirilen arastirmada, Hayat Bilgisi dersinde
gerceklestirilen aile katihmi ¢calismalarda kimi zorluklar yasandigi; bunlarin ailelerin ¢ocuklarin okuldaki
o6grenmelerini evde desteklememesinden kaynaklandigi bulgusuna ulasilmistir. Arastirmanin bu bulgusu,
Kilig’in (2010) arastirma bulgusuyla 6rtiismektedir.

Sonug olarak, otantik gorevler 6grencilerin gercek yasaminda sirekli karsilasabilecegi durumlardan
olusmaktadir. Bu baglamda, Hayat Bilgisi dersinde otantik gorevlerin kullanilmasinin egitim-6gretim
surecini etkili kildigi anlagiimaktadir. Clinki Hayat Bilgisi dersinde otantik gorev temelli 6grenme
ortamlarindan yararlanilmasi, 6grencilerin lst duzey duslinme, arastirma, sorgulama, isbirligi iginde
calisma becerilerini gelistirmektedir. Dolayisiyla otantik gérev temelli 6grenme ortamlarinin, Hayat Bilgisi
dersinin 6grencileri gercek yasama uyum saglamalarina yardimci olma ve onlara gerekli bilgi, beceri ve
davranislari kazandirma amaglarina katki sagladigi anlasiimaktadir.

Oneriler
Arastirma sonuglarina dayali olarak su dneriler gelistirilmistir:

e ilkokul Ggiinci simif Hayat Bilgisi dersi dgretme-6grenme siireclerinde otantik gorevlerin
kullanilmasina yonelik olarak 6gretim programinda agiklamalara ve etkinliklere yer verilebilir.

e Sinif O6gretmenleri Hayat Bilgisi dersinde otantik 6grenme bilesenlerinin 6gretme-6grenme
sureglerinde kullanmasi konusunda tesvik edilebilir. Bu baglamda sinif 6gretmenlerine otantik
O0grenmeye yonelik hizmet ici egitimler verilebilir. Bu yolla 6gretmenlerin otantik gorevler iceren
etkinlikler tasarlamasi saglanabilir.

e Otantik 6grenme ortamlarinin olusturulmasinda uzman performansi ve modeli baglaminda uzmanlar
sinif ortamina getirilerek 6grencilerin onlarin bilgi ve deneyimlerinden yararlanmasi saglanabilir.

e Velilerin, otantik gorev temelli 6grenme ortamlarina yonelik farkindaliklarini arttirma baglaminda
okul yénetimi ve 6gretmenler tarafindan bilgilendirme toplantilari yapilabilir. Bu kapsamda velilerin
hem 6gretme-6grenme slirecine katilimlari hem de otantik gorevlerin igerdigi sorunlarin ¢dziimiine
yonelik olarak 6grencilerle birlikte sorumluluk almalari saglanabilir.

* Ogrencilerin birincil kaynaktan yararlanmalari kapsaminda, 6gretmenlerin derste dzellikle arastirma-
inceleme ve bulus yoluyla Ogretim stratejilerini kullanmalari, bu sayede 6grencilerin arastirma
yaparak asil kaynaga ulasmalari saglanabilir.
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Introduction

Mathematics is a universal language based on symbols and figures. It involves processing (organizing,
analysing, interpreting and sharing), generating and estimating data, information and knowledge, as
well as solving problems, through using this language (Ministry of National Education [MNE], 2009).
Mathematics is often regarded as a course away and detached from real life, and also considered as a
lesson which students just want to get the required grades to pass exams but do not want to meet and
learn again in the rest of their lives (Durmus & Karakirik, 2006). It is quite difficult to concretize abstract
mathematical concepts (unknowns, algebraic expressions, etc.) in the mind and be able to give meaning
to these concepts (Konyalioglu, 2003). One of them is the concept of identity. Indeed, the concept of
identity has been defined by the Turkish Language Association (TLA) as "an equality of which both sides
are the same, or an equality that takes numerically equal values on its both sides regardless of the
numerical values that are given in letters" (TLA, 2017).

In order for a mathematical concept to be fully learned, the individual must first fully understand and
interpret the relevant concept in his/her mind. This can be achieved by bringing the individual's mental
development to a certain level. It is difficult to concretize abstract mathematical concepts in the mind
and give meanings to these concepts. The learning of abstract concepts in mathematics requires a high
level of cognitive activities. The concretization of abstract concepts as much as possible can be used to
address this difficulty (Konyalioglu, 2003). In this framework, there has been a considerable change in
the thought of what mathematics is and how it should be taught. Mathematical information is divided
into small skill particles and then given to students, in traditional understanding of mathematics
education. Students are expected to repeat this information through exercises and homework. Each
question has a single answer, which is found using a pre-defined response method. Thus, a student who
answers the maximum number of questions in the shortest way with the fastest time would be the most
successful student among others. So, students have to learn these fastest and shortest ways of
answering exam questions from their teachers who know the best and right way for teaching these
methods (Olkun, Yildiz, Sari, Ugar & Turan, 2014, p. 1544). Kog and Baser (2011) stated that planning a
rich and conspicuous learning environment, in terms of course material and instruction with the aid of
visual or auditory means, accelerated and facilitated the systematic information processing in students’
minds and makes the process more enjoyable for them.

The importance of visualization through geometric representations in teaching of algebra, which is
one of the basic learning areas of mathematics, cannot be denied. Algebra fundamentally aims to help
students be aware of the meanings of symbolic and graphical representations, use them to find
mathematical outcomes and associations, and express these results and associations with symbols and
graphics. On the other hand, geometry fundamentally aims at recognizing the properties of geometric
objects in plane and three dimensional spaces, finding relations between them, defining geometric
location, explaining and expressing transformations, and proving geometric propositions (Baki, 2008, pp.
333). Visualization plays an important role, especially in the animation of mathematical concepts and in
discovering concepts and revealing relationships between them. Analytical approach, on the other hand,
rarely encourages students to create an image of educational activities in their minds, or even when the
student is encouraged to do so, they may have difficulties to create a mental image with little visual
support provided by teaching materials (Hamersma, 2002).

Students might be actively engaged in research concepts or objects (abstract or concrete) for making
learning take place in their minds. Visualization aims to make students concretize more challenging
mathematical concepts in their minds, and increases their level of interaction with these concepts.
However, visualization is mostly created in the form of static media (such as drawings on paper or
blackboard). This requires the relevant discovery and manipulation mostly to be performed in their
minds, thus provides limited discovery opportunity and reduced epistemic benefits. Therefore, static
visualization may be insufficient to involve students in discovery activities that assist positive learning
experiences. Particularly at an early age, students' visualization and cognitive abilities are in the first
stage of development, so they may face greater problems (Liang & Sedig, 2010).
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Visualization is a completely positive factor in learning mathematics, but it is not an unpredictable
outcome. Having an audible, well-planned visual model or commentary to illustrate mathematical
concepts with examples can help students develop their rules and then may increase personal
facilitation after instructional activity with such a model. Students will then have something they can
apply to test their hunches, thus mathematics begins to carry a personal meaning (Hamersma, 2002).
Although concretization of mathematical concepts does not seem possible for all subjects, but even
trying to make them semi-concrete will provide students with facilities for learning and teaching
concepts (Yenilmez & San, 2008). The most important advantage of visualization in mathematics is that
it makes a very abstract concept less abstract or concrete. This process is especially important for
students who try to understand abstract mathematical concepts (Tasova & Delice, 2011). Visualization,
discovery of mathematical problems, and interpretation of mathematical concepts and relationships
between them can be a powerful tool in mathematical education. Visualization allows reducing
complexity while dealing with a large amount of information (Rosken & Rolka, 2006). Visualization
improves individuals’ abilities to think dimensionally. Student-centred, interrogative teaching and
application of non-rote learning education on the basis of two or three-dimensional thinking increase
the teaching quality of identities in secondary and high schools. The placement of the concepts of figure
and dimension affects the child's thought world and cognitive development positively, thus enhances
the child's ability to think in two or three dimensions. A child who develops his/her ability to think in two
or three dimensions acquires the ability of information exchange and collective discussion consciousness
by looking at events from different perspectives (Ozdemir, Duru & Akgiin, 2005). Visualization can be
accomplished in three basic ways: Shapes or graphics, animations, and computer software programs.
Shapes or graphics are the presentations of abstract or algebraic expressions with the help of geometric
models. Animations are the dynamic representations of the geometric models of abstract or algebraic
expressions as a motion or action. From these approaches; the shapes or graphics approach includes
fixed shapes, the animations approach consists of moving shapes, and the computer software programs
approach contains geometric (fixed and mobile) shapes and algebraic solutions (Konyalioglu, 2003).

The formation of basic algebraic concepts and development of algebraic thinking in students are
closely related to algebra teaching which starts in primary education (Uyganor & Ovez, 2012). However,
Dede, Yalin and Argin (2002) conducted a study in the field of algebra teaching, and stated that
students had difficulties in understanding symbols of algebraic expressions, expressing algebraically a
problem and using algebraic methods. Moreover, Yenilmez and Avcu (2009), in a similar study, pointed
out that students had problems in understanding the problems of "establishing equations and learning
to how solve these equations" in the field of learning algebra. The lack of visualization applications in
educational and training activities, which are performed using chalk and blackboard and traditional
teaching methods, urgently needs to be handled particularly in algebra and geometry courses. In this
context, the assumptions that students fell conceptual confusion in teaching activities in the field of
algebra and geometry and have insufficient knowledge to associate geometric forms with algebraic
expressions come into prominence, and thus it is thought that supporting mathematics lessons with
geometric display-based activities will increase students’ success levels. In this regard, it is necessary to
examine the effects of the learning approach through teaching with geometric representations on
mathematical success of students, and evaluate their views on this subject. In this respect, it becomes
necessary to examine the effects of visualization assisted instruction on achievement in mathematics
and to evaluate students’ opinions on visualization assisted instruction. In addition, when considered
that students are not very familiar with visualization assisted instruction or are not interested in course
activities enriched with geometric visuals, the present research could contribute to the research area by
answering questions regarding the meaning of geometric visuals, why they should be used in
mathematics curriculum explaining several basic points about visualization assisted instruction.
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Purpose of the Study

The main aim of the present study is to examine the impact of instruction with visualization of
identities in mathematics in the form of (ax+b)" on students’ achievement and receive students’
opinions regarding this approach. The answers to the following two sub questions were sought in
parallel with this main aim:

¢ |s there a significant difference between the achievement of the students in the experimental group,
in which mathematics was instructed using visualization and in the control group, in which
mathematics was instructed with the traditional method?

e What are the opinions of the students in the experimental group, about the instruction process, in
which mathematics was instructed using visualization?

Method
Research Design

In the present study, explanatory design in mixed method, was employed to collect and analyse both
qualitative and quantitative data. The quantitative study was conducted using pre-test post-test paired
semi-experimental design with control group and the qualitative part was conducted using content
analysis. The quantitative data were supported by the qualitative opinions of the students that
participated in the experimental group.

Study Group

The study group consisted of the first-year students who study in construction inspection and
banking and insurance programs and take Mathematics Il course during the spring semester of 2015-
2016 academic year in Cemisgezek Vocational School affiliated to Munzur (Tunceli) University in Turkey.
The reasons for the selection of these programs include the closeness of these students’ placement
scores to each other in the Transition to Higher Education Examination as well as the homogeneity of
their classes in terms of gender and number of students. Mathematics Il course is carried out as the
continuation of Mathematics | course taught in the related vocational school in the first semester, and
basic skills related to identities are given in the 1st semester. In addition, higher education placement
exam placement scores of the students and the instruction in secondary school prove that students
have the required level of readiness. Therefore, it was considered that the level of readiness of the
students should be similar before starting to research, and the application process was carried out in
Mathematics Il course given in the 2nd Semester. This course contains the topics such as identities,
factorization, binomial expansion, and Pascal triangle. This study, which is designed to examine the
effect of two different teaching methods on students’ successes, randomly assigned 24 students
studying in the construction inspection program to the experimental group and 29 students studying in
the banking and insurance program to the control group.

In the present study, which investigates the effect of visualization assisted instruction on academic
achievement, 24 students from the building supervision program were assigned to the experimental
group and 29 students from the banking and insurance program were assigned to the control group that
applied the traditional instruction method. Assignment to experiment and control groups was
completed randomly.

Data Collection Process

The instructor has conducted the teaching process through visualization method in the experimental
group and traditional teaching method in the control group. The Identities and Binomial Expansion
Achievement Test (IBEAT) (see Appendix 2) was applied to the students in both groups as pre-test and
post-test to determine the effect of these two different teaching methods on their success levels. The

836



Aziz ILHAN, Halil Coskun CELIK — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 833-878

"Student Opinion Form (SOF)" was applied as a post-test only to the students in the experimental group
to take their opinions on the teaching method. The relevant research topics were spread over four
weeks (12 course hours) considering the class hours of the students in both experimental and the
control groups so that they could follow the course curriculum and create learning outputs. Teaching
activities in both groups were carried out by the same teaching staff. The lessons in the control group
were processed in the same classroom using lecture notes and direct instruction technique. The topic of
Identities and Binomial Expansion was explained to the students in the classroom environment under
the scope of course plan and then the related questions were asked to the students. Methods such as
discussion and question-answer were included in some parts of the teaching process and the activities
were carried out and explained by the instructor. The activities in the experimental group were carried
out in a course environment where the students were actively participating by using visual teaching
techniques. In this method, the diagrams representing each power of the ax+b expression are shown on
the board by the instructor via an inductive teaching system. In this teaching process, it is required firstly
to ask students how to visualize each algebraic form with geometric representations and to make them
find the relevant answers. Correct visuals of algebraic expressions are displayed on the board, and the
relevant solutions are made in the direction of their answers. Thus, the effects of this method on the
success levels of the participating students were tried to be determined. The applications for the
visualization process of the algebraic expressions through using geometric representations are given in
details at the end the present study (see Appendix 1).

Data Collection Tools

The IBEAT (see Appendix 2) and SOF (see Appendix 3) were used as data collection tools in the
present study. The IBEAT was developed by the researchers to investigate the effect of two applied
teaching methods on students' success levels. For this achievement test, 15 questions were prepared,
each with 4 open-ended sub-questions, suitable for the subject of "Identities and Binomial Expansion".
The prepared questions were given to three faculty members who were experts (having at least five
years of experience) in the fields of mathematics education (two of them) and educational sciences (one
of them). The experts were given test questions for a week-long review, and then the questions were
rearranged in conceptual and contextual terms in accordance with their feedbacks. The final test, which
was obtained as a result of the re-arrangement process, consisted of 10 open-ended questions. Problem
sentences related to the second, third, fourth, fifth and n’th power expansions of the ax + b expression
were included in the test. After re-arrangement process, the highest and lowest scores that could be
taken from the test were determined as 100 and O, respectively.

On the other hand, the SOF is a form consisting of eight open-ended questions developed by the
researchers through literature review to obtain qualitative data. The questions on the form were related
to what students mostly liked and disliked and what the most difficult thing was for them in the process
of teaching mathematics with visuals. Their positive/negative opinions on this subject, and how
geometric visuals could be used in other situations. The researchers have created 10 open-ended
questions for this opinion form and presented them to the experts who had already examined the
IBEAT. After the experts’ feedbacks, two of these questions were removed, considering that they were
not technically suitable for the research content.

Data Analysis

The significance of the difference between the pre-test scores of the experimental and control
groups was examined by independent samples t-test. Also, the dependent samples t-test was used to
determine whether there was a significant difference between the pre-test and post-test scores of the
experimental and control groups. The significance of the difference between the end-test scores of the
experimental and control groups was examined using the one-way covariance analysis (ANCOVA), in
which the pre-test scores of the groups were taken as covariance. The quantitative data collected in the
study were analysed by using SPSS 21.0.
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The qualitative data obtained through the SOFs were firstly tabulated, and then students’ answers
were examined. The general tendency of the students was determined and the results were presented
directly by quoting using their answers. For quoting, students' opinions on each question were
examined first, and the responses given most frequently were quoted individually. In addition, general
trends on all responses have been described via content analyses, and the student names were coded as
K1, K2, K3 and so on in the quotations.

Findings

Findings Regarding Identities and Binomial Expansion Achievements

Table 1 shows the pre-test and post-test descriptive statistical values in the IBEAT performances of
the students in both experimental and control groups.

Table 1.

IBEAT Pre-test and Post-test Descriptive Statistics of the Experimental and Control Groups.
Group Test X Std t df p F p
Experimental Pre-test 7.63 .78 -14.75 23 .00 354.28 .00
(n=24) Post-test 69.21 2.35
Control Pre-test 4.83 43 -7.22 28 .00 3.33
(n=29) Post-test 58.72 1.24

As can be seen from Table 1, students in the experimental group had higher pre-test and post-test
identities and binomial expansion achievement scores than the students in the control group. According
to the results of the independent samples t-test, the difference between these two groups' pre-test
performance was not significant: t (51) =1.66, p=.10.

On the other hand, after the application, the students in both groups significantly increased their
test scores. As a result of the dependent samples t-test, a statistically significant difference was found
between the pre-test and the post-test mean scores of the students in the experimental group in which
the geometric visualization teaching method was applied: t(23)=-14.75, p=.00. Similarly, there was a
statistically significant difference between averages of the pre-test and the post-test achievement
scores of the students in the control group, in which the traditional instruction method was applied:
t(28)=-7.22, p =.00.

One-way covariance analysis (ANCOVA) was performed by taking the pre-test scores as covariance in
order to determine whether there was a statistically significant difference between the post-test IBEAT
mean scores of the students in the control group in which the traditional teaching method was applied
and of the students in the experimental group in which the geometric visualization teaching method was
applied. Accordingly, a statistically significant difference was found between the corrected success mean
scores that the students, who were in the experimental and control groups: F;15=3.33, p=.00. In other
words, the post-test scores are related to the group variable. According to Bonferroni test results
between the groups' corrected success mean scores, the experimental group has higher mean success
score (M=69.21) than the control group (M=58.72).

Findings Regarding Student Opinion Form

The data regarding the qualitative aspects of the study were analysed via content analysis method.
Themes, codes and frequency distributions, which were obtained as the result of the analysis, regarding
the visualization assisted instruction were presented in Table 2. Eight themes, including "Visualization
and Achievement", "The Effect of Visualization on Emotions", "The Importance of Visualization",
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"Difficulties Encountering Visualization", "Visualization and Sensation", "Visualization Skills",
"Visualization and Learning Areas" and "Visualization and Daily Life Relationship" were formed in
parallel with the students’ views on visualization assisted instruction. The findings are presented below.

Table 2.
Themes, Codes and Frequency Distributions Regarding the Students’ Views on The Perception of
Visualization.

Themes Codes f %
Visualization and Visualization enhances persistence 10 41.60
Achievement Visualization contributes to better comprehension on the 8 33.33
subject
Visualization enhances tangibility 4 16.60
Effect of Visualization Easier learning of the course 9 37.50
on Emotions More enjoyable course period 8 33.33
Dullness eliminated from the course 4 16.60
Increase in the interest against the course 3 12.50
Significance of Visualization is important 12 50.00
Visualization Visualization offers a new perspective 8 33.33
Visualization is unimportant 3 12.50
Challenges Unknown values 13 54.10
Encountered in Operation processing 7 29.10
Visualization Transition from algebraic structure to visual structure 3 12.50
Visualization and A sensation of surprise 10 41.60
Sensations A sensation of happiness 10 41.60
A sensation of fear 4 16.60
Visualization Skills Practical skills 12 50.00
Cognitive skills 10 41.60
Psychomotor skills 2 833
Visualization and Algebra instruction 13 54.10
Areas of Instruction Geometry instruction 8 33.33
Data collection instruction 3 12.50
Visualization and its Helps to establish relationships with daily life 20 83.33
Relationship with Has no connection with establishing relationships with daily life 2 833
Daily Life Data does not establish relationships with daily life 2 833

In the present study, the students were initially asked the question “What do you think are the
benefit(s) of this course to be instructed by using geometric shapes in terms of your achievement?” and
three codes for the “Visualization and Achievement” theme were determined from the responses to this
question. Once student views were examined in terms of frequency distributions, it was determined
that the most preferred codes, respectively, were “visualization enhances persistence” (f=10),
“visualization contributes to better comprehension on the subject” (f=8), and “visualization enhances
tangibility” (f=4). Several student views regarding this theme are as follows;

“In applied courses it is useful because the course will be more permanent when taught by shapes.”
(K4)

“I believe that the use of geometric shapes facilitates the learning process. The presence of visuals
helps us to acquire different perspectives. In other words, geometric forms are more permanent
because they are out of classical instruction.” (K1)

“Implementation of the instruction process with shapes rendered the knowledge more permanent in
our minds.” (K10)
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“The processing of the course with the geometric shapes helped me better understand the identities.”
(k21)

“I think it contributed highly in my achievement. Because when the course was taught using visuals,
my comprehension ability increased.” (K17)

In addition to the responses mentioned above, the response of a student stating, “I believe it is
useful in terms of enhancing my ability to substantiate” (K23) could be considered as significant a finding
that the use of visual models is an important issue.

In order to measure the emotions experienced by the students during the course process, the
students were asked the question “Which aspect was the most favorable in the course instruction of
identities using geometric shapes? Why?” and four codes with respect to the theme “Effect of
Visualization on Emotions” were determined from the responses given to this question. As the student
views were examined in terms of the frequency distributions, the most preferred codes, respectively,
were found to be “easier learning of the course” (f=9), “more enjoyable course period” (f=8), “dullness
eliminated from the course” (f=4), and “increase in the interest against the course” (f=3). Several
student views regarding this theme are as follows;

“There were things | liked. | learned better when our teacher explained equations with geometric
shapes. We understand what comes from where better.” (K11)

“Identities topic became easier and | started to like it.” (K6)

“Since the identities lesson shown with shapes made the subject more enjoyable, the taught topic
never got boring.” (K18)

“The course is generally enjoyable, instruction with visuals helps our comprehension.” (K10)
“I liked the visual representation of the algebraic expressions with unknowns.” (K23)

Once more, as well as the abovementioned responses, the specific response by a student, “/ liked
that it was not a method of memorizing” (K20), could be considered as a finding that the use of
mathematical models is an important factor in achieving a significant learning.

In order to measure the students’ views about the method used in the course, the students were
asked the question, “Is the method used in the instruction of this course important according to you,
please explain your reasons?” and three codes related to the theme “Significance of Visualization” was
determined from the answers given to this question. Once student views were examined in terms of
frequency distributions, it was determined that the most preferred codes, respectively, were
“visualization is important” (f=12), “visualization offers a new perspective” (f=8) and “visualization is
unimportant” (f= 3). Several student views regarding this theme are as follows;

“It is very important because many people have a negative feeling toward mathematics. Such
methods can change the point of view towards mathematics.” (K17)

“It is important because the method used helps the student to comprehend and to participate in the
course.” (K3)

“Of course, it is important. Eventually, this method enabled us to have permanent learning instead of
memorizing in courses.” (K10)

“It is important. Because the used method helps us to listen to the course subjects in a better and
more careful manner.” (K7)
“It is important because it helps the listener to focus more efficiently on the course.” (K8)

In addition to the responses above, the response of a student stating, “it is important because we
learnt the course with comprehending the subjects and it delivered us the ability of creativity” (K20)
could be considered as another finding that the utilization of the method is important in terms of
developing the ability of creativity.
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In the present study, the students were asked the question “At which point you were challenged
most, why?” in order to measure the negative aspects of the model and three codes were determined
within the “Challenges Encountered in Visualization” theme with respect to the responses given to this
question. The evaluation of student views with respect to frequency distribution revealed the most
preferred codes as “unknown values” (f=13), “operation processing” (f=7), and “transition from
algebraic structure to visual structure” (f=3), respectively. Several student views regarding this theme
are as follows;

“I have trouble with the unknowns.” (K14)

“Although the instruction is easy, | sometimes struggle to distinguish the unknowns from the knowns
because of my background in humanities.” (K1)

“I had a hard time in the beginning of the course to comprehend the unknowns.” (K24)
“I was challenged when | first saw the topics I did not know.” (K22)
“The instruction is easy and enjoyable but some of the unknowns make operations hard.” (K18)

Again, in addition to the responses stated above, the response of a student, “/ was challenged by loss
of time while re-solving my wrong answers” (K21), could place an emphasis on the issue that the applied
method might be impractical in terms of time management.

In order to measure the sensations of the students during the instruction process, the students were
asked the question, “What did you sense when you saw that the algebraic expressions were represented
with geometric shapes?” and three codes were determined within the “Visualization and Sensations”
theme with respect to the responses to this question. Student views were analyzed in terms of
frequency distributions and the most preferred codes were found to be “a sensation of surprise” (f=10),
“a sensation of happiness” (f=10) and “a sensation of fear” (f=4), respectively. Several student views
regarding this theme are as follows;

“I was surprised because it was a bit strange, I've never seen it before.” (K5)

“I was very frightened at first because | thought the course would be more difficult. But it became
more enjoyable and easy.” (K4)

“I felt strange, | had no idea before that mathematics could be taught using geometric shapes.” (K2)

“To be honest, as a person who feared mathematics and thought could not have an achievement in
mathematics, | felt relieved and accomplished.” (K18)

“I was surprised actually. Because | had no idea about this subject.” (K8)

In addition to the abovementioned responses, the response from a student stating “/ was really
excited. It felt like | was playing Sudoku and the courses were passing nicely” (K14), demonstrated a
significant finding that course process could be carried out as a puzzle and a game.

In the study, the students were asked the question, “What kind of skills you gained from the
representation of algebraic expressions through geometric shapes?” in order to measure the gained
skills and awareness about these skills, and the responses to this question revealed three codes within
the theme of “Visualization Skills.” When student views were examined with respect to frequency
distributions, it was determined that the most preferred codes were “practical skills” (f=12), cognitive
skills (f=10), and “psychomotor skills” (f=4), respectively. Several student views regarding this theme are
as follows;

“After | learned the subject, | began to produce practical solutions and solve the questions when | saw
the shapes.” (K4)

“It gave me a skill in terms of thinking, | think more rapidly and sound when | have to solve a
problem.” (K17)
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“Previously, | was not interested in algebraic expressions and they looked difficult. But in this respect,
getting out of the traditional method with geometric shapes allowed me to be faster and more
practical.” (K1)

“I tried new and different solution methods and found practical solutions by combining with
geometry.” (K12)

“Visual material facilitated my practical comprehension skill.” (K9)

In addition to the responses above, another student’s response, “I developed a visual thinking skill”
(K15), could be interpreted as a finding that the models are important in developing an individual’s
visual intelligence.

In the study the students were asked the question, “In which other areas would you like to use the
visualization of mathematics through geometric shapes? Why?”, in order to measure the established
relationship between the method and areas of instruction and three codes were determined from the
responses to this question within the theme of “Visualization and Areas of Instruction”. Once the
student views were examined through frequency distribution, it was revealed that the most preferred
codes were algebra instruction (f=13), geometry instruction (f=8), and data collection instruction (f=3),
respectively. Several student views regarding this theme are as follows;

“Its use in other areas of mathematics could be useful. For example, it can be used for functions.”
(K12)

“I would like to use it with all subjects in mathematics. It can be easier to present subjects with
shapes. For example, polynomials can be chosen as a sample subject.” (K9)

“It can be used in subjects such as polynomials, where unknowns exist.” (K20)

“It has to be used in other areas of mathematics as well. For example, the derivations could be
learned more easily if taught with geometric shapes.” (K1)

“I would like it to be used in other areas of mathematics, especially in equations.” (K13)

As the last step in research, the students were asked the question, “Do you think that the method
used in this course establishes a relationship between the course content and the daily life?” in order to
measure how well the students use the method to establish connections with daily life and three codes
were determined from the responses to this question within the “Visualization and its Relationship with
Daily Life” theme. When student views were evaluated with respect to the frequency distribution, it was
determined that the most preferred codes were “helps to establish relationships with daily life” (f=20),
“has no connection with establishing relationships with daily life” (f=2), and “data does not establish
relationships with daily life” (f=2), respectively. Several student views regarding this theme are as
follows;

“Yes. For example, we do similar calculations when calculating the area of a field in daily life.” (K23)

“Yes, it has a relationship. Let’s think about a piece of wood for example. In daily life, it is possible to
use the concepts of identity, which we apply in the course, to shape this wood.” (K13)

“Yes, because we can think of mathematics at a universal scale.” (K11)
“Yes, it helps us establish relationships.” (K24)
“Yes, because we can establish a similar relationship with the games on smartphones.” (K14)

According to the students' opinions summarized above, it is possible to assert that geometric models
have positive effects on the teaching process of algebraic identities. The model has provided support for
the students to geometrically interpret an algebraic connection, while at the same time they have
tended to reversely understand the algebraic formulas of a geometric expression. Thus, they have
behaved in accordance with the goals of the restructured program. The students have tried to
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emphasize in their expressions that they have gained the ability to relate geometry and algebra to daily
life activities. Another important research result is the increase in students’ ability to establish the
relationship between shape’s edge/side and area in geometry. Indeed, keeping in mind that the present
study was conducted on the identities, besides the increase in their ability to establish a relation
between algebra and geometry, the increase in students’ ability to establish a relationship between the
shape’s edges/sides and area can also be regarded as a mathematical gain.

Discussion, Conclusion and Implications

In the present study that employed the explanatory design from the mixed methods, which utilized
qualitative and quantitative data collection and analysis, the quantitative dimension pointed out that
instruction of algebraic expressions through visuals increased student achievement more when
compared to the traditional instruction methods. In the qualitative dimension of the study, it was found
that visuals positively evolved the teaching process of algebraic expressions. In addition, the participant
students pointed out those visuals made the teaching process more interesting and entertaining,
leading them away from memorizing, and providing them with permanent learning of the relevant
subjects. It is known that during the learning process, students have difficulties in understanding and
interpreting some mathematical formulas. It was stated that after the teaching activities using visuals,
students' concerns about mathematics decreased, their self-confidence levels improved, and their
curiosity in math increased (Durmus & Karakirik, 2006; Hamersma, 2002; Konyalioglu, 2003). The results
of these studies overlap with the results of this present study. As a result of the additional results
obtained in the present study, the transition between geometry and algebra, the change of attitude and
perspective towards mathematics after enrichment of teaching process with visuals, and the acquisition
of conceptual knowledge in mathematics are considered as important gains for the students. From this
point of view, visualization is crucial in enabling students to discover knowledge.

The study found that the identities and binomial expansion achievement level of the students in
both experimental and control groups statistically significantly increased at the end of the four-week
training period. However, it appears that the students in the experimental group were more successful
than the students in the control group, probably because of their richer visualization experiences.
Ozdemir et al. (2005) conducted a study on students in secondary education institutions and indicated
that students who had experience in visualization applications were more successful in their ability to
use visuals in mathematics. This present study concluded that success levels of the students, who had
received geometric visualization in lessons, were significantly higher than that of the students receiving
traditional education. This result also supports the results of other similar studies (Ciltas & Isik, 2012,
2013; English, 2004; Sagirl, Kirmaci & Bulut, 2010).

The importance of meaningful learning and constructing concepts in the minds is at the forefront of
contemporary education systems. In the study, the students were asked the question “What do you
think are the benefit(s) of this course to be instructed by using geometric shapes in terms of your
achievement?” and three codes for the “Visualization and Achievement” theme were determined from
the responses to this question. The student views were examined in terms of frequency distributions
and the most preferred codes, respectively, were found to be visualization enhances persistence,
visualization contributes to better comprehension on the subject, and visualization enhances tangibility.
Evidence and proofs in the teaching process is undoubtedly a great asset (Dede & Karakus, 2014; Hanna,
2000). Evidence of proof on mathematical expressions enhances mathematical thinking (Stylianides,
2007). Visualization has a positive contribution to the understanding of the proof procedures in
mathematics (Hanna & Sidoli, 2007). It is stated that the visual images, which have an important place in
the thinking process of individuals, contribute greatly to their learning and interpreting skills (Presmeg,
2006; Stylianou & Silver, 2004). In addition, visual-based proofs provide learners with information about
the nature of the formulas, allowing them to avoid memorizing but acquire permanent learning. It also
helps them overcome their mistakes and resolve their difficulties in understanding relevant subjects
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(Tekin & Konyalioglu, 2010). For example, in this study, a student’s answer of "I think it's useful for me
to improve my proof ability" can be considered as a sign for that the use of visual models is important in
the proof process and the study has created an awareness of this issue in students.

To identify the emotions experienced by the students during the course process, the students were
asked the question “Which aspect was the most favorable in the course instruction of identities using
geometric shapes? Why?” and four codes with respect to the theme “Effect of Visualization on
Emotions” were determined from the responses given to this question. Once the student views were
examined in terms of the frequency distributions, the most preferred codes, respectively, were found to
be Easier learning of the course, more enjoyable course period, Dullness eliminated from the course,
and Increase in the interest against the course. According to Keskin (2008), the basic principle of
visualization is to improve students' mathematical thinking skills, clarify complex situations, and provide
the students with a clearer idea. The students were asked the question, “Is the method used in the
instruction of this course important according to you, please explain your reasons?” in order to measure
the students’ views about the method used in the course and three codes related to the theme
“Significance of Visualization” was determined from the responses to this question. The student views
were examined in terms of frequency distributions and it was revealed that the most preferred codes
were visualization is important, visualization offers a new perspective, visualization is unimportant,
respectively. One student has answered the question as follows: "It is important because we have
understood the lesson and it has enabled us gain creativity." This answer can be thought of as a further
indication that it is important to use the relevant method for developing of students’ creativity. English
and Watters (2005) have emphasized that the problem solving by using visual models is very important
for students to improve their cognitive and critical thinking skills.

The students were asked the question “At which point you were challenged most, why?” in order to
measure the negative aspects of the model applied in the present study and three codes were
determined within the “Challenges Encountered in Visualization” theme with respect to the responses
to this question. The evaluation of student views with respect to frequency distribution revealed that
the most preferred codes were unknown values, operation processing, and transition from algebraic
structure to visual structure, respectively. The reason for such an outcome could stem from the fact that
the unknowns and the operation process are abstract concepts. Konyalioglu (2003) points out that
learning and teaching difficulties stemming from the abstraction of mathematics leads mathematics
educators to conduct research in this direction. Baykul (1997) underlines that it is generally difficult to
obtain abstract concepts, and also emphasizes that the reason for the difficultness of mathematics for
some students may be the difficulty of obtaining abstract concepts, but suggests that this difficulty can
be solved or minimized by using concrete materials or by concretization during the teaching of
mathematical concepts. In addition, in the present study, the students were asked the question, “What
did you sense when you saw that the algebraic expressions were represented with geometric shapes?”
in order to measure the sensations of the students during the instruction process and three codes were
determined within the “Visualization and Sensations” theme with respect to the responses to this
question. Student views were examined in terms of frequency distributions and the most preferred
codes were found to be a sensation of surprise, a sensation of happiness, and a sensation of fear.
According to Bloom, about one fourth of the variables of learning success are due to the affective
characteristics of students (Altun, 1995). In order to measure the gained skills and awareness about
these skills, the students were asked the question, “What kind of skills you gained from the
representation of algebraic expressions through geometric shapes?” and the responses to this question
revealed three codes within the theme of “Visualization Skills.” The student views were examined with
respect to frequency distributions and the most preferred codes were determined as practical skills,
cognitive skills, and psychomotor skills, respectively. Konyalioglu (2003) reports that visualization or use
of concrete materials in the process of learning and teaching of abstract concepts has improved the
students’ both cognitive and affective skills. Konyalioglu (2003) also emphasizes that visualization of
abstract concepts in mathematics gives meaning to abstract mathematical expressions so that makes
the learner understand mathematical relations more easily and more practically.
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In the study, in order to measure the established relationship between the areas of instruction by
the students, they were asked the question, “In which other areas would you like to use the visualization
of mathematics through geometric shapes? Why?”, and three codes were determined from the
responses to this question within the theme of “Visualization and Areas of Instruction.” Once the
student views were examined through frequency distribution, it was revealed that the most preferred
codes were algebra instruction, geometry instruction, and data collection instruction, respectively. As a
support of this result, the students, who participated in this present study, stated that geometric
representations could be used in other areas of mathematics and algebra. Similar to Akman, Yikselen
and Uyanik (2000), this study revealed that even before the application, some of the students had the
idea that geometric visualization should be included in the mathematics curriculum.

It is of course important that the teaching process should be structured to link course content and
methods with daily life activities. Indeed, one of the basic principles of education is its proximodorsal
development. Therefore, it is important to learn information by establishing its link with daily life. In this
regard, the identities were linked to daily life events in the course of study, and then concrete examples
related to these visuals (including the examples of field areas and warehouse volumes, etc.) were
examined so that the students were tried to create meaningful learnings in their minds. In this context,
in order to measure how well the students, use the method to establish connections with daily life the
students were asked the question, “Do you think that the method used in this course establishes a
relationship between the course content and the daily life?” and three codes were determined from the
responses to this question within the “Visualization and its Relationship with Daily Life” theme. The
evaluation of the student views through frequency distribution pointed out that the most preferred
codes were Helps to establish relationships with daily life, has no connection with establishing
relationships with daily life, and Data does not establish relationships with daily life, respectively. It is
suggested that the modeling studies through visuals should start from primary school years so that
students can meaningfully develop their skills for and the process of using mathematics in real life
(English & Watters, 2005). The obtained mathematical results should be reconciled with actual
situations using visuals, and transformed into real results (Borromeo Ferri, 2006). Similarly, Blum (2011)
has examined the approaches of the 8th-10th grade students to solve modeling problems through using
visuals, and stated that whether the solutions obtained were meaningful in real life. In this framework
was not paid attention to, so it may be advisable for future researches to create and implement new
visually-supported teaching methods. Keeping in mind that the visualized information realizes more
permanent learning in the mathematics teaching process, undergraduate courses for the development
of visually enriched teaching environments can be added to the relevant curricula. It should also be
considered that in-service training seminars on this topic can be given to actively working mathematics
teachers.
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Tiirkce Suiriim

Giris

Matematik, sembol ve sekiller tizerine kurulmus evrensel bir dildir; bilgiyi islemeyi (diizenleme, analiz
etme, yorumlama ve paylasma), liretmeyi, tahminlerde bulunmayi ve bu dili kullanarak problem ¢dzmeyi
icerir (Milli Egitim Bakanhg [MEB], 2009). Matematik, genellikle gercek yasamdan uzaklasmis veya
kopuk ve sadece okullarda 6grencilerin dersi gegip bir daha karsilasmak istemedikleri bir ders olarak
gorilmektedir (Durmus & Karakirik, 2006). Soyut matematiksel kavramlarin zihinde yapilandiriimasi ve
bu kavramlara anlam verilebilmesi oldukga giigtiir (Konyahoglu, 2003). Matematigin temel alanlarindan
biri olan cebir alaninin son derece soyut kavramlari (bilinmeyenler, cebirsel ifadeler vb.) icerdigi
soylenebilir. Bu soyut kavramlardan biriside 6zdeslik kavramidir. Nitekim o6zdeslik kavrami Tark Dil
Kurumu (TDK) tarafindan “iki yani birbirinin aynisi olan veya harflerle verilen sayisal degerler ne olursa
olsun iki yaninda sayica esit degerler alan esitlik” olarak tanimlanmistir” (TDK, 2017).

Matematiksel bir kavramin tam olarak 6grenilebilmesi icin birey oncelikle o kavrami zihninde
tamamen anlamali ve yorumlayabilmelidir. Bu ise bireyin zihinsel gelisiminin belirli bir diizeye getirilmesi
ile saglanabilir. Soyut matematiksel kavramlarin zihinde yapilandirilmasi ve bu kavramlara bir anlam
verilmesi oldukga zordur. Matematikte soyut kavramlarin 6grenilmesi Ust duzeyde biligsel etkinliklerin
yapilmasinin gerektirir. Soyut kavramlarin mimkiin oldugunca somutlastirilmasi bu zorlugu gidermeye
yonelik olarak kullanilabilir (Konyalioglu, 2003). Geleneksel matematik egitimi anlayisinda matematiksel
bilgiler kigclik beceri parcaciklarina ayrilmis olarak 6gretmen tarafindan 0Ogrenciye verilir.
Ogrencilerinden, bu bilgileri verilen alistirmalarla tekrar etmeleri beklenir. Sorularin énceden belirlenmis
yanitlama yontemi veya yontemleri ve tek bir yaniti vardir. Boylece en ¢ok soruyu en kisa yoldan ve en
¢abuk yanitlayan 6grenci en basarilidir. En iyi ve en dogruyu bilen 6gretmenden bunlari 6grenmek
durumundadirlar (Olkun, Yildiz, Sari, Ugar & Turan, 2014, p. 1544). Kog ve Baser (2011) ¢alismalarinda
ders islenisinde kullanilacak materyaller acgisindan zengin ve dikkat cekici bir 6grenme ortaminin
hazirlanmasinin ve 6gretimin gorsel veya isitsel araglarla desteklenmesinin bilginin 6grenci zihninde
sistemli bir sekilde islenisini hizlandirmakta, kolaylastirmakta ve bu siireci 6grenen icin daha zevkli hale
getirmekte oldugunu ifade etmislerdir.

Matematigin temel 6grenme alanlarindan olan cebir konusunun 6gretiminde geometrik gosterimler
yoluyla gorsellestirmenin 6nemi yadsinamaz. Cebir temel alaninin amaci, 6grencilerin sembolik ve
grafiksel gosterimlerin anlamlarinin farkinda olmalari, onlari kullanarak sonuglar ve iligkiler bularak,
sonuglari ve iliskileri sembol ve grafik yardimiyla ifade etmektir. Geometri temel alaninin amaci ise,
dizlemde ve Ug¢ boyutlu uzayda geometrik nesnelerin 6zelliklerini tanima, aralarindaki iliskileri bulma,
geometrik yeri tanimlama, déntsimleri agiklama, ifade etme ve geometrik 6nermeleri kanitlama olarak
ozetlenebilir (Baki, 2008, p. 333). Gorsellestirme, 6zellikle matematiksel kavramlarin animasyonunda,
ogrencilerin kavramlari kesfetmelerinde ve bunlar arasinda iliskileri ortaya ¢ikarmalarinda énemli rol
oynar. Analitik yaklasim ise okullarda egitim faaliyetlerinde nadiren 6grencileri zihinlerinde bir gérintu
olusturmaya tesvik eder veya 0grenci bunu yapmaya tesvik edildiginde bile, 6gretim materyallerinin
sagladigi kiclik gorsel destekle zihinsel bir goriinti olusturmada zorlanabilir (Hamersma, 2002).

Ogrenmenin gerceklesmesi icin 6grencilerin aktif olarak arastirilan kavramlar veya nesnelerle (soyut
veya somut) etkilesimde olmasi gerekli gorilebilir. Gorsellestirmeler, 6grencilerin daha zorlu
matematiksel kavramlari somutlastirmayl ve Ogrencilerin bu kavramlarla olan etkilesim dizeylerini
arttirmayr amaglamaktadir. Bununla birlikte, gorsellestirmeler ¢ogunlukla statik medya seklinde
(6rnegin, kagit veya kara tahta lzerinde gizimler gibi) yapilmaktadir. Bu ise kesif ve manipilasyonun
buyuk oranda 6grencilerin zihinlerinde yapilmasini gerektirmekte ve dolayisiyla sinirli kesif imkani ve
azaltilmig epistemik yarar saglamaktadir. Bu nedenle, statik gorsellestirmeler, 6grencileri pozitif
dgrenme deneyimlerine yardimci olan kesif etkinliklerine dahil etmede yetersiz kalabilir. Ozellikle erken
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yaslarda 6grencilerin gorsellestirme ve bilissel yetenekleri biiyiik oranda ilk olusum asamasinda oldugu
icin, daha buyk sorunlarla karsi karsiya kalabilirler (Liang & Sedig, 2010).

Gorsellestirme, matematik 6grenmede tamamen pozitif bir faktordir, ancak 6ngorilemeyen bir
sonug degildir. Matematiksel kavramlari 6rneklerle agiklamak igin sesli, iyi planlanmis gérsel bir modelin
veya yorumun bulunmasi, 6grencilerin 6yle bir modelle yapilan 6gretim faaliyetinden sonra onlarin
kurallar olusturmasina ve kisisel kolaylik saglamasina yardimci olabilir. Ogrenciler o zaman 6nsezilerini
test etmek icin basvurabilecekleri bir seylere sahip olacaklarindan, matematik kisisel anlam tasimaya
baslar (Hamersma, 2002). Matematiksel kavramlarin somut hale getirilmesi tim konular igin pek
mimkiin gériinmuyor olsa da onlari yari somut hale getirmeye calismak bile kavramlarin 6grenilmesi ve
ogretilmesinde kolayliklar saglayacaktir (Yenilmez & S$an, 2008). Matematikte gorsellestirmenin en
onemli yarari, ¢ok soyut bir kavrami daha az soyut veya somut hale getirmesidir. Bu islem, 6zellikle soyut
matematiksel kavramlari anlamaya calisan 6grenciler icin 6nemlidir (Tasova & Delice, 2011). Matematik
o6grenmede, gorsellestirme, matematiksel problemleri kesfetmek ve matematiksel kavramlara ve bunlar
arasindaki iliskileri anlamlandirmak icin glicli bir arag olabilir. Gorsellestirme, ¢ok sayida bilgiyle
ugrasirken karmasikligi azaltmaya olanak tanir (Résken & Rolka, 2006). Gérsellestirme bireylerde boyutlu
diisiinebilme yetenegini gelistirir. Ogrenci merkezli, sorgulayarak 6gretme ve iki ya da li¢ boyutlu
dislinme esasina gore ezbersiz egitimin uygulanmasi ortaokulda ve lisede 6zdegliklerin 6gretim kalitesini
artirir. Sekil ve boyut kavramlarinin yerlesmesi, cocugun diistince diinyasini ve biligsel gelisimini olumlu
yonde etkiler dolayisiyla cocugun iki ya da ti¢ boyutlu diisiinme yetenegini gelistirir. iki ya da {ic boyutlu
dusinme yetenegini gelistiren cocuklar olaylara farkl agilardan bakarak fikir alisverisi ve toplu tartisma
bilinci kazanir (Ozdemir, Duru, & Akgiin, 2005). Gérsellestirme (ic temel yolla gerceklestirilebilir: Sekiller
ya da grafikler, animasyonlar ve bilgisayar yazilim programlari. Sekiller ya da grafikler; soyut ya da
cebirsel ifadelerin geometrik modeller yardimi ile sunulmasi seklindedir. Animasyon; soyut ya da cebirsel
ifadelerin geometrik modellerinin hareket veya aksiyon olarak dinamik bir sekilde sunumu seklindedir.
Bu yaklagimlardan; sekiller ya da grafikler sabit sekilleri, animasyon hareketli sekilleri ve bilgisayar
yazilim programlari ise geometrik (sabit ve hareketli) sekillerle cebirsel ¢oziimleri icine almaktadir
(Konyalioglu, 2003).

Ogrencilerdeki temel cebirsel kavramlarin olusumu ve cebirsel diisiincenin gelisimi ilkégretim
caginda baslayan ve devam eden cebir dgretimi ile yakindan iliskilidir (Uyangér & Ovez, 2012). Ancak
cebir 6gretimi alanindaki yapilan calismalarda; 6grencilerin cebirsel ifadelerde kullanilan sembolleri
anlamada, bir problem durumunu cebirsel olarak ifade etmede, cebirsel yéntemleri kullanmada
zorlandigl (Dede, Yalin & Argiin, 2002) ve yine 0grencilerin cebir 6grenme alaninda gegen “denklem
kurma ve kurulan denklemi ¢c6zme” problemlerini anlamada sorunlarla karsilastigi belirtilmistir (Yenilmez
& Avcu, 2009). Ozellikle cebir ve geometri derslerinde, geleneksel 6gretim yéntemiyle, tebesir ve tahta
kullanilarak gergeklestirilen egitim ve 6gretim faaliyetlerinde gorsellestirme uygulamalarinin eksikligi de
gbze carpmaktadir. Bu gercevede cebir ve geometri alanindaki 6gretim faaliyetlerinde 6grencilerin
kavram kargasasi yasadigi, cebirsel ifadeler ile geometrik sekilleri birbiriyle iliskilendirmede yetersiz
bilgiye sahip oldugu goérisi on plana ¢ikmakta, dolayisiyla matematik derslerinin geometrik gosterim
temelli etkinliklerle desteklenmesinin akademik basariyr artiracagi dislincesi dogmaktadir. Tim
bunlardan hareketle gorsellestirme kullanilarak yapilan 6gretimin 6grencilerin matematik basarisina
etkisinin incelenmesi ve bu konudaki 6grenci gorislerinin alinarak degerlendirilmesi gerekliligi ortaya
cikmaktadir. Ayrica, 6grencilerin gorsellestirme kullanilarak yapilan 6gretim konusuna pek fazla asina
olmadiklari ya da ders etkinliklerini geometrik gorsellerle zenginlestirmeye ¢ok yer vermek istememeleri
dusindldiginde geometrik gorsellerin ne anlama geldigi, matematik mifredatinda geometrik
gorsellerin neden bulunmasi gerektigi gibi sorularin cevaplandiriimasi ve goérsellestirme kullanilarak
yapilan 6gretim ile ilgili bazi temel noktalarin agiklanmasi sebepleriyle yapilan bu arastirmanin alana
katki sunacagi diisiintilmektedir.
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Aragtirmanin Amaci

Bu arastirmanin temel amaci, matematikte (ax+b)" bicimindeki 6zdesliklerin, gorsellestirme
kullanilarak yapilan 6gretiminin 6grenci basarisina etkisini incelemek ve bu konudaki goruslerini
almaktir. Bu temel amag dogrultusunda su iki alt probleme cevap aranmistir:

e Matematikte gorsellestirme kullanilarak yapilan 6gretimin uygulandigl deney grubu ile geleneksel
O0gretim yonteminin uygulandigi kontrol grubu 6grencilerinin basarilari arasinda anlamli bir farkhhk
var midir?

o Matematikte gorsellestirme kullanilarak yapilan 6gretimin uygulandigi deney grubu 6grencilerinin
Ogretim sureci hakkindaki gérusleri nelerdir?

Yontem

Arastirma Deseni

Arastirmada, nitel ve nicel verilerin birlikte toplanarak analiz edildigi karma desenlerden aciklayici
desen kullaniimistir. Nicel kisim 6n-test son-test eslestirilmis kontrol gruplu yari deneysel desen, nitel
kisim ise igerik analizi kullanilarak yuritulmustir. Nicel veriler deney grubu 6grencilerinden derlenen
nitel goruglerle desteklenmistir.

Calisma Grubu

Arastirmanin ¢alisma grubunu, 2015-2016 o6gretim yili bahar déneminde Munzur (Tunceli)
Uiniversitesinin Cemisgezek Meslek Yiiksekokulu’nun birinci siniflarinda okuyan ve Matematik Il dersini
alan yapi denetimi programi ve bankacilik ve sigortacilik programi 6grencileri olusturmaktadir. Bu
programlarin secilmesinde 6grencilerin Yiksekogretime Gegis Sinavi yerlestirme puanlarinin birbirine
yakin olmasinin yaninda, cinsiyet ve 6grenci sayisi agisindan siniflarin homojen olmasi da etkili olmustur.
Matematik Il dersi ilgili meslek yliksekokulunda 1. Dénem okutulan Matematik | dersinin devami olarak
ylratilmekte ve oOzdeslikler konusuyla ilgili temel beceriler 1. Donemde verilmektedir. Ayrica
ogrencilerin Yiiksekogretime Gegis Sinavi yerlestirme puanlari ve ortadgretimde almis olduklari egitimler
hazir bulunusluk diizeylerinin oldugunu kanitlar niteliktedir. Bu sebeplerle galismaya baslamadan 6nce
ogrencilerin hazir bulunusluk diizeylerinin benzer olmasi gerekliligi goz 6ninde bulundurulmus ve
uygulama silireci 2. Donemde verilen Matematik Il dersinde yiratilmistir. Bu dersin iceriginde
ozdegslikler, carpanlara ayirma, Binom acilimi ve Pascal liggeni konulari mevcuttur.

Matematikte gorsellestirme kullanilarak yapilan 6gretimin akademik basari Gzerindeki etkisinin
incelendigi bu c¢alisma icin yapi denetimi programi 6grencilerinden 24 kisi deney grubuna, geleneksel
O0gretim yonteminin uygulandigl bankacilik ve sigortacilik programi 6grencilerinden 29 kisi de kontrol
grubu olarak atanmistir. Gruplarin deney veya kontrol grubu olarak atanmasi rastgele yapilmistir.

Veri Toplama Siireci

Deney grubunda gorsellestirme kullanilarak yapilan 6gretim, kontrol grubunda ise geleneksel 6gretim
dgretici tarafindan yiritilmistir. iki farkli 6gretim ydénteminin, akademik basari (izerindeki etkisini
belirlemek igin Ozdeslikler ve Binom Agilimi Basari Testi (OBABT) (bkz. Ek 2) 6n-test ve son-test olarak
her iki gruptaki égrencilere uygulanmistir. Ogrencilerin konu ile ilgili gérislerini almak icinde “Ogrenci
Goriis Formu (OGF)” yalnizca deney grubundaki dgrencilere son-test olarak uygulanmistir. Deney ve
kontrol grubunda konular, ders saatleri diistinlerek dort haftalik stirece (12 ders saati) yayilmis boylece
dersin mifredatina uyma ve 6grenme ciktilarini gerceklestirebilme olanagi saglanmistir. Her iki gruptaki
ogretim faaliyetlerini ayni 6gretim elemani ylratmdistir. Kontrol grubundaki dersler, 6grencilere ders
notu destegi ile diiz anlatim yéntemi kullanilarak ayni derslikte islenmistir. Ozdeslikler ve Binom agilimi
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konusu ders plani kapsaminda 6grencilere sinif ortaminda anlatiimis ve daha sonra 6grencilere konuyla
ilgili sorular yéneltilmistir. Ogretim siirecinin bazi bélimlerinde, tartisma, soru cevap gibi ydontemler yer
almis, etkinlikler ise 6gretici tarafindan anlatilarak ve agiklanarak gergeklestirilmistir. Deney grubundaki
etkinlikler, gorsellestirme yoluyla 6gretim teknigi kullanilarak 6gretici tarafindan ax+b ifadesinin her bir
kuvvetini temsil eden cizimler tahtada timevarimsal bir sistemle 6grencilerin de aktif katilim sagladig
ders ortaminda gergeklestirilmistir. Bu 6gretim sirecinde her bir cebirsel ifadenin geometrik sekillerle
nasil gorsellestirilebilecegi oncelikle 6grencilere sorularak bulmalar istenmistir. Alinan cevaplar
dogrultusunda cebirsel ifadelerin dogru goérselleri tahtada gosterilmis ve ¢oziimleri yapiimistir. Boylece,
ogrencilerin akademik basarilari Uzerine bu yontemin etkinligi belirlenmeye ¢alisilmistir. Cebirsel
ifadelerin geometrik sekiller yardimiyla gorsellestirme siirecine iligkin uygulamalar ayrintili bir sekilde
¢alismanin sonunda verilmistir (bkz. Ek 1).

Veri Toplama Araglari

Arastirmada veri toplama araci olarak arastirmacilar tarafindan gelistirilen OBABT (bkz. Ek 2) ve OGF
(bkz. Ek 3) kullanilmistir. OBABT uygulanan iki 6gretim ydnteminin dgrencilerin akademik basarisi
Uzerindeki etkisini incelemek amaciyla arastirmacilar tarafindan gelistirilmistir. Basari testi igin
“Ozdeslikler ve Binom Ac¢ilimi” konusuna uygun, her biri 4 acik uglu olacak sekilde 15 soru hazirlanmistir.
Hazirlanan sorular ikisi matematik egitimi biri egitim bilimleri alaninda yetkin (en az bes yil deneyime
sahip) li¢ 6gretim Uyesine verilerek uzman gorisi alinmistir. Uzmanlara bir haftalik sire ¢ercevesinde
incelemesi icin test sorulari verilmis, alinan donitler neticesinde sorular kavramsal ve icerik baglaminda
yeniden dizenlenmistir. Yapilan dizenlemeler sonucunda elde edilen nihai test acgik uclu 10 sorudan
olusmaktadir. Testte ax+b ifadesinin ikinci, tGi¢lincl, dordiinci, besinci ve n. kuvvet agilimlari ile iliskili
problem climleleri yer almaktadir. Bu diizenlemeler dogrultusunda testten alinabilecek en ylksek puan
100 en diisiik puan ise 0 olmustur.

Ote yandan, OGF nitel verilerin elde edilebilmesi icin literatiir taramasi yapilarak arastirmaci
tarafindan gelistirilmis, sekiz acik uclu sorudan olusan bir formdur. Formdaki sorular 6grencilerin,
gorsellerle matematik dersinin Ogretim siirecinde en ¢ok neyi sevdikleri, neden hoslandiklari, bu
konudaki olumlu/olumsuz gérusleri, en ¢ok zorlandiklari noktalar ve geometrik gorsellerin diger
konularda nasil kullanilabilecegi ile ilgilidir. Bu form i¢in arastirmacilar 10 adet acik uglu soru olusturmus
ve bunlari yine OBABTyi inceleyen uzmanlarin goriisiine sunmustur. Yapilan islemlerden sonra
sorulardan iki tanesi teknik ve igerik olarak uygun olmadigi diisiintlerek formdan c¢ikartilmistir.

Verilerin Analizi

Deney ve kontrol gruplarinin 6n-test puanlar arasindaki farkin anlamliligi iliskisiz 6rneklem t-testi,
deney ve kontrol gruplarinin 6n-testten son-teste puanlari arasinda anlamli bir farklilik olup olmadigi
iliskili 6rneklem t-testi yardimiyla incelenmistir. Deney ve kontrol grubunun son-test puanlari arasindaki
farkin anlamhhg ise gruplarin 6n-test puanlarinin kovaryans olarak alindig tek yonli kovaryans analizi
(ANCOVA) kullanilarak incelenmistir. Arastirmada derlenen nicel veriler SPSS 21.0 kullanilarak analiz
edilmistir.

OGF kapsaminda elde edilen nitel veriler éncelikle bir tablo haline getirilerek cevaplar incelenmis,
genel egilimin hangi yonde olduguna bakilarak betimlenmis ve bulgular 6grencilerin cevaplari
kullanilarak dogrudan alinti yoluyla sunulmustur. Alintilamalar yapilirken éncelikle 6grencilerin her bir
soru ile ilgili gorusleri incelenmis, diger cevaplara gore daha fazla verilen yanitlar birebir alintilanmistir.
Ayrica tim cevaplarla ilgili genel egilimler ise igerik analizi yontemiyle ifade edilmistir. Burada gorisler
verilirken 6grenci isimleri K1, K2, K3 vb. seklinde kodlanmistir.
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Bulgular

Ozdeslikler ve Binom Agilimi Basarilarina iliskin Bulgular

Arastirmada geleneksel 6gretim yonteminin uygulandigi kontrol grubu O6grencileri ile geometrik
gorsellestirme 6gretim yonteminin uygulandigl deney grubu 6grencilerinin uygulama 6ncesi ve sonrasi
OBABT deki performanslarina ait betimsel istatistik degerleri Tablo 1’de gdsterilmektedir.

Tablo 1.

Deney ve Kontrol Gruplarina iliskin OBABT Ontest ve Sontest Betimleyici Istatistikler.
Grup Test X Ss t Sd p F p
Deney On-test 7.63 .78 -14.75 23 .00 354.29 .00
(n=24) Son-test 69.21 2.35
Kontrol On-test 4.83 A3 -7.22 28 .00 3.33
(n=29) Son-test 58.72 1.24

Tablo 1’den de gorildigi gibi deney grubundaki 6grencilerin ¢alisma 6ncesi ve sonrasi 6zdeslikler ve
Binom acilimina dair basarilari kontrol grubundaki 6grencilerden daha yiiksek ¢ikmistir. Yapilan iliskisiz
drneklem t-testi sonucuna gore iki grubun calisma &ncesi OBABT performanslari arasindaki fark anlamli
degildir: t(51)=1.66, p=.10.

Ote yandan, her iki gruptaki 6grenciler de 6n-testten son-teste basarilarini fark edilir derecede
artirmistir. Yapilan iliskili 6rneklem t-testi, geometrik gorsellestirme ogretim ydonteminin uygulandigi
deney grubundaki 6grencilerin 6n-test ve son-test basari puan ortalamalari arasindaki farkin istatistiksel
olarak anlamh oldugunu ortaya koymaktadir: t(23)=-14.75, p=.00. Benzer sekilde geleneksel 6gretim
yonteminin uygulandigi kontrol grubundaki 6grencilerin on-test ve son-test basari puan ortalamalari
arasindaki farkin istatistiksel olarak anlamli oldugu gérilmektedir: t(28)=-7.22, p=.00.

Geleneksel o0Ogretim yonteminin uygulandigi kontrol grubundaki 6grenciler ile geometrik
gorsellestirme 6gretim yénteminin uygulandigi deney grubu 6grencilerinin son-test OBABT ortalama
puanlari arasinda anlamli bir farkin olup olmadigini belirlemek igin, 6n-test puanlari kovaryans olarak
alinarak tek yonli kovaryans analizi (ANCOVA) uygulanmistir. Buna goére deney ve kontrol gruplarinda
bulunan 6grencilerin geometrik gosterimlerle 6grenme dizeltilmis basari puan ortalamalari arasinda
anlamli bir fark oldugu goérilmektedir: F(;15=3.33, p=.00. Baska bir ifadeyle son test puanlari grup
degiskeni ile iliskilidir. Buna bagli olarak gruplarin diizeltilmis basari puanlari arasinda yapilan Bonferroni
testi sonuclarina gére deney grubunun basari puan ortalamasi (X=69.21), kontrol grubunun basari puan
ortalamasindan (X=58.72) yiiksek oldugu goriilmektedir.

OGF ye iligkin Bulgular

Arastirmanin nitel boyutuna ait veriler icerik analizi yontemi ile analiz edilmistir. Analiz sonucunda
olusan gorsellestirme kullanilarak yapilan 6gretime iliskin goérislere ait temalar, kodlar ve frekans
dagiimlar Tablo 2’de gosterilmistir. Ogrencilerin verdikleri cevaplar dogrultusunda gérsellestirme
kullanilarak yapilan 6gretime iliskin goruslerine ait, “Gorsellestirme ve Basari”, “Gorsellestirmenin
Duygular Uzerindeki Etkisi”, “Gorsellestirmenin Onemi”, “Gorsellestirmede Karsilasilan Zorluklar”,
“Gérsellestirme ve Hisler”, “Gorsellestirme Becerileri”, Gérsellestirme ve Ogrenme Alanlan” ve
“Gorsellestirme ve Giinliik Yasam iliskisi” seklinde sekiz adet tema olusturulmustur. Elde edilen bulgular
asagida verilmistir.

Calismada ilk olarak 6grencilere “Bu dersin geometrik sekiller kullanilarak islenmesinin basariniz
adina faydasinin/faydalarinin neler oldugunu distiniyorsunuz?” sorusu yoneltilmis ve bu soruya verilen
yanitlardan elde edilen “Gorsellestirme ve Basari” temasina ait li¢ adet kod tespit edilmistir.
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Tablo 2.
Odrencilerin Gérsellestirme Algilarina iliskin Gériislerine ait Temalar, Kodlar ve Frekans Dagilimlari.
Temalar Kodlar f %
Gorsellestirme ve Gorsellestirmenin kaliciigr arttirmasi 10 41.60
Basari Gorsellestirmenin konuyu daha iyi anlamalarina katkida bulunmasi 8 33.33
Gorsellestirmenin somutlastirmayi saglamasi 4 16.60
Gorsellestirmenin Dersin daha kolay 6grenilmesi 9 37.50
Duygular Ders siirecinin daha eglenceli olmasi 8 33.30
Uzerindeki Etkisi Dersin sikicl olma durumundan kurtulmasi 4 16.60
Derse olan ilginin artmasi 3 12.50
Gorsellestirmenin Gorsellestirmenin 6nemli gorilmesi 12 50.00
Onemi Gorsellestirmenin yeni bir bakis agisi getirmesi 8 33.33
Gorsellestirmenin 6nemsiz goriilmesi 3 12.50
Gorsellestirmede Bilinmeyen degerler 13 54.10
Karsilagilan islem yiriitme siireci 7 29.10
Zorluklar Cebirsel yapidan gorsel yapiya gegis 3 12.50
Gorsellestirme ve Saskinlik hissi 10 41.60
Hisler Mutluluk hissi 10 41.60
Korku hissi 4 16.60
Gorsellestirme Pratiklesme becerisi 12 50.00
Becerileri Biligsel Beceriler 10 41.60
Psikomotor beceriler 2 833
Gorsellestirme ve Cebir 6grenme alani 13 54.10
Ogrenme Alanlari Geometri 6grenme alani 8 33.33
Veri toplama 6grenme alani 3 12.50
Gorsellestirme ve Gunlik yasamla iliski kurmada yardimci olur 20 83.33
Gunliuk Yasam Gunlik yasamla iliski kurma ile iliskisi yoktur 2 833
iliskisi Gunlik yasamla iliski kurmaz 2 8.33

Ogrenci gorisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar sirasiyla;
Gorsellestirmenin kaliciligr arttirmasi (f=10), Gorsellestirmenin konuyu daha iyi anlamalarina katkida
bulunmasi (f=8) ve Gérsellestirmenin somutlastirmayi saglamasi (f=4) seklindedir. Ogrencilerin bu
temaya iliskin belirtmis olduklari gérislerden bazilari séyledir;

“Tatbiki de faydal ¢iinkii sekil ile ders islendiginde ders daha kalici olur.” (K4)

“Geometrik sekillerin kullanilmasin 6grenim siirecini kolaylastirdigina inaniyorum. Gérsellerin olmasi
daha farkl bakis acilari kazanmamizi saglamaktadir. Yani geometrik sekiller klasik anlatimin disina
ciktigi icin daha kalicidir.” (K1)

“Sekillerle 6gretim siirecinin ylirtitiilmesi bilgilerin aklimizda daha kalici olmasini sagladi.” (K10)
“Geometrik sekillerle dersin islenmesi 6zdeslikleri daha iyi kavramami sagladi.” (K21)

“Basarima ¢ok katki sagladigini diisiiniiyorum. Ciinkii gérseller kullanilarak ders islendigi zaman
konuyu kavrama yetim artt1.” (K17)

Burada verilen cevaplara ek olarak bir 6grencinin “ispat yetenedimi gelistirebilmem adina faydali
oldugunu diistiniiyorum.” (K23) cevabi gorsel modellerin kullaniimasinin 6nemli bir nokta oldugunu
gosteren bir bulgu olarak dusindlebilir.

Arastirmada &grencilerin dersin islenisi siirecinde yasadiklari duyguyu 6lcmek amaci ile “Ozdesliklerin
geometrik sekillerle ifade edilerek ders islenmesinin en ¢ok hangi yoni hosunuza gitti? Ni¢in?” sorusu
yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirmenin Duygular Uzerindeki Etkisi”
temasina ait dért adet kod tespit edilmistir. Ogrenci goriisleri, frekans dagilimlari ele alinarak
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incelendiginde en sik tercih edilen kodlar sirasiyla; dersin daha kolay 6grenilmesi (f=9), ders sirecinin
daha eglenceli olmasi (f=8), dersin sikici olma durumundan kurtulmasi (f=4) ve derse olan ilginin artmasi
(f=3) seklindedir. Ogrencilerin bu temaya iliskin belirtmis olduklari gériislerden bazilari séyledir;

“Hosuma giden seyler oldu. Hocamiz denklemleri geometrik sekillerle anlatinca daha iyi égrendim.
Neyin nerden geldigini daha iyi anliyoruz.” (K11)

“Ozdeslikler konusu kolaylasti sevdigim bir konu haline geldi.” (K6)

“Sekille gosterilen Gzdeslikler dersi konuyu daha eglenceli hale getirdigi igin hicbir zaman anlatilan
konu sikici olmad..” (K18) “Ders genel anlamda eglenceli gegiyor gérsellerle anlatim anlamamiza kolaylik
saghyor.” (K10)

“Bilinmeyenlerin bulundugu cebirsel ifadelerin sekillerle gésterimi hosuma gitti.” (K23)

Yine burada verilen cevaplara ek olarak bir 6grencinin “Ezber bir yéntem olmamasi hosuma gitti.”
(K20) cevabi egitim sirecinde matematiksel modellerin  kullanilmasinin  anlamli  6grenmeler
gerceklestirmede 6nemli bir faktor oldugunu gosteren bir bulgu olarak diistinilebilir.

Calismada 6grencilerin ders siirecinde kullanilan yontemle ilgili gérislerini 6lgmek amaci ile “Sizce bu
ders islenirken kullanilan yontem 6nemli midir, gerekgelerini agiklayiniz?” sorusu yoneltilmis ve bu
soruya verilen yanitlardan elde edilen “Gérsellestirmenin Onemi” temasina ait (ic adet kod tespit
edilmistir. Ogrenci gorisleri, frekans dagilimlar ele alinarak incelendiginde en sik tercih edilen kodlar
sirasiyla; gorsellestirmenin 6nemli gorilmesi (f=12), gorsellestirmenin yeni bir bakis agisi getirmesi (f=8)
ve gorsellestirmenin 6nemsiz goriilmesi (f=3) seklindedir. Ogrencilerin bu temaya iliskin belirtmis
olduklari gérislerden bazilari séyledir;

“Cok énemlidir ¢clinkii birgok insan matematige negatif bakiyor. Bu tiir yéntemlerle matematige bakis
agisi degistirilebilir.” (K17)
“Onemlidir, ¢iinkii kullanilan yéntem é§rencinin anlamasini ve derse katihmini sagliyor.” (K3)

“Tabi ki 6nemlidir. Sonug¢ta bu yéntem derslerde ezberlemek yerine kalici 6grenmelerimizin
olusmasini saglamistir.” (K10)

“Onemlidir. Ciinkii kullanilan yéntem dersi daha iyi ve dikkatli bir sekilde dinlememizi saglar.” (K7)
“Onemlidir ¢linkii dinleyicinin daha verimli sekilde derse odaklanmasini saglar.” (K8)

Yine burada verilen cevaplara ek olarak bir 8grencinin “Onemlidir ¢iinkii dersi anlayarak isledik ve
bize yaraticilik yetisi kazandirdl.” (K20) cevabi yaraticilik yetisinin gelistiriimesi noktasinda ilgili ydontemin
kullanilmasinin 6nemli oldugunu gosteren baska bir bulgu olarak dustndlebilir.

Calismada uygulanan modelin olumsuz yonlerini 6lgmek amaciyla kendilerine “En ¢ok hangi noktada
zorlandiniz, nigin?” sorusu yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gorsellestirmede
Karsilasilan Zorluklar” temasina ait (i¢ adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele
alinarak incelendiginde en sik tercih edilen kodlar sirasiyla; bilinmeyen degerler (f=13), islem ylritme
siireci (f=7) ve Cebirsel yapidan gérsel yapiya gegis (f=3) seklindedir. Ogrencilerin bu temaya iliskin
belirtmis olduklari goriislerden bazilari soyledir;

“Bilinmeyenler konusunda zorlaniyorum.” (K14)

“Anlatim kolay olsa da sézel béliim ¢ikisli olmam sebebiyle bilinenlerle bilinmeyenleri ayirt etmede
zaman zaman zorlaniyorum.” (K1)

“Konunun baslangicinda bilinmeyenleri anlamakta zorlandim.” (K24)
“Bilmedigim konulari ilk kez gérdiigiimde zorlandim.” (K22)
“Ders anlatimi kolay ve zevklidir ancak bazi bilinmeyenler islemi zorlastiriyor” (K18)

Yine burada verilen cevaplara ek olarak bir 6grencinin “Yanlis ¢6ziimlerimi yeniden ¢ézerken fazla
zaman kaybetmem beni biraz zorladi.” (K21) seklinde verdigi cevap kullanilan yéntemin zaman agisindan
kullanissiz olabilecegi noktasina vurgu yapabilir.
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Calismada 6grenim sureciyle ilgili 6grencilerin hislerini 6lgmek amaci ile “Cebirsel yapilarin geometrik
sekillerle ifade edildigini gordigunizde neler hissettiniz?” sorusu yoneltilmis ve bu soruya verilen
yanitlardan elde edilen “Gérsellestirme ve Hisler” temasina ait (¢ adet kod tespit edilmistir. Ogrenci
gorisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar sirasiyla; saskinlik
hissi (f=10), mutluluk hissi (f=10) ve korku hissi (f=4) seklindedir. Ogrencilerin bu temaya iliskin belirtmis
olduklari géruslerden bazilari séyledir;

“Sasirdim ¢iinkii daha 6nce hig¢ gérmedigim igin biraz tuhaf geldi.” (K5)

“Baslangicta ¢ok korktum ¢iinkii dersin daha zor olabilecegini diisiindiim. Fakat ders daha eglenceli
ve kolay bir hal ald1.” (K4)

“Tuhaf hissettim daha énce hicbir sekilde matematigin geometrik sekillerle islendigini bilmiyordum.”
(k2)

“Dogruyu séylemem gerekirse matematikten korkan ve yapamayacadini diisiinen biri olarak ilk defa
kendimi rahatlamis ve basarmis hissettim.” (K18)

“Ashnda sasirdim. Ciinkii bu konu hakkinda bilgim yoktu.” (K8)

Yine burada verilen cevaplara ek olarak bir 6grencinin “Bayadi heyecanlandim. Sudoku ¢6ziiyormus
gibi geldi ve dersler giizel geciyordu.” (K14) cevabi ile dersin islenis sirecinin bir bulmaca gibi oyun
havasinda yuritilmesi 6nemli bir bulgu olarak 6ne ¢ikmaktadir.

Calismada 6grencilerde olusan ve kendilerinin farkina vardigi becerileri 6lgmek amaci ile “Cebirsel
ifadelerin geometrik sekillerle gosterilmesi size ne gibi beceriler kazandirdi?” sorusu yoneltilmis ve bu
soruya verilen yanitlardan elde edilen “Gorsellestirme Becerileri” temasina ait i adet kod tespit
edilmistir. Ogrenci gérisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar
siraslyla; pratiklesme becerisi (f=12), bilissel beceriler (f=10) ve psikomotor beceriler (f=4) seklindedir.
Ogrencilerin bu temaya iliskin belirtmis olduklari gériislerden bazilar séyledir;

”

“Konuyu 6grendikten sonra, sekilleri gérdiigiimde pratik ¢éziimler liretip soru ¢6zmeye basladim.
(K4)

“Diisiince agisindan beceri kazandirirdi bir sorunun ¢éziimiinde daha hizli ve saglkli diisiiniiyorum.”
(K17)

“Daha dnceden cebirsel ifadeler ilgimi ¢ekmiyor ve zor gériiniiyordu. Ama geometrik sekillerle
geleneksel anlatimin disina ¢ikilmasi benim bu konuda daha hizli ve pratik olmami sagladi.” (K1)

”

“Yeni ve farkl ¢6ziim yéntemlerini denedim ve geometri ile birlestirerek pratik ¢6ziimler buldum.
(K12)

“Gérsel olmasi pratik anlama becerimi kolaylastirdl.” (K9)

4

Ayrica burada verilen cevaplara ek olarak bir 6grencinin “Gérsel diisiinme yetenegimi gelistirdim.”
(K15) ifadesi ile kisinin gorsel zekasinin gelistiriimesinde modellerin 6nemli oldugunu sdylemek
mumkundir.

Arastirmada o6grencilerin konu alanlari arasindaki iliski diizeylerini dlgebilmek amaciyla “Cebir’in ya
da matematigin baska hangi alanlarinda geometrik sekillerle gosterimi kullanmak isterdiniz? Neden?”
sorusu ydneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirme ve Ogrenme Alanlar”
temasina ait (¢ adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak
incelendiginde en sik tercih edilen kodlar sirasiyla; cebir 6grenme alani (f=13), geometri 6grenme alani
(f=8) ve veri toplama &grenme alani (f=3) seklindedir. Ogrencilerin bu temaya iliskin belirtmis olduklari
gorislerden bazilari soyledir;

“Matematigin dider alanlarinda da kullanilmasi faydali olabilir. Ornedin, fonksiyonlar konusunda
kullanilabilir.” (K12)

“Matematikteki tiim konularda kullanmak isterdim. Konulari sekillerle géstermek daha kolay olabilir.
Mesela polinomlar érnek konu olarak segilebilir.” (K9)
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“Polinomlar gibi bilinmeyenlerin bulundugu konularda da kullanilabilir.” (K20)

“Dijer matematik alanlarinda da kullaniimasi lazim. Ornedin tiirev konusu geometrik sekillerle
anlatilsaydi daha kolay 6grenilebilirdi.” (K1)

“Diger matematik alanlarinda ézelliklede denklemlerde kullaniimasini isterdim.” (K13)

Arastirmada son olarak 6grencilere kullandiklari yéntemin gilinlik hayatla iliski kurmalarina ne kadar
yardimci oldugunu 6lgmek amaciyla “Bu dersin islenisinde kullanmis oldugunuz yéntemin, ders igerigini
gunliik yasamla iliskilendirdigini dusuniyor musunuz?” sorusu yodneltiimis ve bu soruya verilen
yanitlardan elde edilen “Gérsellestirme ve Giinliikk Yasam iliskisi” temasina ait li¢ adet kod tespit
edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar
siraslyla; glinliik yasamla iliski kurmada yardimci olur (f=20), glinlik yasamla iliski kurma ile iliskisi yoktur
(f=2) ve veri giinliik yasamla iliski kurmaz (f=2) seklindedir. Ogrencilerin bu temaya iliskin belirtmis
olduklari gériislerden bazilari soyledir;

“Evet. Ornedin, giinliik hayatta bir tarlanin alanini hesaplarken de benzer islemler yapiyoruz.” (K23)

“Evet iliskilidir. Ornedin, bir tahta parcasini diisiinelim. Giinliik hayatta bu tahtayi sekillendirmek icin
derste uyguladigimiz 6zdeslik kavramlarini kullanmak miimkiindiir.” (K13)

“Evet, ¢clinkii matematigi evrensel boyutta diistinebiliriz.” (K11)
“Evet, iliski kurmamiza yardimci oluyor.” (K24)
“Evet, ¢linkii akilli telefonlardaki oyunlarla benzer iliski kurabiliriz.” (K14)

Yukarida ozetlenen 6grenci goérislerine gore geometrik modellerin cebirsel 6zdesliklerin 6gretim
strecini  olumlu etkiledigini séylemek mimkindir. Model, cebirsel bir bagintiyi geometrik
anlamlandirmada destek saglarken Ogrenciler bu kez tam tersine geometrik bir ifadenin cebirsel
formillerini anlama egilimi gostermislerdir. Béylece yeniden yapilandirilmis programin hedeflerine
uygun bir davranis sergilemisleridir. Ogrenciler ifadelerinde geometri ile cebir arasinda iliski kurma
becerisi kazandiklarini vurgulamaya ¢alismislardir. Bir diger énemli bulgu da geometri icinde kenar ile
alan arasi iliski kurmadir. Nitekim yapilan g¢alismanin Ozdesliklerle ilgili oldugu distinllirse cebir-
geometri arasi baginti kurmanin yani sira kenar-alan arasi iliski kurabilmeleri de matematiksel bir kazang
olarak kabul edilebilir.

Sonug, Tartisma ve Oneriler

Nitel ve nicel verilerin birlikte toplanarak analiz edildigi karma desenlerden agiklayici desenli bu
calismanin nicel boyutunda, gorsellerle cebirsel ifadelerin 6gretiminin geleneksel 6gretim yontemine
gore Ogrenci basarisini daha fazla arttirdigi sonucuna varilmistir. Calismanin nitel boyutunda ise
gorsellerin cebirsel ifadelerin 6gretim siirecini olumlu yonde gelistirdigi bulunmustur. Ayrica 6grenciler
gorislerinde, gorsellerin 6gretim siirecini daha ilgi cekici ve eglenceli hale getirdigini, onlari ezberden
uzaklastirip kalici dégrenmelere yénlendirdigini belirtmislerdir. Ogrenim siirecinde 6grencilerin genel
anlamda anlama ve anlamlandirmada sorun yasadiklari matematiksel formiller oldugu bilinmektedir.
Gorseller ile yapilan etkinlikler sonrasi 6grencilerin matematik kaygilarinin azaldig, 6zglivenlerinin
gelistigi, merak duygularinin arttigi sonucuna ulasilmistir (Durmus & Karakirik, 2006; Hamersma, 2002;
Konyalioglu, 2003). Bu calismalarin bulgulari arastirmanin bulgulariyla értismektedir. Ek olarak elde
edilen bulgular neticesinde geometri-cebir arasi gegisin saglanmasi, gorseller ile zenginlestirme
sonrasinda matematige karsi tutum ve bakis agisinin degistirilmesi, matematikte kavramsal bilginin
edinilmesi 6grenciler icin dnemli kazanimlar olarak gorilmistir. Bu agidan gorsellerle somutlastirma,
ogrencinin kendisinin bilgiyi kesfetmesine imkan vermesi agisindan énemlidir.

Calismada hem deney hem de kontrol grubundaki 6grencilerin dort haftalik egitim siirecinin sonunda
6zdeslikler ve Binom acgilimi konularindaki basarilarinin arttigi ve bu artisin istatistiksel olarak anlaml
oldugu bulunmustur. Ancak deney grubunda bulunan 6grencilerin muhtemelen daha zengin ele alinan
gorsellestirme deneyimleri sayesinde kontrol grubundaki 06grencilerden daha basarili oldugu
goriilmektedir. Ozdemir, Duru ve Akgiin (2005) ortadgretim seviyesinde gerceklestirdigi calismasinda
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gorsellestirme uygulamalarinda deneyimi olan 6grencilerin matematikte gorselleri kullanma yeterlilikleri
cercevesinde daha basarili olduklarini belirtmektedir. Yapilan ¢alismada geometrik gorsellestirme
yontemi ile egitim alan 6grencilerin akademik basarisinin, geleneksel egitim alan 6grencilerinkinden
anlamli derecede yiksek oldugu sonucuna ulasilmistir. Bu bulgu, benzer baska c¢alismalarin sonuglarini
destekler niteliktedir (Ciltas & Isik, 2012, 2013; English, 2004; Sagirli, Kirmaci & Bulut, 2010).

Anlamli 6grenme ve bilgileri zihinde yapilandirma kavramlarinin énemi ¢agdas egitim sistemlerinde
on plana g¢ikmaktadir. Calismada &grencilere “Bu dersin geometrik sekiller kullanilarak igslenmesinin
basariniz adina faydasinin/faydalarinin neler oldugunu duslintyorsunuz?” sorusu yoneltilmis ve bu
soruya verilen yanitlardan elde edilen “Gorsellestirme ve Basarl” temasina ait (ic adet kod tespit
edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar
siraslyla; Gorsellestirmenin kalicilligl arttirmasi, Gorsellestirmenin konuyu daha iyi anlamalarina katkida
bulunmasi ve Gérsellestirmenin somutlastirmayi saglamasi seklindedir. Ogretim siirecinde kanitlarin ve
ispatlarin sUphesiz 6nemi blylktir (Dede &Karakus, 2014; Hanna, 2000). Matematiksel ifadeler
Uzerinde ispatlarin kanitlanabilmesi matematiksel distinceyi gelistirmektedir (Stylianides, 2007).
Matematikte ispat siirecinde gorsellestirmenin ispatlarin anlasilmasi lzerinde olumlu katkisi vardir
(Hanna & Sidoli, 2007). Yapilan g¢alismalarda, bireyin diisiinme slirecinde 6nemli bir yeri olan gorsel
imajlarin 6grenme ve anlamaya buyik katki sagladigi belirtilmistir (Stylianou & Silver, 2004; Presmeg,
2006). Bunun yaninda gorsel sekillere dayali ispatlar, 6grencilere formillerin dogasi konusunda bilgi
verir, onlarin ezberden kacinip kalici 6grenmeler edinmelerini saglar. Ayrica yaptiklari yanhslarin 6niine
gecme ve anlama zorluklarinin giderilmesinde (Tekin & Konyalioglu, 2010) etkili olur. Ornegin, bu
galismada bir 6grencinin “ispat yetenegimi gelistirebilmem adina faydali oldugunu disiiniiyorum.”
cevabi gorsel modellerin kullanilmasinin ispat siirecinde énemli oldugunun ¢alismanin 6grencilerde bu
konuda bir farkindalik olusturdugunun gdstergesi olarak disuntlebilir.

Arastirmada 6grencilerin dersin islenisi siirecinde yasadiklari duyguyu 6lcmek amaci ile “Ozdesliklerin
geometrik sekillerle ifade edilerek ders islenmesinin en ¢ok hangi yoni hosunuza gitti? Nigin?” sorusu
yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirmenin Duygular Uzerindeki Etkisi”
temasina ait dért adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak
incelendiginde en sik tercih edilen kodlar sirasiyla; dersin daha kolay 6grenilmesi, ders siirecinin daha
eglenceli olmasi, dersin sikici olma durumundan kurtulmasi ve derse olan ilginin artmasi seklindedir.
Keskin’e (2008) gore gorsellestirmenin temel prensibi 6grencilerin matematiksel distinme becerilerini
gelistirerek, karmasik géziken durumlari belirginlestirmek ve 6grenciye daha anlasilir bir fikir sunmaktir.
Ogretim siirecinin 6nemli bilesenlerinden birisi siiphesiz ydntemdir. Bu noktadan hareketle Calismada
ogrencilerin ders sirecinde kullanilan yéntemle ilgili goruslerini 6lgmek amaci ile “Sizce bu ders
islenirken kullanilan yontem 6nemli midir, gerekgelerini agiklayiniz?” sorusu yoneltilmis ve bu soruya
verilen yanitlardan elde edilen “Gérsellestirmenin Onemi” temasina ait (i¢ adet kod tespit edilmistir.
Ogrenci gorisleri, frekans dagilimlari ele alinarak incelendiginde en sik tercih edilen kodlar sirasiyla;
gorsellestirmenin énemli gérilmesi, gorsellestirmenin yeni bir bakis acisi getirmesi ve gorsellestirmenin
o6nemsiz gorilmesi seklindedir. Yine 6gretim sirecinde yaraticiligin 6nemi stiphesiz buyuktir. Calismada
bir 6grencinin “Onemlidir ¢linkii dersi anlayarak isledik ve bize yaraticilik yetisi kazandirdi.” cevabi
yaraticihk yetisinin gelistirilmesi noktasinda bu yontemin kullaniimasinin  6nemli olabilecegini
gostermektedir. English ve Watters (2005) yapmis olduklari ¢alismanin bulgular ¢ergevesinde goérsel
modeller kullanilarak ¢oziilen problemlerin 6grencilerin bilis isti ve elegstirel diisinme becerilerini
gelistirmede 6nemli oldugunu vurgulamislardir.

Calismada uygulanan modelin olumsuz yonlerini 6lgmek amaciyla kendilerine “En ¢ok hangi noktada
zorlandiniz, nigin?” sorusu yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gorsellestirmede
Karsilasilan Zorluklar” temasina ait (i¢ adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele
alinarak incelendiginde en sik tercih edilen kodlar sirasiyla; bilinmeyen degerler, islem yiirlitme sireci ve
Cebirsel yapidan gorsel yapiya gecis seklindedir. Bunun nedeni bilinmeyenler ve islem slirecinin soyut
olmasi olabilir. Konyaloglu (2003) matematigin soyutlugundan kaynaklanan 6grenme ve G6gretme
glcliginiin matematik egitimcilerini bu yonde arastirma yapmaya sevk ettigini belirtmektedir. Baykul
(1997) genel olarak soyut kavramlarin kazanilmasinin zor oldugunu matematigin 6grencilere zor
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gelmesinin sebebinin belki de bundan kaynaklandigini ancak bu zorlugun matematik kavramlarinin
Ogretimi sirasinda somutlastirilarak veya somut materyaller kullanilarak giderilebilecegini ya da en
azindan azaltilabilecegini belirtmistir. Bununla beraber galismada, 6grenim sireciyle ilgili 6grencilerin
hislerini 6lcmek amaci ile “Cebirsel yapilarin geometrik sekillerle ifade edildigini gordigiiniizde neler
hissettiniz?” sorusu yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gorsellestirme ve Hisler”
temasina ait (ic adet kod tespit edilmistir. Ogrenci gérisleri, frekans dagilimlari ele alinarak
incelendiginde en sik tercih edilen kodlar sirasiyla; saskinhk hissi, mutluluk hissi ve korku hissi
seklindedir. Bloom’a gbre 6grenme basarisindaki degiskenlerin yaklasik dértte biri 6grencilerin duyussal
dzelliklerinden kaynaklanmaktadir (Altun, 1995). Ogrencilerde olusan ve kendilerinin fark etmis oldugu
becerileri 6lgmek amaci ile “Cebirsel ifadelerin geometrik sekillerle gosterilmesi size ne gibi beceriler
kazandirdi?” sorusu yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirme Becerileri”
temasina ait U¢ adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak
incelendiginde en sik tercih edilen kodlar sirasiyla; pratiklesme becerisi, bilissel beceriler ve psikomotor
beceriler seklindedir. Konyalioglu (2003) soyut kavramlarin Ogrenimi ve 06gretimi siirecinde
somutlastirmanin yapilmasinin veya somut materyallerin kullanilmasinin 6grencilerin hem bilissel hem
de duyussal agidan olumlu yonde gelistigini raporlamaktadir. Konyalioglu (2003) ayrica matematikte
soyut kavramlari somutlastirmanin soyut matematiksel ifadelere anlam kazandirip matematikteki
iliskilerin daha kolay ve pratik bir sekilde anlagiimasini sagladigini vurgulamaktadir.

Arastirmada o6grencilerin konu alanlari arasindaki iliski diizeylerini dlgebilmek amaciyla “Cebir’in ya
da matematigin baska hangi alanlarinda geometrik sekillerle gosterimi kullanmak isterdiniz? Neden?”
sorusu ydneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirme ve Ogrenme Alanlar”
temasina ait (¢ adet kod tespit edilmistir. Ogrenci gorisleri, frekans dagilimlari ele alinarak
incelendiginde en sik tercih edilen kodlar sirasiyla; cebir 6grenme alani, geometri 6§renme alani ve veri
toplama 6grenme alani seklindedir. Bunu destekler sekilde bu calismada 6grenciler matematigin ve
cebirin diger alanlarinda da geometrik sekillerin kullanilabilecegine deginmislerdir. Akman, Yiikselen ve
Uyanik’in (2000) ifade ettikleri gibi bu calismada da 6grencilerin bazilarinin uygulama 6ncesinde
geometrik gorsellestirmenin matematik 6gretim programinin iginde yer almali gorisiine sahip olduklari
ortaya gikmistir.

Ogretim siirecinin giinlik yasamla iliski kuracak sekilde yapilandirilmasi siiphesiz 6nemlidir. Nitekim
egitimin temel ilkelerinden birisi de yakindan uzaga ilkesidir. Bu ylUzden 0Ogrenilen bilgilerin ginlik
hayatla iliski kurularak 6grenilmesinin 6nemi buyiktir. Nitekim ders slrecinde 6zdesliklerin glinlik
yasamla iliskisi noktasina deginilirken oncelikle gorseller kullanilmis, daha sonra bu gorsellerle ilgili
somut ornekler (tarla alanlarina iliskin 6rnekler, depo hacimlerine iliskin 6rnekler vb.) incelenerek
ogrencilerin zihinlerinde anlaml 6grenme olusturulmaya gahlisilmistir. Bu noktadan hareketle 6grencilere
“Bu dersin islenisinde kullanmig oldugunuz yontemin, ders igerigini ginlik yasamla iliskilendirdigini
dusiniyor musunuz?” sorusu yoneltilmis ve bu soruya verilen yanitlardan elde edilen “Gérsellestirme ve
Gunliik Yasam iliskisi” temasina ait {ic adet kod tespit edilmistir. Ogrenci gérisleri, frekans dagilimlari ele
alinarak incelendiginde en sik tercih edilen kodlar sirasiyla; ginliik yasamla iliski kurmada yardimci olur,
ginlik yasamla iliski kurma ile iliskisi yoktur ve veri glinlik yasamla iliski kurmaz seklindedir. Matematigi
gercek hayatta kullanma siire¢ ve becerilerinin anlamh bir sekilde gelisebilmesi icin gorsellerle
modelleme ¢alismalarinin ilkokul yillarindan itibaren baslamasi gerektigi ileri stirtilmektedir (English &
Watters, 2005). Elde edilen matematiksel sonuglarin gercek durumlar ile gorseller kullanilarak
bagdastirilmasi, gercek sonuglar haline getirilmesi gerekmektedir (Borromeo Ferri, 2006). Benzer olarak
8-10. sinif 6grencilerinin gorsellerle modelleme problemlerinin ¢dziimiindeki yaklasimlarini inceleyen
Blum’un (2011) da elde edilen ¢6zimlerin gercek yasamda anlamli olup olmadigina dikkat edilmedigini
ifade ettigi goriilmektedir. Bu cercevede ileriki arastirmalarda gorsellerle desteklenen yeni 6gretim
yontemlerinin olusturulmasi ve uygulanmasi 6nerilebilir. Matematik 6gretim siirecinde somutlastirilan
bilgilerin daha kalici 6grenmeler gergeklestirdigi dustinildiginde gorsellerle zenginlestirilmis 6gretim
ortamlarinin gelistiriimesine yonelik lisans dersleri 6gretim programina eklenebilir. Ayrica halihazirda
calismakta olan matematik 6gretmenlerine bu konuyla ilgili hizmet ici egitim seminerleri verilmesi
dislintlmelidir.
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Appendix 1.
Learning / Teaching Process in the Experimental Group.

The steps related to the learning process carried out in the experimental group are given below. In this
teaching process, each step was applied to the students individually by asking the questions one by one
using the question-answer technique, and only small tips were given to the students where necessary.
Thus, the students tried to reach a generalization with their own efforts. In addition, the learning
process was supported with additional examples when needed and attempts were made to reinforce
students’ learnings in this way.

Lecture 1-2
Time of application: 2x40 min
Practitioner: 1. Researcher
Materials: Whiteboard, colored pencils, A4 papers
Objective: To make students comprehend the second power ofax+b through the geometric
representations.
Second power of ax+b
When expressing the second power of a number with geometric shapes, the square area is preferred.
Indeed, a square area is expressed as 1.1=1? while calculating the area of a square with a side of 1 unit
(see Figure 2a).

1
Figure 2a. The area of a square with a side of 1 unit.

Similarly the square area is expressed as 2.2 =22 while calculating the area of a square with a side of 2

units (see Figure 2b).
2

2
Figure 2b. The area of a square with a side of 2 units.

Upon making a generalization from the calculations of the square areas of the squares with a side of 1
unit or 2 units as shown above, the square area can be expressed as x.x = x> while calculating the area

of square with a side of x units (see Figure 2c).
X

X
Figure 2c. The area of a square with a side of X units.

Using the same logic, the square area can be expressed algebraically as (x+1).(x+1) = (x+1)* while

calculating the area of a square with a side of (X+1) units (see Figure 2d).
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Figure 2.d. The area of a square with a side of X+1 units.

The square shown in the figure 2.d, which is considered as a square with a side of (X+1) units, can be
also considered as the sum of the areas of four different rectangular regions. These rectangular regions
include two square regions with the areas of x? andlz, and also two rectangular regions with the areas
of 1.X and 1.X. From this point it is possible to reach the following identity;
(x+1).(x+1)=(x +1)2 =X +1.X+1.x+1% = x* + 2x +1 Identity (1.1)

The coefficients for each term of this identity expansion are 1, 2 and 1, respectively. These coefficients
correspond to the second row in Pascal triangle.

By using the expansions explained until now, the area of a square with a side of (ax+b) units can be
expressed algebraically as follows; (aX + b).(ax + b) = (ax + b)2 . The geometrical representation of

this expression is shown in the Figure 2.e.

ax b
b b| b
[, éjx_.........'...b....
ax ax! ax

ax b

Figure 2.e. The area of a square with a side of ax+b units.

In line with the information from the previous identity expansions, the square shown in the figure 2.e,
which is considered as a square with a side of (ax+b) units, can be also considered as the sum of the
areas of four different rectangular regions. These rectangular regions include two square regions with
the areas of a’x* andb? , and also two rectangular regions with the areas of ax.b and axb. So, it is
possible to reach the following identity;

(ax+b).(ax+b) = (ax+b)2 =a’x®?+2.axb+b® Identity (1.2)

- - . . 2 2 .
The coefficients for each term of this identity expansion are @, a.b and b°, respectively. When the
general terms are ignored, these coefficients are 1, 2 and 1, respectively. These coefficients also
correspond to the second row in Pascal triangle.
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Lecture 3-4
Time of application: 2x40 min
Practitioner: 1. Researcher
Materials: Whiteboard, colored pencils, A4 papers
Objective: To make students comprehend the third power ofax + b through the geometric shapes.
Third power of ax+b
The volume of cube is used for expressing the third power of a number with geometric representations.

Indeed, the volume of a cube with a side of 1 unit is expressed as follows; 1.1.1=13. The relevant
geometrical representation of this expression is shown in the Figure 3.a

1T
11

Figure 3.a. The volume of a cube with a side of 1 unit.

Similarly, the volume of a cube with a side of 2 units is expressed as follows; 2.2.2=2%, and the
relevant geometrical representation of this expression is shown in the Figure 3.b.

2

2
Figure 3.b. The volume of a cube with a side of 2 units.

Upon making a generalization from the calculations of the volumes of the cubes with a side of 1 unit and
2 units as shown above, the volume of a cube with a side of x units can be expressed as follows;

XXX =X3. The relevant geometrical representation of this expression is shown in the Figure 3.c.
X

Figure 3.c. The volume of a cube with a side of x units.

Using the same logic, the volume of a cube with a side of (x+1) units can be expressed algebraically as
follows; (x+1).(x+1).(x+1):(x+1)3- The relevant geometrical representation of this expression is

shown in the Figure 3d.

X

Figure 3.d. The volume of a cube with a side of (X-I—l) units.

859



Aziz ILHAN, Halil Coskun CELIK — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 833-878

The cube shown in the figure 3.d, which is considered as a cube with a side of (x+1) units, can be also
considered as the sum of the volumes of eight different rectangular solids. Their volumes are as follows;
X3, XZ, XZ, X2, X, X, X, 13. So, it is possible to reach the following identity;

(x+1).(x+1).(x+1) = (x+1)3 =X+ X+ X2+ X2+ X+ X+ X+212 = x* +3x? +3x +1 Identity (1.3)

The coefficients for each term of this identity expansion are 1, 3, 3 and 1, respectively. These
coefficients correspond to the third row in Pascal triangle, similar to the expansion of Identity (1.2). In

the light of these data, the volume of a cube with a side of (ax+b) units can be expressed algebraically
as follows;
(ax+b).(ax+b).(ax+b) =(ax+b)3

The geometrical representation of this expression is shown in the Figure 3.e.

ax b
ax b 0
ax b b A
ax ax ax v e ax
a ) ax ax| ay |2X
ax b
A% b _ax
ax ax ax
b by
bl B b ax b
ax Ib . b
ax b
ax
ax a ax

ax al b
a ﬂ

ax

ax

Figure 3.e. The volume of a cube with a side of ax+b units.

This expression can be thought of as the sum of the volumes of eight different rectangular prisms, while
being considered as a cube with a side of (axtb) unit. These volumes are

a3, a’bx?, a’bx?, a’bx?, ab’x, ab’x, ab’x, b?, respectively. So, it is possible to reach the following
identity;
(ax+b). (ax+b).(ax+b) = (ax+b)3 =a®x® +3a’bx? +3ab’x +b?® Identity (1.4)

The coefficients for each term of this identity expansion are a*,a’h,ab® and b*, respectively. When the

general terms are ignored, these coefficients are 1, 3, 3 and 1, respectively. These coefficients also
correspond to the third row in Pascal triangle, similar to the Identities of (1.2) and (1.3).
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Lecture 5-6-7
Time of application: 3x40 min
Practitioner: 1. Researcher
Materials: Whiteboard, colored pencils, A4 papers
Objective: To make students comprehend the fourth power ofax+b through using geometric
representations.
Fourth power of ax+b
Square areas and cubic volumes are used to model the third and fourth powers of a number using
geometric shapes, respectively. Previously, some researchers worked on such visualizations (Akin &
Pesen, 2010, Akin et al. 2010, Diindar, 2012, Ozdemir et al. 2013). Two-dimensional geometric models
for the second power and three-dimensional geometric objects for the third power were preferred in
these studies. However, it is not possible to draw four or more dimensional objects in the visualization
dimension for the fourth and higher powers of a number/expression/identity. Therefore, this study has
tried to model these powers in the following description by reducing the upper powers to the lower
powers.
It is possible to transform fourth power of a number into the square of its second power as in the form

of x* :(XZ)Z = x%.x? expression. In other words, the fourth power of a number can be thought of as the

area of a square whose one side is the square of the same number. By using this method, it is possible to
consider 1* :(12)2 =121> expression as the area of a square with a side of 1* unit. The geometric

representation of this expression is given in Figure 4.a.
12

12 12

12

Figure 4.a. The area of a square with a side of 1° unit.

Similarly it is possible to consider 2* :(22)2 = 2292 expression as the area of a square with a side of 2°

unit. The geometric representation of this expression is given in Figure 4.b.
22

22 22

22

Figure 4.b. The area of a square with a side of 2% units.

2
According to these data, x* = (Xz) =x%.x? can be expressed as the area of a square with a side of x?

unit. The geometric representation of this expression is given in Figure 4.c.

52

v’
%2

Figure 4.c. The area of a square with a side of X units.

By using the same logic, (x+1)4 :((x+1)2)2 =(X+1)2.(X+1)2 expression can be considered as the area of
a square with a side of (x+1)° unit. The geometric representation of this expression is given in Figure 4.d.
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[x+1)?

(x+1)* [x+1)2

[x+1)?
Figure 4.d. The area of a square with a side of (x+l)2 units.
The area of a quadratic solid is expressed as foIIows;(x+1)4 :((x+1)2)2 :(x+1)2,(x+1)2. When the
value of Identity (1.1) is replaced and the necessary distributive procedure is applied in this expression,
the expansion of Identity (1.5) would be:
(x+1) = ((x+1)2)2 = (x4 (x+2) = (X° +2x+1).(x2+ 2x+1)
= X 42+ X2+ 2 +4X% 42X+ X+ 2x+1

= X" +4x° +6x% +4x+1 Identity (1.5)

The coefficients for each term of this identity expansion are 1, 4, 6, 4 and 1, respectively. These
coefficients correspond to the third row in the Pascal triangle. In the light of these data,

(ax+b)4 :((ax+b)2 )2 :(ax+b)2 .(ax+b)2 expression can be considered as the area of a square with a side
of (ax+ b)2 unit. The geometric representation of this expression is given in Figure 4.e.

{ax+h)*

(ax+b)3 (ax+b)?

(ax+b)?

Figure 4.e. The area of a square with a side of (ax + b)2 units.

With the help of information obtained up to this point, if the Identity (1.2) is written in
(ax+b)4 = ((ax+b)2)2 = (ax+b)2.(ax+b)2 expression and the necessary mathematical procedures are
applied, then the expansion in Identity (1.6) is obtained:
2

(ax+b)’ =((ax+b)2) =(ax-+b)’ (ax+b)" =(a’x* + 2axb+b?).(a’x" + 2axh +b?)

=a'x* +2a’x% + a*x’b? + 2a°x% + 4a’x%b? + 2axb® + a’x°b’ + 2axb® +b*
=a’x* +4a’x°b +6a’xb* + 4axb® +b* dentity (1.6)
The coefficients for each term of this identity expansion area’, a’b,a’b?,ab® and b*, respectively.

When the general terms are ignored, these coefficients are 1, 4, 6, 4 and 1, respectively. These
coefficients also correspond to the third row in Pascal triangle, similar to Identity (1.5).
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Lecture 8-9-10
Time of application: 3x40 min
Practitioner: 1. Researcher
Materials: Whiteboard, colored pencils, A4 papers
Objective: To make students comprehend the fifth power ofax+bthrough using geometric
representations.
Fifth power of ax+b
It has been previously mentioned that the upper powers will be reduced to the lower powers for taking
the fourth and higher powers of a number. It is possible to think of a number’s fifth power as in the form

2
of X° = (XZ) X=X>X*X.Thatis to say, a number’s fifth power can be modelled as the square of the

area of a square, where one side is the square of the same number. Here, multiplying one number by
itself, whose one side is the square of itself, is equivalent to adding a third dimension to this square
area. Then, the relevant three-dimensional solid can be considered as right square prism with the sides

of x?,x?and x units. By using this method, firstly the 1° =<12)2 .1=12121 expression can be
expressed as a right square prism with the sides of 12,12 and 1 units. The geometric representation of

this expression is given in Figure 5.a.

17

11
Figure 5.a. The volume of a right square prism with the sides of 1, 1%, 1 units.

Similarly the 2° = (22)2 .2=2%2%2 expression can be considered as a right square prism with the sides

of 22,22 and 2 units. The geometric representation of this expression is given in Figure 5.b.

22

22

Figure 5.b. The volume of a right square prism with the sides of 22, 2%, 2 units.

2
Thus, the x° =(x2) =x2.x%.x expression can be considered as a right square prism with the sides of

x?,x? and X units. The geometric representation of this expression is given in Figure 5.c.

xl

Figure 5.c. The volume of a right square prism with the sides of XZ, XZ, X units.
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By using same logic, the (x+1)5:((x+1)2)2.(x+l):(x+1)2.(x+1)2.(x+l) expression can be

considered as a right square prism with the sides of (X+1)?,(x+1)* and (x+1) units. The geometric
representation of this expression is given in Figure 5.d.

{x+1)*

X+l

(x+1)*

Figure 5.d. The volume of a right square prism with the sides of (X +1)2 , (X +1)2 , X+1 units.
The volume of this quadratic solid can be expressed as follows;
2
(X+1)5 :((X+1)2) ,(x+1):(x+1)2_(x+1)2_(x+1). When the value of Identity (1.1) is replaced and

the necessary distributive procedure is applied in this expression, the expansion of Identity (1.7) is
obtained as follows:

(x+2) = ((x 1)) (041 = (x ) (x 1) (x42) = (6 4 2642). (X 4 2x+2) (x4
:(x4 253+ X2+ 2% + 4X% + 22X+ X? +2x+1)(x+1)
:(x4 +4x% +6x%° +4x+1)(x+1) =X +AX* +6XC + A + X+ X + 43 +6X% +4x+1

=X +5x* +10x% +10x* +5x +1 Identity (1.7)

The coefficients for each term of this identity expansion are 1, 5, 10, 10, 5 and 1, respectively. These
coefficients correspond to the fourth row in the Pascal triangle. With the help of information obtained

up to this point, the(ax+b)5 :((ax+b)2)2(ax+b)=(ax+b)2.(ax+b)2(ax+b) identity can be considered

as a right square prism with the sides of (ax+b)?, (ax+b)* and (ax+b) units. The geometric representation
of this expression is given in Figure 5.e.

(ax+b)?

ax+b

(ax+h)?

Figure 5.e. The volume of a right square prism with the sides of (ax+b)?, (ax+b)’, ax+b units.

By using the same logic above, when the Identity (1.2) is written in the form of

(ax+b)5 :((ax+b)2)2 (ax+b) = (ax+b)2 _(ax+b)2 (ax+b) , the Identity (1.8) is obtained as follows;
(ax+b)’ =((axc+b)’) (ax+b) = (ax+b)’ (ax+b) (ax+D)
= (a’x* + 2axb+b?).(a’x’ + 2axb + b’ ) (ax+b)

= (a“x4 +2a®x°b + a?x?b? + 2a°x°b + 4a*x*b? + 2axb® + a®x°b? + 2axb® + b* )(ax +b)
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= (a‘x* +4ax’b + 6a’x’b’ + 4axb® +b* ) (ax +b)

=a’x® +4a*x*b+6a°x°p? + 4a*x°b® + axb’ + a*x*b +4a*x°p? + 6a*x°b® + 4axb’ +b°
=a’x’ +5a’x*b+10a°x°b? +10a?x%b® + 5axb* +b° Identity (1.8)

The coefficients for each term of this identity expansion area®, a‘h,a’b?® ab*and b®, respectively.

When the general terms are ignored, these coefficients are 1, 5, 10, 10, 5 and 1, respectively. These
coefficients also correspond to the fourth row in Pascal triangle, similar to Identity (1.7).

Lecture 11-12
Time of application: 2x40 min
Practitioner: 1. Researcher
Materials: Whiteboard, colored pencils, A4 papers
Objective: To make students comprehend the n’th power ofax + b through using geometric
representations and gain ability to make generalization for all its powers.
n’th power of ax+b
In line with the mathematical procedures, the concepts of quadratic area and square prism volume,
which are repeated with respect to even and odd powers, are used in the process of modeling algebraic
expressions of ax+b with the help of geometric shapes. So, it is possible to make a visualization
generalization for these algebraic expressions.

If nis evenin (ax+b)" identity: it is modelled as the area of a square with a side of (aX+b)n/2 unit.

If nis odd in (ax+b)n identity: it is modelled as the volume of right square prism with the sides of

(ax+b)("'1)/2, (ax+b)(”_1)/2 ve (ax+b) units.
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Appendix 2.
Identities and Binomial Expansion Achievement Test (IBEAT).

Explain the algebraic structure of X2 +2x+1 expression as a whole square.

Make and explain the expansion of (x+3)2 expression using geometric shapes.

Make and explain the expansion of (x+ 2)3 expression using geometric shapes.

Explain the algebraic structure of X2 +3x% +3x+1 expression as whole cube.

Which algebraic expression’s visual representation does the visual on
the side represent? Solve this algebraic expression by making its
expansion.

Which algebraic expression’s visual representation does the visual on
the side represent? Solve this algebraic expression by making its
expansion.

When the expansion of an algebraic expression related to the visual
on the side is made, which step in the Pascal triangle coincides with
the resultant coefficients? Explain by solving it

When the expansion of an algebraic expression related to the visual
on the side is made, which step in the Pascal triangle coincides with
the resultant coefficients? Explain by solving it

Write an identity of (ax+b)5 corresponding to the fifth row in the Pascal triangle

Obtain and write a general rule for the visual representation of the identity of (ax + b)“

What do you think about the contribution(s) of this course, which was instructed by using geometric

Which direction did you most like in the process of teaching the identities with the help of geometric

Do you think the method used in this course is important? If so, why?

At what point did you feel most challenged? Why?

What did you feel when you saw that the algebraic structures were expressed in geometric shapes?
What kind of skills did you gain as a result of teaching process using the demonstration of algebraic

In which other areas of algebra or mathematics did you want to use geometric figures? Why?

1.
2.
3.
4,
5. (x+1)2
(x+1)* (x+1)2
(x+1)*
6.
(ax+h)?
ax+b
{ax+b)?
7. (ax+b)?
(ax+b)3 (ax+b)?
(ax+b)?
8.
(x+1)
x+1
(x+1)?
9.
10.
Appendix 3.
Student Opinion Form (SOF).
1.
shapes, to your success level?
2.
shapes? Why?
3.
4,
5.
6.
expressions with geometric shapes?
7.
8.
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Ek 1.
Deney Grubundaki Ogrenim/Ogretim Siireci

Deney grubunda yapilmis olan 6grenim sireciyle ilgili adimlar asagida sirasiyla verilmistir. Bu 6grenim
sirecinde her bir adim 6grencilere teker teker soru cevap teknigiyle sorularak buldurulmaya calisilmis
gerekli gorilen yerlerde 6grencilere sadece kigulk ipuglari verilmistir. Boylece 6grencilerin kendi ¢abalari
neticesinde genellemeye ulagsmalari saglanmaya c¢alisilmistir. Ayrica gerek duyulan noktalarda ek
orneklerle 6grenim sireci desteklenerek 6grenmeler pekistirilmeye cahsiimistir.

Ders 1-2
Uygulama siresi: 2x40 dk.
Uygulayici: 1. Yazar
Kullanilan Materyaller: Beyaz tahta, renkli kalemler, A4 kagitlari
Amag: ax+b ifadesinin ikinci kuvvetinin geometrik sekillerle kavratmak.
ax+b ifadesinin ikinci Kuvveti
Bir sayinin ikinci kuvvetini geometrik sekillerle ifade ederken karenin alani tercih edilir. Nitekim bir
kenari 1 birim olan karenin alani hesaplanirken 1.1=1%seklinde ifade edilir (bkz. Sekil 2a).

1

1
Sekil 2a. Bir kenari 1 birim olan karenin alani.

Benzer sekilde bir kenari 2 birim olan karenin alani hesaplanirken 2.2=2 ifadesini kullanilir (bkz. Sekil
2b).
2

2
Sekil 2b. Bir kenari 2 birim olan karenin alani.

Bir kenari 1 birim olan kare ile bir kenari 2 birim olan karenin alan hesabi ve geometrik gosteriminden

yola cikarak genelleme vyapilirsa, bir kenari x birim olan karenin alani Xx.x=X’ cebirsel ifadesiyle
belirtilebilir. Bu ifadenin geometrik gosterimi Sekil 2.c’deki gibidir.
X

X
Sekil 2c. Bir kenari X birim olan karenin alani.

Ayni mantikla bir kenari (x+1) birim olan karenin alani (X +1).(X+1) = (X +1)? cebirsel ifadesiyle ifade
edilebilir. Bu ifadenin de geometrik gésterimi Sekil 2.d’de gosterilmistir.

X 1
1 X 1 ) 1
X X! X
X 1

Sekil 2.d. Bir kenari x+1 birim olan karenin alani.
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Sekil 2.d’deki kare, bir kenari (X+l) birim olan kare olarak dusinilmekle beraber, doért farkh
dikdortgensel bolgenin alaninin toplami olarak da distnulebilir. Bu dikdortgensel bolgelerin alanlari

siraslyla X2 ve 1%olan iki karesel alan ile 1.X ve 1.X olan iki dikdortgensel alandan olugsmaktadir. Bu
noktadan hareketle;

(x+1).(x+1)= (x+1)2 =x?+1.Xx+1.x+1% = x* + 2x+1 Ozdeslik (1.1)
ozdesligine ulasmak mumkindir. Bu 6zdeslik agiliminin her bir terimine ait katsayilar sirasiyla 1, 2 ve 1
seklindedir. Bu katsayilarin Pascal tiggeninde ikinci satira denk geldigi gorilmektedir.
Bu noktaya kadar yapilan agilimlar yardimiyla genel olarak bir kenari (ax+b) birim olan karenin alanini
(ax+b).(ax+b)=(ax+b)2 cebirsel ifadesiyle tanimlamak mumkin olur. Bu ifadenin de geometrik

gosterimi Sekil 2.e’ de gosterilmistir.

ax b
b b! b
e S
ax| ax ax

ax b

Sekil 2.e. Bir kenari ax+b olan karenin alani.

Onceki 6zdeslik acilimlarindaki bilgiler dogrultusunda, Sekil 2.e’deki kare, bir kenari (ax+b) birim olan
kare olarak duslnilmekle beraber, dort farkl dikdortgensel boélgenin alaninin toplami olarak da

dusindlebilir. Bu dikdortgensel alanlar sirasiyla a®x? ve b? olan iki karesel alan ile ax.b ve ax.b olan
iki dikdortgensel alandir. Bu noktadan hareketle;

(ax+b).(ax+b)=(ax+ b)2 =a’x’+2.axb+b? Ozdeslik (1.2)

dzdesligi yazilabilir. Bu 6zdeslik agimindaki her bir terimin katsayilari sirasiyla a°, ab ve b’genel terimleri
gbdz ardi edildiginde 1, 2 ve 1 seklindedir. Bu katsayilar da yine Pascal Uggeninde ikinci satira denk
gelmektedir.

Ders 3-4
Uygulama siiresi: 2x40 dk.
Uygulayici: 1. Yazar
Kullanilan Materyaller: Beyaz tahta, renkli kalemler, A4 kagitlari
Amag: ax+b ifadesinin tGg¢lincli kuvvetinin geometrik sekillerle kavratmak.
ax+b ifadesinin Ugiincii Kuvveti
Bir sayinin lglinct kuvvetini geometrik sekillerle ifade ederken kiiplin hacmi kullanilir. Bir kenari 1 birim
olan kiiplin hacmi 1.1.1=13§eklinde hesaplanir. Bu ifadenin geometrik gdsterimi Sekil 3.a’da verilmistir.

1]
11
Sekil 3.a. Bir kenari 1 birim olan kiiptn hacmi.

Benzer sekilde bir kenari 2 birim olan kiipiin hacmi 2.2.2=2° seklinde hesaplanir. Bu ifadenin
geometrik gosterimi Sekil 3.b’de gosterildigi gibidir.
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2

2
Sekil 3.b. Bir kenari 2 birim olan kiipiin hacmi.

Bir kenari 1 birim olan kiip ile bir kenari 2 birim olan kiipin hacim hesabi ve geometrik gosteriminden

yola ¢ikarak genelleme yapilirsa, bir kenari x birim olan kiiplin hacmi XXX =x3 cebirsel ifadesiyle
belirtilebilir. Bu ifadenin geometrik gdsterimi Sekil 3.c’de oldugu gibidir.
X

X

X
[

X

Sekil 3.c. Bir kenari x birim olan kiiplin hacmi.

3
Ayni mantikla bir kenari (x+1) birim olan kipiin hacmi (x+1).(x+1).(x+1) =(Xx+1)"  epirsel

ifadesiyle tanimlanir. Bu ifadenin geometrik gosterimi Sekil 3.d’deki gibidir.

X

Sekil 3.d. Bir kenari (X +1) birim olan kiiptin hacmi.

Bu ifade bir kenari (x+1) birim olan kiip olarak diisiintlmekle beraber sekiz farkli dikdortgensel cismin

hacimlerinin toplami olarak da duslndlebilir. Bu hacimler sirasiyla X3, X2, Xz, X2, X, X, X, i

seklindedir.
Bu noktadan hareketle;
(x+1).(x+1).(x+1) = (x+2)" =5 4 X% + X2+ X2+ X+ X+ X+1° = X° +3x% + 3x +1 Ozdeslik(1.3)
0zdesligine ulasmak mimkin olur. Bu 6zdeglik agiminin her bir terimine ait katsayilar sirasiyla 1, 3, 3 ve
1’dir. Bu agihimin katsayilarinin Ozdeslik (1.2)’nin agiliminda oldugu gibi Pascal liggeninin liglincii satirina
denk geldigi gorilmektedir. Bu veriler 1s18inda genel olarak bir kenari (ax+b) birim olan kiiptin hacmini su
sekilde tanimlanabilir;

(ax+b).(ax+b).(ax+b) = (ax+b)’

Bu ifadenin geometrik gosterimi ise Sekil 3.e’de gosterilmistir.
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ax b
ax = b b
ax b - - " ]
ax
ax a ax ) a ax | |y axl af [ax
ax b
A% b _ ax
ax ax ax| | b - b
L VI v I e b
b ax bl vz, BB b
ax b i b blLbly
ax b b
b
"
ax a ax 6 ax

ax

ax
Sekil 3.e. Bir kenari ax+b birim olan kiipiin hacmi.

Bu ifade bir kenari (ax+b) birim olan kip olarak disinilmekle beraber sekiz farkli dikdortgenler
prizmasinin hacimlerinin ~ toplami  olarak ta disunulebilir. Bu hacimler  sirasiyla

a®x®, a’bx?, a’bx?, a’bx?, ab?x, ab?x, ab®x, b? seklindedir. Bu noktadan hareketle;

(ax+b). (ax+b).(ax+b) = (ax+b)3 = a°x® +3a%bx? +3ab?x + b® Ozdeslik (1.4)

Ozdesligine ulagmak mimkin olur. Bu 06zdeslik agilminin  her bir terimine ait katsayilar
a®, a%b, ab?ve b® genel terimleri géz ardi edildiginde sirasiyla 1, 3, 3ve 1 seklindedir. Bu katsayilarin

Ozdeslik (1.2) ve Ozdeslik (1.3)de oldugu gibi Pascal iicgeninde {ciincii satira denk geldigi
gorilmektedir.

Ders 5-6-7
Uygulama siiresi: 3x40 dk.
Uygulayici: 1. Yazar
Kullanilan Materyaller: Beyaz tahta, renkli kalemler, A4 kagitlar
Amag: ax+b ifadesinin dordiinci kuvvetinin geometrik sekillerle kavratmak.
ax+b ifadesinin Dérdiincii Kuvveti
Bir sayinin ikinci kuvvetini geometrik sekillerle modellerken karesel alanlar, tglnci kuvvetini
modellerken kiip hacimleri kullanilir. Daha 6nce bazi arastirmacilar bu tir gorsellestirmelerle ilgili
galismalar yapmislardir (Akin & Pesen, 2010, Akin et al. 2010, Diindar, 2012, Ozdemir et al. 2013). Bu
cahsmalarda ikinci kuvvet igin iki boyutlu geometrik modeller, Gglinci kuvvet igin U¢ boyutlu geometrik
cisimler tercih edilmistir. Ancak dordiinci ve daha yiiksek kuvvetler igin gorsellestirme boyutunda dort
veya daha fazla boyutlu cisimler gizmek mimkin degildir. Bu noktadan hareketle bu kuvvetlerin
anlatiminda bundan sonraki silirecte Ust kuvvetler alt kuvvetlere indirgenerek modellenmeye
cahsilacaktir.

Bir sayinin dordinci kuvveti ikinci kuvvetinin karesi olarak x4:(x2)2:x2_x2 seklinde dustinmek

mimkiindir. Yani bir sayinin doérdiinci kuvveti, bir kenari ayni sayinin karesi olan karesel alan olarak
dusindlebilir.

Bu yontemle o6ncelikle 14:(12)2:12,12 ifadesini, bir kenari 1% birim olan kare ile ifade etmek

mumkiindir. Bu ifadenin geometrik gosterimi Sekil 4.a’da verilmistir.
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12

12
Sekil 4.a. Bir kenari 1 birim olan karenin alani.
Ayni sekilde 2* =(22)2=22,22 ifadesi, bir kenari 2° birim olan kare gibi dusiinulebilir. Bu ifadenin

geometrik gosterimi Sekil 4.b’de verilmistir.
22

22 22

22

Sekil 4.b. Bir kenari 2%birim olan karenin alani.

2
Bu verilere gore x* = (Xz) =x*x2 ifadesi, bir kenari x? birim olan kare gibi diigtinllebilir. Bu ifadenin

geometrik gésterimi Sekil 4.c’de oldugu gibidir.

o
sekil 4.c. Bir kenari x” birim olan karenin alani.
Ayni mantikla  (X+1)’ :((X+1)2)2 =(x+1.(x+1)° ifadesi, bir kenarn (**1)'birim olan kare gibi
dusindlebilir. Bu ifadenin geometrik gosterimi Sekil 4.d’de oldugu gibidir.
[x+1)?

(x+1)* {x+1)2

[x+1)?

Sekil 4.d. Bir kenari (X+1)" birim olan karenin alani.

Bu karesel cismin alani (X+1)4 =((X+1)2)2 =(X+1)2 '(X+1)2 seklinde ifade edilir. Bu ifadede Ozdeslik
(1.1) degerini yerine yazip gerekli dagiima islemleri yapildiginda Ozdegslik (1.5) deki agilim elde edilir.
(x+1)4 = ((x+1)2)2 :(x+1)2 .(x+1)2 = (x2 + 2x+1).(x2+ 2x+1)

= X'+ 2%° + X%+ 23 +4%% + 22X+ X° +2X+1

= X" +4x3 +6X2 +4x+1 Ozdeslik (1.5)

Bu 6zdeslik agilimindaki her bir terime ait katsayilar sirasiyla 1, 4, 6, 4 ve 1 seklindedir. Bu katsayilar
Pascal Ugfeninde é’jg[]ncu satira denk gelmektedir. Bu bilgilerden hareketle genel olarak

4 2 2 2 2
(ax+b) = (ax+b)) =(ax+b)".(ax+b)" ifadesini bir kenari (8X*P) birim olan kare gibi
dusindlebilir. Bu ifadenin geometrik modellenmesi Sekil 4.e’de oldugu gibidir.
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{ax+h)*

(ax+b)3 {ax+b)?

(ax+b)?

Sekil 4.e. Bir kenari (ax+b) birim olan karenin alani.

ifadesinde

4 2\2 2 2
Bu noktaya kadar elde edilen bilgiler yardlmlyla(ax+b) = ((ax+b) ) = (ax+b) '(ax+b)

Ozdeslik (1.2) yerine yazilip gerekli islemler yapilirsa Ozdeslik (1.6)’daki agilim elde edilir.
2
(ax+b)' =<(ax+b)2) =(ax+b)’.(ax+b)’ =(a’x* +2axb+b*).(a’x* + 2axb+b*)
=a*x* + 28’ +a’x’h* + 2a°x* b + 4a°x%’ + 2axb’ + a*x%” + 2axb’ +b*
=a*x* +4a’x% +6a°x%b* + 4axb® +b* Ozdeslik (1.6)
Bu 6zdeslik agihmindaki terimlere ait katsayilar sirasiyla a“, a3b, azbz, ab®ve b* genel terimleri goz

ardi edildiginde 1, 4, 6, 4 ve 1 seklindedir. Bu katsayilarin, Ozdeslik (1.5) deki acilimda oldugu gibi,
Pascal Giggeninde Uglincil satira denk geldigi goriilmektedir.

Ders 8-9-10
Uygulama siiresi: 3x40 dk.
Uygulayici: 1. Yazar
Kullanilan Materyaller: Beyaz tahta, renkli kalemler, A4 kagitlari
Amag: ax+b ifadesinin besinci kuvvetinin geometrik sekillerle kavratmak.
ax+b ifadesinin Besinci Kuvveti
Dordiincu ve daha yiksek kuvvetler icin Ust kuvvetlerin alt kuvvetlere indirgenerek modellenecegi daha

dnce belirtilmistir. Bir sayinin besinci kuvvetini x° :(xz)z,x: x2.x%.x seklinde distiinmek miimkindiir.

Yani bir sayinin besinci kuvveti, bir kenari ayni sayinin karesi olan karesel alanin kendisi ile carpimi olarak
modellenebilir. Burada bir kenari kendisinin karesi olan sayiyi tekrar kendisi ile carpmak bu karesel alana
licUncl bir boyut katmak ile esdeger diisiiniilebilir. O zaman gizilecek ¢ boyutlu cismin ayritlari sirasiyla

X2, X2ve X birim olan kare dik prizma gibi dusinilebilir. Bu yontemle oncelikle 1° :(12)2,1:12,12,1
ifadesini kenarlari 12, 1°ve 1 birim olan kare prizma gibi ifade edilebilir. Bu ifadenin geometrik
modellenmesi Sekil 5.a’da gosterilmistir.

13
1

1z

Sekil 5.a. Ayritlari 12, 12, 1 birim olan kare prizmanin hacmi.

Ayni sekilde 25 :(22)2 2=22227 ifadesi kenarlari 22, 2%ve 2 birim olan kare prizma gibi distiniilebilir.

Bu ifadenin geometrik modellenmesi Sekil 5.b’de verilmistir.
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22

22

Sekil 5.b. Ayritlari 22, 22, 2 birim olan kare prizmanin hacmi.

2
Boylece x° :(xz) = x2.x%.x ifadesi kenarlari Xz, x2ve X birim olan kare prizma gibi duslnulebilir. Bu

ifadenin geometrik modellenmesi Sekil 5.c’de gosterilmistir.

2|

¥

Sekil 5.c. Ayritlari x*, x?, X birim olan kare prizmanin hacmi.

Ayni mantikla (x+1)° =((X+1)2)2_(X+1)=(X+1)2_(X+1)2_(X+1) ifadesi kenarlari

(x+1)2, (x+1)2 ve (x+1) olan kare prizma gibi distinilebilir. Bu ifadenin geometrik modellenmesi
Sekil 5.d’de gorildiga gibidir.

{x+1)*

X+l

(x+1)*

Sekil 5.d. Ayritlari (x+1)2, (x +1)2, X +1 birim olan kare prizmanin hacmi.

Bu karesel cismin hacmi (x+1) =((X+l)2)2.(X+1)=(x+1)2.(x+1)2.(x+1) seklinde ifade edilir. Bu
ifadede Ozdeslik (1.1) degerini yerine yazip gerekli islemler yapildiginda Ozdeslik (1.7)’deki agilim elde
edilir.
(x+1) :((x+1)2)2.(x+1):(x+1)2.(x+1)2.(x+1):(x2+2x+l).(x2+2x+1)(x+1)
:(x4 +2X3+ X2 + 2 +4X% + 22X+ X° +2x+1)(x+1)
:(x4 +4x® +6X° +4x+1)(x+1) =X +4x* +6x° +4x% + X+ x* +4x% +6x% +4x+1

=X° +5x* +10x° +10x* +5x +1 Ozdeslik (1.7)

Bu 6zdeslik agiliminin her bir terimine ait katsayilar sirasiyla 1, 5, 10, 10, 5 ve 1 seklindedir. Bu katsayilar
Pascal lggeninde dordiinci satira denk gelmektedir. Bu noktaya kadar elde edilen bilgiler yardimiyla
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(ax+b)5 :((ax+b)2) (ax+b):(ax+b)2.(ax+b)2(ax+b) ifadesi ayritlari (ax+b)’, (ax+b)’ ve (ax+b) birim

olan kare dik prizma gibi distnlebilir. Bu ifadenin geometrik modellenmesi Sekil 5.e’de gosterilmistir.

(ax+b)?

ax+h

(ax+h)?

Sekil 5.e. Ayritlari (ax+b)2 , (ax+b)2 , ax+b birim olan kare prizmanin hacmi.

Yukaridaki mantiktan hareketle  (ax+b)° :((ax+b)2)2(ax+b):(ax+b)2.(ax+b)2(ax+b) ifadesinde
Ozdeslik (1,2) yerine yazilirsa Ozdeslik (1.8) elde edilir.

(ax+b) =((ax+b)’ ) (ax+b)=(ax+b)" (ax+b)’ (ax+b)

:(azx2 +2axb+b2).(a2x2 +2axb+b2)(ax+b)

= (a“x4 +2a’x°b +a®x’b? + 2a°x%b + 4a°x’b? + 2axb® + a®x’b? + 2axb® +b* )(ax +b)

=(a'x* +4a°x’b + 6a°x’b” + 4axb® +b* ) (ax +b)

=a’x’ +4a'x'b+6a’x’h* +4a*x*0’ + axb* +a*x*b +4a’x’b® +6a°x°b* + 4axh* +b°

=a’x’ +5a’x*b+10a°x’v? +10a°x*b* +5axh* +b°> Gzdeslik (1.8)

Bu 6zdeslikteki her bir terime ait katsayilar sirasiyla a°, a’b, a’b?, a’b?, ab*ve b® genel terimleri goz

ardi edildiginde 1, 5, 10, 10, 5ve 1 seklindedir. Bu katsayilar Ozdeslik (1.7) deki agimda oldugu gibi,
Pascal icgeninde dérdiincii satira denk geldigi gérilmektedir.

Ders 11-12
Uygulama siiresi: 2x40 dk.
Uygulayici: 1. Yazar
Kullanilan Materyaller: Beyaz tahta, renkli kalemler, A4 kagitlar
Amag: ax+b ifadesinin n’nci kuvvetinin geometrik sekillerle kavratmak ve tim kuvvetler igin genelleme
yapabilme becerisi kazandirmak.
ax+b ifadesinin n’nci Kuvveti
Yapilan islemler dogrultusunda ax+b seklindeki cebirsel ifadelerin geometrik sekillerle modellenmesi
sireci tek ve cift kuvvetlere gore tekrar eden karesel alan ve kare prizma hacmi kavramlari oldugu
gorilmektedir. Bu noktadan hareketle ax+b seklindeki cebirsel ifadeler icin soyle bir gorsellestirme
genellemesi yapmak mimkinddr.
(ax+b)n ifadesinde n cift ise: bir kenari ((31)(+L))”’2 olan karenin alani olarak modellenir.

(n-1)/2 n-1)/2

(ax+b)” ifadesinde n tek ise: ayritlari (a_x+b) , (ax+b)( ve (ax+b) olan kare dik prizma

olarak modellenir.
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Ozdeslikler ve Binom Acilimi Basari Testi (OBABT).

1.
2.

3.

10.

Ek 3.

X% +2X+1 cebirsel yapisini tam kare olarak ifade ediniz.
(X+ 3)2 ifadesini sekille ifade ederek agilimini yapiniz.

(X+ 2)3 ifadesini sekille ifade ederek agilimini yapiniz.

X3 -|-3X2 +3X+1 cebirsel yapisini tam kip olarak ifade ediniz.
(x+1)? Yanda verilen gorsel hangi cebirsel ifadenin gorsellerle gdsterimine

ornektir? Bu cebirsel ifadenin agilimini yaparak ¢oziiniz.
(x+1)* (x+1)?
(x+1)*
Yanda verilen gorsel hangi cebirsel ifadenin gorsellerle gosterimine
ornektir? Bu cebirsel ifadenin agilimini yaparak ¢oziiniz.
(an+b)?
ax+b
{ax+b)?
(ax+b)? Yanda verilen gorsel ile ilgili cebirsel ifadenin agilimi yapildiginda elde
edilen sonucun katsayilari Pascal lg¢geninde hangi basamaga denk
(ax+b)} (ax+b)? gelmektedir? Cozerek agiklayiniz.
(ax+b)?

Yanda verilen gorsel ile ilgili cebirsel ifadenin agilimi yapildiginda elde
edilen sonucun katsayilari Pascal lg¢geninde hangi basamaga denk
gelmektedir? Cozerek aciklayiniz.

(x+1)

(x+1)?

Pascal Gicgeninde besinci satira denk gelen (ax + b)5 seklinde bir 6zdeslik yaziniz.

(ax + b)n seklinde verilen 6zdesligin gorsellerle gbsteriminde genel bir kural elde ediniz ve bu kurali

yaziniz.

Ogrenci Gériis Formu (OGF).

1.

Noukw

Bu dersin geometrik sekiller kullanilarak islenmesinin basariniz adina faydasinin/faydalarinin neler
oldugunu dislinliyorsunuz?

Ozdesliklerin geometrik sekillerle ifade edilerek ders islenmesi siirecinin en ¢ok hangi yénii hosunuza
gitti. Nigin?

Sizce bu ders islenirken kullanilan yontem 6nemli midir gerekgelerini agiklayiniz?

Dersin islenmesi slirecinde en ¢ok hangi noktada zorlandiniz. Nigin?

Cebirsel yapilarin geometrik sekillerle ifade edildigini gordigiiniizde neler hissettiniz?

Cebirsel ifadelerin geometrik sekillerle gosterilmesi size ne gibi beceriler kazandirdi?

Cebir’in ya da matematigin baska hangi alanlarinda geometrik sekillerle gosterimi kullanmak isterdiniz.
Neden?

Bu dersin islenisinde kullanmis oldugunuz ydntemin, ders igerigini glnliik yasamla iligkilendirdigini
dislinlyor musunuz?
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This study aims to examine the effects in science activities including parent
involvement activities, concerning the science process skills of children aged 5-6,
attending pre-school, and analyses the obtained information regarding the views of
the parents involved in the program. The study group consisted of 30 children in the 5-
6 age group, and 15 parents who were attending lessons. The embedded mixed
method design was used in the study. Quantitative data was collected by a pre-school
science process skills scale for children aged 60-72 months, and the qualitative data
was collected through a semi-structured interview form with the parents. At the end
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science process skills, especially predicting-inferring-communicating sub-scale skills,
were found to be more developed than what the control group's children. The
qualitative data leads us to an understanding that the parents had a positive view of
parent involvement activities and that communication with their children increased,
was derived from the qualitative data, as well. It was noted that the parents raised
their children's motivation towards science and tended to support them more in terms
of science. It is suggested that pre-school education programs ought to include more
science process-based activities with parent involvement.
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Introduction

Children are equipped with a natural sense of wonder. Many science studies point out that children
have a natural sense of wonder to discover the world around and that they act like little scientists
thanks to this sense (Akman, Uyanik-Balat & Giiler, 2011; Aktas-Arnas, 2002; Alisinanoglu, Ozbey &
Kahveci, 2015; Atasoy & Zoroglu, 2014; Ayvaci, 2010; Bosman, 2006; Bryant, Kastrup, Udo, Hislop,
Shefner & Mallow, 2012; Biiyiiktaskapu, Celikéz & Akman, 2012; Ceylan, Goziin-Kahraman & Ulker,
2014; Cabuk & Haktanir, 2010; Durbin, Pickett & Powell, 2011; Edwards, 1998; Eshach & Fried, 2005;
Ergiil, Simsekli, Calis, Ozdilek & ilkériici-Gégmengelebi, 2011; Nuhoglu & Ceylan, 2012; Tan & Temiz,
2003). Experiences gained with the help of the rich stimuli offered in the early childhood enable children
to be more observing and curious (Akman, Ustiin & Giiler, 2003). Scientific information may change and
evolve over time. Schools should produce individuals who understand how to access information and
who can meet the needs of a changing and evolving world. In this context, a teacher's responsibility
should be to aid students in this effort rather than to supply them with the information itself.

Pre-school education is of importance since it provides children with not only scientific concepts, but
also with basic skills such as scientific and multi-dimensional thinking and problem-solving skills which
they will need for their entire lives (Gller & Bikmaz, 2002). Scientific information and skills which will be
transferred to children in this critical period, in an accurate and effective manner, will dramatically
impact their future lives and interest in this field (Sahin, Gliven & Yurdatapan, 2011). Kids acquire many
skills that can be helpful in their daily lives by using scientific thinking (Akman, 2003). In general terms,
science process skills have been divided into two main groups by researchers. These are "Basic Skills"
and "Integrated Skills". Basic process skills consist of the skills of observing, classifying, communicating,
measuring, predicting and inferring while integrated process skills consist of controlling variables,
interpreting data, defining operationally, formulating hypotheses, experimenting, formulating models
(Brewer, 2007; Carin, Bass & Contant, 2005; Martin, Sexton & Wagner, 1998; Padilla ,1990). Basic
science process skills are simple mental skills which everybody should acquire and which can be gained
from the pre-school period. Integrated process skills, on the other hand, are complex and multi-
dimensional mental skills (Aslan, Ertas-Kilic & Kilig, 2016). In the pre-school years humans are the most
curious and try to explore their environment. They are more open and have the highest desire for
learning at that stage in their lives (Simsek & Cinar, 2012). Because of this, pre-school curriculum need
to include activities that would cause children to do research as if they were scientists (Blyuktaskapu,
2010). In the pre-school education program implemented in our country, the aims of bringing science
process skills to children at a young age are clearly stated (Ministry of National Education [MEB], 2013).
It is seen that many researchers have also been working on acquiring or measuring science process skills
for pre-school children (Akman et al., 2003; Ari & Oncii, 2008; Aydogdu & Karakus, 2017; Ayvaci, 2010;
Bilyiiktaskapu et al, 2012; inan, 2011; Ozkan, 2015). However, it is noticed that there have not been
many studies to develop the science process skills with parental involvement among these studies. Celik
and Dascan (2007) stated that "permanent" positive development was observed in the children
attending the pre-primary education institutions where family involvement was provided, but that they
were excluded from the family program in many pre-primary education institutions. For this reason, it
was stated that the skills that children gain were not maintained and it was not possible to use these
skills in daily life.

The most effective education regarding children's development is an education that allows for
parent-teacher cooperation. Therefore, ensuring parental involvement in a pre-school education
program is of considerable importance in terms of children's development (Sahin & Unver, 2005) A
strong cooperation between parents and a school and the sustainability of learning experiences in the
family are prerequisites for ensuring effective learning in pre-school educational institutions and
achieving pre-school education targets (Yildiz, 2014).

Previous studies in this area reveal that family involvement has positive effects on children's
academic achievement and social skills during the studies. Kohl et al. (2000) found that family
involvement played an important role in children's socialization and school achievement in 387
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children's studies. Fan and Chen (2001) analysed 2000 research articles, book chapters, conference
presentations, and found a significant relationship between family involvement and children's
achievement. Brooks (2004) found that children are more socially and academically successful in
educational environments where family involvement is provided. Erdogan and Demirkasimoglu (2010)
mentioned that the two primary reasons preventing parental involvement are: teachers’ lack knowledge
on this issue and parents’ being unaware of the fact their involvement is being limited. Uniivar's (2009)
research aimed to determine how and at what level families participate in classroom activities in
preschool education, suggesting that the least activity of the parents in the schools is 'having
experiments'. In this context, it is essential that contributing teachers who want to be a part of pre-
school programming ensure that basic science process skills with family involvement in pre-school
education are applied. Considering these fact, the main aim of this study was to examine the effects of
parental involvement in science activities on pre-school children’s' science process skills and to obtain
relevant information regarding the parents' feedback related to the activities. In this regard, the
following questions were sought;

1- Previous to the parent involvement activities, is there a statistical significant difference between
the science process skills scale and subscale of observing, classifying, and predicting-inferring-
communicating values of the students who participated in the activities with their parents, and
those who did not?

2- Following the parent involvement activities, is there a statistical significant difference after the
activities between the science process skills scale and subscale values of observing, classifying, and
predicting-inferring-communicating values of the students who participated in the experimental
group or the control group?

3- What are the opinions of the parents who took part in the activities?

Method
Research Design

The mixed method, which involves both qualitative and quantitative research methods, was used in
this study. The mixed method is defined as an approach that draws conclusions by combining qualitative
and quantitative data in order to understand the research problem (Creswell, 2017). The embedded
mixed method design was adopted. The data in this type of study could be converged or it could be
ordered sequentially. Its main function is to embed the quantitative or the qualitative data in a larger
frame (e.g. Experiment), yet the data source plays a supporting role in the overall design (Creswell,
2014, p.16). The semi-structural experimental design for the pre-test/post-test group was used in the
guantitative base, and the interview technique was used in the qualitative dimension of the study. In
this study, the qualitative dimension was used to determine the effect of family participation activities
on the science process skills of the children’s, and qualitative data was used to determine the effect of
family participation on children's science process skills.

Participants

This study group consisted of 30 children between the ages of 5 and 6, attending a nursery class at a
primary school in Cinarcik District in the province of Yalova, during the 2015-2016 academic year, and 15
parents. One of the two classes at the school where the study was conducted was chosen randomly as
the experimental group for the experiment, and the other was designated to be the control group (N=
15; seven girls and eight boys) and the other half were in the control group (N=15; eight girls and seven
boys). Among the mothers participating in the activities with their children, eight were primary-middle
school graduates, five were high school graduates and two were university graduates. Nine of these
mothers were in the 29 and below age group, five were in the 30-39 age group and one was in the 40
and above age group. The experimental group's teacher had four years of teaching experience, while the
control group's teacher had ten years of teaching experience. The educational status distributions of the
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mothers in the experimental and control groups are given in Table 1.

Table 1.
The Educational Status of Mothers in the Experiment and Control Groups.
Educational status Experimental Control

N % N %
Illiterate 0 .00 1 7.00
Literate 0 .00 0 .00
Primary and secondary education 8 54.00 10 67.00
High school 5 33.00 2 13.00
University 2 13.00 2 13.00
Master degree 0 .00 0 .00

Data Collection Tools

The data collection tools used in this research were a pre-school science process skills scale for
children who are between 60 and 72 months old, so as to evaluate the children’s' science process skills
and a semi-structured interview form for determining the parents' views related to the parent involved
activities.

The Pre-school Science Process Skills Scale for 60-72-Month-old Children: The scale that was
developed by Ozkan (2015) to detect the science process skills of children in the 5-6 age bracket was
used in this study. This scale consists of 31 items and 4 sub-scales. These sub-scales are 'observing,
classifying, measuring, and predicting-inferring-communicating.' There are 4 items in the observing sub-
dimension, 8 items in the classifying sub-dimension, 7 items in the measuring sub-dimension and 12
items in the predicting -inferring-communicating sub-dimension. Each child is given 1 point for each
correct answer but 0 points for each wrong answer. The lowest possible score on the scale is 0 while the
highest possible score is 31. The scale utilizes materials such as leaves, stones, beads, toy blocks,
counting sticks, paper, and batten and also pictures for creating graphics and observation. For construct
validity of the scale was examined by Ozkan and Onder (2016). It was found that the analysis regarding
reliability of the scale Kuder Richardson coefficient values for the scale were as follows: First the test-
retest reliability of the scale, the scale was applied to 45 students for 3 weeks apart and the correlation
between the scores was calculated. According to this, it was found that KR20 value of the scale was .90
at the first factor, .86 at the second factor, .82 at the third factor, .75 for the fourth factor and .84 for
entire scale. It was also found that test-retest reliability was .96 at the first factor, .87 at the second
factor, .64 at the third factor, .78 for the fourth factor and .89 for entire scale.

Parent interview questions: This was a five-item form developed by the researchers. The questions
were evaluated according to the opinion of two experts and the necessary corrections were made to
come up with the final version. According to the opinion of the experts, the first question allowed
parents to assess changes in the child after the practice and was finalized with this addition. The final
version of the form consisted of five-open ended questions aimed at gathering the parents' evaluations
on their children and themselves after they participated in the activities.

Procedure

Permits required for the ethical conduct of the project were obtained in advance, and a meeting was
held with the parents involved in the study group, as well as with the school principal and responsible
teachers, before the implementation was administered. In that meeting, the parents were given
detailed information related to the study and their oral consents were obtained regarding the
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participation for their children in the study. After their oral consents were obtained, all parents were
handed an information form to fill in, in order to record the educational status of the parents. A second
meeting was held following the first meeting, with the participation of the experimental group's parents
and the teacher to give detailed information on the eight-week implementation plan and to answer
possible questions from the parents. After receiving the oral consent of the parents concerning their
involvement in the eight-week implementation process, pre-tests began to be performed. Post-tests
were performed on the control and experimental groups and semi-structured interviews were gone
through with the parents after the study ended.

Designing parent involved science activities: The plans for the parent involved science activities
were prepared by the researcher and submitted for examination by three academicians working in the
field of pre-school education. A sample activity is presented in Appendix 1. After the final plan fell in line
with the advice and suggestions of the academicians, the plans were applied by the researcher to the
experimental group, under the supervision of the teacher of the concerned group, for 8 weeks in the
second half of the 2015-2016 academic year. Planning activities are given in Table 2.

Table 2.
The Applied Science Activities Using Science Process Skills.

Activity order Activity name Aim of the activity Basic process skills
1 ‘Talk to me about Making an equal-arm scale  Observing, measuring,
balance’ and weighing objects. recording data,
communicating
2 ‘Guessing with the Using smell and taste Observing, predicting,
Senses game’ senses as a game. communicating
3 ‘Volcano eruption’ Understanding volcano Observing, inferring,
formation communicating
4 ‘Magnetic the Describing magnetic and Observing, classifying,
objects hunter’ non-magnetic objects. recording data, interpreting,
inferring, communicating
5 ‘The Exploring the life cycle of Observing, communicating
transformation butterflies.
from caterpillar to
butterfly’
6 ‘A Balloon in a Understanding gaseous Observing, predicting,
bottle’ substances may form in recording data, inferring,
the environment during communication
chemical changes.
7 ‘Does it float or Discovering which objects Observing, classifying,
sink?’ float in water and which recording data, predicting,
sink. interpreting, inferring,
communicating
8 ‘A Boat race’ Observe how cleaning Observing, recording data,

materials affect water and
milk.

interpreting, inferring,
communicating

Administration of The Pre-School Science Process Skills Scale for The 60-72 Month-old Children: The
scale was administered to all the children by the researcher personally. It was administered in an empty
classroom set up in advance for this purpose, where the children who participated in the project were
evaluated one by one by the researcher. Each child and the researcher sat side by side around a table
appropriate from the height of the child, after having 3-5 minutes of dialogue with each child to start
communication flowing, and to make him/her feel comfortable, the researcher started to apply the
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scale. During the interview, the researcher read the scale items to the child and the answers given by
the child were recorded by the researcher as they were given, without any intervention. The researcher
prevented the child from seeing the answer form, so as not to give him/her any clues. The conversations
made during the interview were recorded using a tape recorder. Every child was given 2 minutes for
each answer. If the child could not answer the question in this 2-minute time-period, the researcher just
proceeded to the next item. Each correct answer was given ""1" point and each wrong answer was given
"0" points. When the child said, "l don't know.", the next item was read. The item was repeated when
the child did not give an answer or said, "l don't understand. When the child gave a wrong answer, the
researcher did not react and just proceeded to the next item. The researcher paid particular attention to
read the items to each child in the same way, without any comment, in the same tone of voice and in
the same order. It took approximately 30 minutes to apply the scale to each child.

Application of the parental-involvement science activities program: The activities were performed
from 15:30 to 17:30 each Friday for eight weeks, with the participation of the parents, in the children's
own classrooms. Each Friday, the researcher organized the educational atmosphere, and set out the
materials suitable to the activity plans. All same materials to be used during the activity were put on the
desks of the parents and children beforehand. All children and parents in the classroom were made to
participate in the activities. During the activities performed in these eight weeks, the children wore
special aprons for experiments and, when required, special glasses and gloves as well, that had been
specially prepared for them. The children were observed to be motivated by these preparations.
Although they were informed at previous meetings, before each activity, they were reminded that the
children should give their own answers, and not interfere the child and teacher. Parents participated in
the activities by implementing the guidelines on pages distributed by the teacher. They did not interfere
with the teacher and their child. They were careful not to tell the correct answers to their children. In
this respect, children definitely gave their own answers. A sample activity plan is presented in Appendix
1.

Daily teaching programme: The teachers who taught the two classes at the school followed the
same daily teaching program that they planned together according to the goals of the 2013 Ministry of
National Education for Pre-Schools program involving development of 60-72 years old children During
the eight-week training period, the experiment and control group teachers used the same daily teaching
training plan and the same materials except for between 15.30 and 17.30 o’clock on Friday when the
family participant activities were in progress. The achievements in the Ministry of National Education for
Pre-Schools programme have been applied in such a way as to be combined with the contents of science
and mathematics, Turkish, art, play and literacy. Acquisitions of science and mathematical activities
focus on the ability to observing, classifying, measuring, predicting, inferring and communicating from
basic science process skills in cognitive development achievements. The exercises were carried out in
the form of integrated large group activities.

Administration of the interview questions: The semi-structured interview questions developed by
the researcher were administered face-to-face, with each parent coming separately to an empty room.
The parents were chosen on a voluntary basis, and according to their educational status who had a
primary school, middle school and higher education degree, respectively. Each interview lasted
approximately 25 minutes and was recorded using a tape recorder.

Data Analysis

Descriptive statistics for the variables of the study and Pearson correlations between variables are
displayed in the normal distribution of the pre-and post-test data was analysed as a quantitative
dimension of the study, on children aged 60-72 months, as it measured the children’s science process
skills. The Shapiro-Wilks and Kolmogorov-Smirnov (K-S) tests were used to test normal data distribution.
The Kolmogorov-Smirnov (K-S) test is used if the sample is more than 35, and the Shapiro-Wilk test is
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used if it is less (Demir, Saatcioglu & imrol, 2016). Since these tests showed that the data was not
normally distributed, non- parametrical tests were performed for the analysis. Non- parametric statistics
were used to analyse pre-and post-tests because the p value was less than .05. The Mann-Whitney U
test was implemented to compare the pre- and post-tests scores of the experimental and control
groups. In the qualitative dimension of the study the descriptive analysis method was selected to
analyse the data obtained from responses given by the parents. The semi-structured interview was
converted to a written form and coded as A1, A2, and A3. The data was presented in its original form
and quoted the participants' expressions.

Results

The findings obtained from the children and parents were presented in this chapter under two parts.

Results related to the basic science process skills of the children in the 5-6 age group who did / did
not participate in the parent involvement activities: The findings of the experimental study conducted
on the experimental and control group to define the effects of the parent involvement on the science
process skills of the children are presented. Primarily, this study aimed to detect any statistically
significant difference between the science process skills pre-test scores of the children who did/did not
participate in the parent involved activities. To this end, the Mann-Whitney U test was applied to
determine any difference between the pre-test scores obtained by the experimental and control group
children from the pre-school science process skills scale for 60-72 months children and its subscales of
observing, classifying, and predicting-inferring-communicating. The obtained results are listed in Table 3.

Table 3.
The Results of the Mann-Whitney U Test Regarding the Science Process Skills Scale and Sub Dimensions
Pre-test Scores of Children in the Experimental and the Control Group.

Science process skills Group n Mean Rank Sum of Rank U P

Observing Experimental 15 17.57 263.50 81.50 17
Control 15 13.43 201.50

Classifying Experimental 15 17.17 257.50 87.50 .29
Control 15 13.83 207.50

Measuring Experimental 15 16.90 253.50 91.50 .36
Control 15 14.10 211.50

Predicting- inferring- Experimental 15 14.80 222.00 102.00 .66

communicating Control 15 16.20 243.00

Total Experimental 15 17.40 261.00 84.00 .23
Control 15 13.60 204.00

*p< .05

According to Table 3, no statistically significant difference was observed between the pre-test scores
obtained by the experimental and control group children from the Science Process Skills Scale and its
subscales (p> .05)

The Mann-Whitney U test was applied to find any statistically significant difference between the
post-test scores obtained by the children who participated /did not participate in the parent involved
activities performed in the scope of the present study from the Science Process Skills Scale. The test
results are outlined in Table 4.

The test results point a statically significant difference between the post-test scores obtained by the
experimental and control group children from the Science Process Skills Scale and its subscales
‘observing, classifying, measuring, and predicting-inferring-communicating’, (p< .05). The mean scores of
the pre-test and post-test scores of the students in the experimental and control groups were shown in
Figure 1.
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Table 4.
The Results of the Mann-Whitney U Test Regarding the Science Process Skills Scale and Sub Dimensions
Post-test Scores of Children in the Experimental and the Control Group.

Science process skills Group n Mean Rank  Sum of Rank U P

Observing Experimental 15 18.82 283.00 62.00 .02%*
Control 15 12.13 182.00

Classifying Experimental 15 18.83 282.50 62.50 .03*
Control 15 12.17 182.50

Measuring Experimental 15 18.82 283.00 62.00 .02*
Control 15 12.13 182.00

Predicting- inferring- Experimental 15 20.73 311.00 34.00 .00*

communicating Control 15 10.27 154.00

Total Experimental 15 21.27 319.00 26.00 .00*
Control 15 9.73 146.00

*p< .05
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pre-predicting-  post-predicting:
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pre-observing | post-observing | pre-classiflying | post-classifying  pre-measuring = post-nmeasuring inferring: inferring: pre-iotal posi-total
conumunicaling  conmunicating
W Experimental group 307 3,67 527 6,30 4,80 540 7,20 947 2033 2487
O Control group 267 3,00 487 513 4,20 447 7.33 753 19,07 20,13

Figure 1. Experimental and control group mean values.

A comparison of the mean values showed that parent involved science activities performed in the
scope of the study, were more effective in terms of the improvement of the science process skills of the
children.

The opinions of the parents participating in the parent involved activities: The data obtained from
the interviews done with the parents from the experimental group is summarized below.

The first question addressed to the parents was: “What do you think about the effects of the study
on your child's science skills and attitude towards science?” The parents expressed themselves in these
words: “My child started to ask more questions about science and to show a greater interest in science.
She wants to perform the experiments she has learnt, (A1)”, “My child's interest in science has
increased. He has started to do experiments as often as he can, (A2)” and “My child has begun to show
an interest in science. He has started to say, “I will be both a doctor and a scientist, Mum, (A3)”. It is
notable that the parents consider that the activities performed increased their children's interest and
motivation towards science.
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The following excerpts were received from the parents when they were asked, “After this
implementation, has there been a change in your approach towards experiments conducted by your
child at home?”: “Yes, there has. Realizing her interest and her joy, | now give her permission to do
experiments (at home). I'm also supportive while she does experiments, (A1)”, “Of course, there has
been. | certainly do not stop him from discovering new things. | help him when he needs help. We do
experiments together, (A2)” and “He never had a desire to do something related to science before. After
this study, he said that he wanted to do an experiment, a few times. | did not discourage him. (A3)”.
According to the parents' statements, after the program was finalized, it is clear that the parents
appeared to be more positive towards the experiments their children did at home and supported their
science development.

The parents were asked, “Has there been a change in your communication with your child after this
implementation?” Some replies were: “Yes, there has. (been a change). | have been answering her
questions unrelentingly. | have realized she gained a love for science and | want to support her in this,
(A1), “Our communication has increased. We have started to chat while doing experiments, (A2)” and
“It is nice that we talked about the activities while doing them together. Other than that, nothing else
has been different, (A3)”. It is obvious that the parents gave feedback pointing to an improvement in
their communication with their children.

The parents gave the following responses to the question “Has this implementation created a change
in your views about your child's education?” Their thoughts were: “I started to observe my child closer
after the program. | actually realized just how important parental involvement is. This is because the
activities we performed together showed me more clearly how excited my child can get. (A1)”, “l have
always thought that parental involvement is a critical element in children’s education. Now, | am sure
about that, thanks to the program you conducted, (A2)” and “Going to school to get involved in my son's
activities was fun for both me and him. | think the presence of mothers or fathers right next to such little
children at school increases their self-confidence. I could not attend on one of the days, and my son was
sad that day, (A3)”. It was seen that, after this event, the families used expressions that indicated that
they had begun to observe their children more and to empathize with them.

Finally, the parents were asked “Has this study created a change in your views and thoughts about
regarding supporting your child’s science development?” Some of their replies were as follows: “I have
just bought some science books and magazines for her. | have continued to observe her. | have
understood that she has an interest in science and loves it, and wonders about science matters. From
now on, | will do whatever is necessary, in this area, with the guidance of the teachers, (A1)”, “It has. |
will always be his supporter in this, so that he can pursue what he is interested in. Currently, we have no
specific plans for his science education, but why shouldn't we think about this, for when he gets older?
(A2)” and “We liked the activities. My son had a lot of fun, these 8 weeks. We have no plans for the
future yet. However, if his interest continues and he wants to do something more in this subject, we will
support him as much as we can and stand behind him, (A3)”. For this topic, the parents gave answers
that reveal they intend on giving more support to the science arena in their children's development.

Discussion, Conclusion & Implications

In this study with the experimental-group children who had learning opportunities with their
parents, the science process skills, especially the predicting-inferring-communicating sub-scale skills,
were found to be more improved than for the control-group children, who did not participate in the
outlined activities. It was also shown that the families participating in the activities had positive views on
parent involvement programs. The research revealed that there was a significant difference between
the scores of the post-test science process skills scale of the two groups of students who participated in
the parent involvement activities two hours per week and the scores of the children who did not
participate in this program. These results indicated that science process skills could be developed at
early ages through planned science activities with family participation.
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Recent literature has implied that family-based activities which were applied in early-aged children
have contributed to the development of cognitive domain as literacy, mathematical concept acquisition,
and development in emotional domain such as communication skills and motivation (Neslitlirk & Deniz,
2014; Newman, Arthur, Staples & Woodrow, 2016; Uzun, 2013). This research revealed that family-
based science activities had a greater impact on prediction-inferring-communicating skills involving both
cognitive and emotional skills. When the eight-week activities were completely assessed, it was seen
that observing and communicating skills were a part in all the activities, but measuring skills appeared in
only one. Findings indicated that the mean scores of all science process skills of the students in the
experimental group were greater than the control groups’ scores. The interviews with family members
have indicated that involving the family caused an increase in communication between parents and
children. Some replies from parents verified this interpretation, such as “From now on, | will do
whatever is necessary, in this area, with the guidance of the teachers.; However, if his interest continues
and he wants to do something more in this subject, we will support him as much as we can.; our
communication has increased. We have started to chat while doing experiments; | help him when he
needs help; we do experiments together”. These explanations support that family involvement activities
have increased children’s communication skills. Neslitlirk and Deniz (2014) have come up with a family
social skills program for 5-6-year-old children. A nine-week program of activities involving different
domains such as science, art, and mathematics witnessed that the mother-involvement program is
effective in improving children's self-expression and communication skills. Hall and Schaverien (2001)
indicated that as a result of their six-month study with pre-school children, families that were involved
in doing inquiry activities with their children and talking to them about their ideas about science and
technology, enhanced their children's views on science and technological thinking. On the other hand, it
can be said that family involvement is constructive in terms of enabling teachers to follow the science
development of their students. Newman et al. (2016) discovered that families who joined their children
while getting literacy training early on, played a key role in their children's learning and that they could
create opportunities for their learning. Durisic and Bunijevac (2017) point out that family involvement
provides improvement opportunities for the current school program. Erdogan and Demirkasimoglu
(2010) studied ten primary school teachers and ten school administrators' opinions on family
participation and stated that it is necessary in order to strengthen the development of child-family
communication as well as building up the child's self-confidence and ability to be responsible.

According to the results of the research, it is very important for the child to be included in activities
that allow family-related science process skills in pre-school programs in terms of science skills and
development of parent-child relations. On the other hand, parents involved in these activities realize
they are able to share the science thinking process with their children. Lee (2012) noted that this
approach contributed to these three aspects of a child's science learning journey: parental awareness,
acquisition of basic science knowledge and facilitation skills, and the availability of relevant resources. It
was stated in his study that if families are aware that there are ways which they can partner with their
children in science activities outside of school and they could become truly aware of their children's
science learning processes and contribute to meaningful science learning. He emphasized that sharing,
along with fun and laughter, during the science activities strengthened the family bond between parents
and children. The guidebooks that will be presented to the parents make it clear that parents will find
out that their home materials are sufficient for their science activities and that they can carry out
science experiments in regular household. Gleason and Schauble (1999) investigated the process of
children solving a scientific reasoning problem with family participation with in-and out of school
activities. There was evidence that in this process, parents described their children as having difficulty
with the data and making predictions. Since the parents miss key opportunities to help their children
interpret the data, the children fail to understand what their family is doing in this process. On the other
hand, parents and children going in a positive direction have been able to solve problems with their
children and this is a conducive environment for cooperative discussions. In this context, it can be
concluded that the activities based on the science process skills with family involvement can also
contribute to the understanding of the children’s' own scientific thinking skills. However, in this study, it
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has not been determined whether the scientific thinking of the parents improved. Another limitation of
this study is the information about the impact of family involvement in the outcomes of the three
volunteer parent interviews. Nonetheless, the parents’ participation in the activities can be observed;
their children's education and their contribution to them can be evaluated. Pre-school teachers should
give importance to family participation in terms of contributing to children's cognitive and emotional
development. From this point of view, pre-school education programs should be directed to include
more science activities involving science process skills with the participation of parents.
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Tiirkce Suiriim

Giris

Ust diizey cocuklar dogal bir merak ve kesfetme duygusuna sahiptir. Bu dogal duygulariyla kiigiik
birer bilim insani gibi davrandiklari bircok bilimsel ¢calismada da belirtilmektedir (Akman, Uyanik-Balat &
Giler, 2011; Aktas-Arnas, 2002; Alisinanoglu, Ozbey & Kahveci, 2015; Atasoy & Zoroglu, 2014; Ayvaci,
2010; Bosman, 2006; Bryant, Kastrup, Udo, Hislop, Shefner & Mallow, 2012; Biylktaskapu, Celikéz &
Akman, 2012; Ceylan, Goziin-Kahraman & Ulker, 2014; Cabuk & Haktanir, 2010; Durbin, Pickett &
Powell, 2011; Edwards, 1998; Eshach & Fried, 2005; Ergiil, Simsekli, Calis, Ozdilek & ilkériici-
Gogmengelebi, 2011; Nuhoglu & Ceylan, 2012; Tan & Temiz, 2003). Erken g¢ocukluk déneminde
sunulacak olan zengin uyaranlarla kazandirilan deneyimler cocuklarin daha goézlemci ve merakli
olmalarini saglamaktadir (Akman, Ustin & Giiler, 2003). Bilimsel bilgiler zamanla gelisip
degisebilmektedir. Okullar bilgiye ulasma yollarini bilen, degisen ve gelisen diinyanin gereksinimlerine
yanit verebilen bireyler yetistirmelidirler. Bu baglamda 6gretmenlerin gorevi bilgi vermekten ¢ok bilgiye
ulasma yollarini 6gretmek olmalidir.

Okul 6ncesi egitimi ¢ocuklara bilimsel kavramlari kazandirmasinin yaninda onlara bilimsel ve ¢ok
boyutlu disiinme, problem ¢ézme gibi yasamlari boyunca ihtiyag duyacaklari temel becerileri de
kazandirmasi agisindan 6nemlidir (Gller & Bikmaz, 2002). Bu kritik donemde dogru ve etkili bir sekilde
aktarilan bilim ile ilgili bilgi ve beceriler onlarin gelecekteki yasantilarini ve bu alana olan ilgilerini de
biyuk o6l¢lide etkilemektedir (Sahin, Glven & Yurdatapan, 2011). Kiigik ¢ocuklar, glinlik yasamlarinda
yardimci olabilecek pek ¢ok yetenegi bilimsel stiregleri kullanarak kazanmaktadir (Akman, 2003). Genel
olarak bilimsel siire¢ becerilerinin arastirmacilar tarafindan iki temel gruba ayrildigi gorilmektedir.
Bunlar ‘Temel Beceriler’ ve ‘Birlestirilmis Beceriler’ dir. Temel siireg¢ becerileri; gozlem, siniflandirma,
o6lgme, tahmin etme ve sonug ¢ikarma, iletisim kurma, siireglerinden olusurken, birlestirilmis silreg
becerileri ise; degiskenleri kontrol etme, hipotez kurma, verileri yorumlama, deney yapma ve model
olusturma becerilerini icermektedir (Brewer, 2007; Carin, Bass & Contant, 2005; Martin, Sexton &
Wagner, 1998; Padilla ,1990). Temel bilimsel siire¢ becerileri herkesin sahip olmasi gerektigi, okul dncesi
dénemden itibaren kazandirilabilecek basit zihinsel beceriler, birlestirilmis slire¢ becerileri ise, karmasik
ve ¢ok yonlii zihinsel becerilerdir (Aslan, Ertas-Kilig & Kilig, 2016). insanin en merakli, cevreyi kesfeden,
aclk, en ¢ok 6grenme arzusunun oldugu dénem okul 6ncesi donemdir (Simsek & Cinar, 2012). Bu
yuzden; okul &ncesi 6gretim programlarinda bilim insani gibi arastirma yapma becerisi kazandiracak
etkinliklere yer verilmesi gerekmektedir (Biyiktaskapu, 2010). Ulkemizde uygulanan okul éncesi egitim
programinda da bilimsel siire¢ becerilerinin ¢ocuklara kiiclik yasta kazandirilmasina yonelik amaglar
actkca belirtilmistir (Milli Egitim Bakanhgi [MEB], 2013). Bir¢ok arastirmacinin da okul éncesi dénem
cocuklarina bilimsel slre¢ becerilerinin kazandirilmasina veya 6lglilmesine yonelik ¢calismalar yaptiklari
goriilmektedir (Akman et al.,, 2003; Ari & Oncii, 2008; Aydogdu & Karakus, 2017; Ayvaci, 2010;
Blyliktaskapu et. al, 2012; inan, 2011; Ozkan, 2015 Ancak bu ¢alismalar arasinda aile katiimli bilimsel
slireg becerisini gelistirmeye yonelik fazla arastirmaya rastlanmamis olmasi dikkat cekmektedir. Celik ve
Dascan (2007) aile katihminin saglandigi okul dncesi egitim kurumlarinda yetisen ¢ocuklarda ‘kalicr’
sekilde olumlu gelisim gozlendigini, fakat bircok okul 6ncesi egitim kurumunda ailenin programin disinda
kaldigini bu sebeple de gocuklarin kazandigi becerilerde kalicilik saglanamayip bu becerilerin glinlik
hayatta kullanimi mimkiin olmadigini belirtmektedir.

Cocuklarin gelisimleri Uzerinde saglanacak en etkili egitim ebeveyn-6gretmen is birligi ile
saglanabilir. Bu nedenle okul 6ncesi egitim programina aile katilimini saglamak c¢ocuklarin gelisimi
agisindan oldukca énemlidir (Sahin & Unver, 2005). Okul &ncesi egitim kurumlarinda gocuklarda etkili
o6grenme saglamak ve okul Oncesi egitimin hedeflerine ulasmak igin okul-aile arasinda giigli bir is
birliginin olmasi ve 6grenme deneyimlerinin ailede surdirilebilmesi gerekmektedir (Yildiz, 2014).
Yapilan ¢alismalarda aile katiliminin ¢ocuklarin akademik basarilari ve sosyal becerileri izerinde olumlu
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etkisi oldugu ortaya konulmustur. Kohl vd. (2000), 387 cocukla yaptigi calismada aile katiliminin
¢ocuklarin sosyallesmesi ve okul basarisinda 6nemli bir rol oynadigini belirlemistir. Fan ve Chen (2001)
2000 makale, kitap bolumi, konferans sunumu ve raporlari meta analiz yoluyla inceledigi arastirmasinda
aile katilmi ve c¢ocuklarin basarilar arasinda anlamli iliski oldugunu tespit etmistir. Brooks (2004)
calismasinda aile katiliminin saglandigi egitim ortamlarinda ¢ocuklarin daha sosyal ve akademik olarak
basarili olduklarini belirlemistir. Uniivar'in (2009) okul éncesi egitimde velilerin sinif ici etkinliklere nasil
ve ne dizeyde katildiklarini belirlemeyi amagladigi calismasinda elde ettigi bulgular, okullarda velilerin
en az gergeklestirdikleri etkinligin ‘deneyler yaptirma’ oldugunu ortaya koymaktadir. Bu agidan, okul
oncesi egitimine yonelik hem temel bilimsel siire¢ becerilerinin kazandirilmasini hem de ailelerin
deneylere katilimini kapsayan 6rnek programlarin tasarlanmasinin, aile katihmini saglamak isteyen
o0gretmenlere katki saglamasi bakimindan 6nemli oldugu diistiniimektedir.

Bu baglamda arastirmanin temel amaci okul dncesi doneme yonelik planlanan aile katilimli fen
etkinliklerinin ¢ocuklarin bilimsel sire¢ becerilerine etkisini incelemek ve aile katiliminin ¢ocugun
bilimsel slire¢ becerisine etkisi hakkinda bilgi edinmek amaciyla etkinliklere katilan velilerin ¢ocuklariyla
yaptiklari uygulamalara iliskin gorislerini ortaya g¢ikarmaktir. Bu amagla asagidaki arastirma sorularina
yanit aranmistir;

1. Aile katiiml etkinliklere katilan ve katilmayan g¢ocuklar arasinda uygulamalar dncesinde bilimsel
strec¢ becerileri dlgcegi ve alt boyut (gozlem, siniflama, dlgme ve tahmin-gikarim-bilimsel iletisim)
puanlari bakimindan anlaml bir fark var midir?

2. Aile katihmh etkinliklere katilan ¢ocuklar ile katilmayan gocuklar arasinda uygulamalar sonrasinda
bilimsel siire¢ becerileri dlgegi ve alt boyut (gdézlem, siniflama, 6lgme ve tahmin-gikarim-bilimsel
iletisim) puanlar bakimindan anlamh bir fark var midir?

3. Aile katihmh etkinliklere katilan velilerin ¢ocuklariyla yaptiklari uygulamalara iliskin gorusleri
nelerdir?

Yontem
Arastirmanin Deseni

Bu calismada karma yéntem benimsenmistir. Karma yontem, arastirma problemini anlamak i¢in hem
nicel hem de nitel verilerin bitinlestirilerek sonuca gidilen bir yaklasim olarak tanimlanmaktadir
(Creswell, 2017). Bu galismada i¢ ice (gbmilu) karma deseni kullaniimistir. Bu desen, verilerin birlikte
toplanip, bir veri biciminin digerini desteklemesi olarak tanimlanmaktadir. Veriler birlesik ya da siral
olarak kullanilabilir. Ana fikir, nicel ya da nitel verinin daha genis bir desen icine gdmiilii olmasidir (Orn.
bir deney) ve bu veri kaynaklarinin desenin timi Gzerinde destekleyici bir roliiniin olmasidir (Creswell,
2014, p.16). Calismanin nicel boyutunda 6n test-son test kontrol gruplu yari-deneysel model, nitel
boyutunda yari yapilandirilmis gériisme teknigi kullanilmistir. Bu ¢alismada aile katilimli etkinliklerin
ogrencilerin bilimsel sireg¢ becerilerine etkisinin belirlenmesi amaciyla nicel boyut, aile katiliminin
cocuklarin bilimsel siire¢ becerilerine etkisinin ortaya konmasi amaciyla nitel boyuttan saglanan
verilerden yararlaniimistir.

Calisma Grubu

Arastirmanin ¢alisma grubunu 2015-2016 egitim-6gretim yili, Yalova ili Cinarcik ilcesinde bulunan bir
ilkokulun anasiniflarina devam eden 5-6 yas grubu 30 cocuk ve 15 veli olusturmaktadir. Calismanin
ylrataldigu okulun okul 6ncesi egitimi veren iki sinifindan biri deney, digeri kontrol grubu olarak kolay
ornekleme ybntemine gore rastgele secilmistir. Deney grubunu olusturan cocuklarin velileri de
arastirmanin g¢alisma grubuna dahil edilmistir. Calisma grubunu olusturan ¢ocuklardan 15 6grenci deney
(yedi kiz, sekiz erkek), 15 6grenci kontrol (sekiz kiz, yedi erkek) grubunda yer almaktadir. Deney grubu
o6gretmeni dort yillik, kontrol grubu 6gretmeni 10 yillik deneyime sahiptir. Deney ve kontrol grubunda
yer alan ¢ocuklarin annelerinin durumlari Tablo 1’de verilmistir.
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Tablo 1.

Deney ve Kontrol Grubu Cocuklarinin Anne Egitim Diizeylerine Gére Dagilimlari.

Ogrenim durumu Deney grubu Kontrol grubu
N % N %

Okuryazar degil 0 .00 1 7.00

Okuryazar 0 .00 0 .00

ilkokul ve Ortaokul 8 54.00 10 67.00

Lise 5 33.00 2 13.00

Universite 2 13.00 2 13.00

Lisansistu 0 .00 0 .00

Veri Toplama Araglari

Arastirmada veri toplama araci olarak, cocuklarin bilimsel slre¢ becerilerini incelemek icin bilimsel
sire¢ becerileri 6lcegi, velilerin cocuklariyla yaptiklari uygulamalara iliskin gorislerini belirlemek
amaciyla yari yapilandirilmis goériisme formu kullaniimistir.

60-72 Ayhk Cocuklar icin Bilimsel Siire¢ Becerileri Olgedi: 5-6 yas cocuklarin bilimsel siireg
becerilerini belirleyebilmek icin Ozkan (2015) tarafindan gelistirilen ’60-72 Aylik cocuklar icin okul dncesi
bilimsel siireg becerileri 6lgegi’ kullanilmistir. Olgek 31 madde ve 4 alt boyuttan olusmaktadir. Olcegin alt
boyutlari; gozlem, siniflama, 6lgme ve tahmin-gikarim-bilimsel iletisim olarak belirlenmistir. Gézlem alt
boyutunda 4, siniflama alt boyutunda 8, dlgme alt boyutunda 7 ve tahmin-gikarim-bilimsel iletisim alt
boyutunda ise 12 madde bulunmaktadir. Cocuklarin verdikleri her dogru cevap 1, her yanlis cevap ise 0
puan olarak puanlanmaktadir. Olgekten alinabilecek en diisiik puan 0, en yiiksek puan ise 31’dir. Olcekte
materyal olarak yapraklar, taslar, boncuklar, Legolar, sayi cubuklari, kagit, tahta parcasi gibi materyaller
ayrica grafik olusturma ve gozlem igin resimler kullanilmaktadir. Ozkan ve Onder (2016) tarafindan
gecerlilik givenilirlik ¢alismasi yapilan o6lgek 60-72 aylik 26 ¢ocuga uygulanarak Kuder Richardson
katsayisi hesaplanmis, daha sonra oOlgegin test tekrar test glvenilirligi icin 45 6grenciye Ug¢ hafta arayla
uygulanmis ve puanlar arasindaki korelasyon hesaplanmistir. Olgegin KR20 degeri birinci faktérde .90,
ikinci faktorde .86, Uglincl faktorde .82, dordiincli faktérde .75, tim 6lgek icin .84 olarak bulunmustur.
Olcegin test tekrar test giivenirliginde ise, KR20 degeri birinci faktdrde .96, ikinci faktdrde .87, liclincii
faktorde .64, dordiinci faktérde .78, dlgegin timii icinse .89 olarak bulunmustur.

Veli gériisme formu: Gorisme formu arastirmacilar tarafindan olusturulmustur. Sorular iki uzmanin
goriist dogrultusunda degerlendirilerek ve gerekli diizeltmeleri yapilarak son sekli verilmistir. Once dért
soru olarak hazirlanan forma, uzmanlarin goriisi dogrultusunda, velinin uygulama sonrasi, cocugundaki
degisimi degerlendirmesine imkan veren birinci soru eklenmistir. Son hali verilen, bes acik uclu sorudan
olusan form ile egitim sonrasi velilerden gocuklarina ve kendilerine yonelik degerlendirmeler yapmalari
hedeflenmistir.

Uygulama Siireci

Arastirmanin etik bir cercevede gerceklesebilmesi igin gerekli izinler alinmis olup uygulamalar
baslamadan 6nce okul midiri ve etkinligi uygulayan 6gretmenler ve galisma grubuna alinan velilere
yonelik bir toplanti diizenlenmistir. Bu toplantida velilere arastirma hakkinda ayrintili bilgi verilmis ve
cocuklarinin katilimlari konusunda s6zli onaylari alinmistir. S6zli onaylari alindiktan sonra tiim velilerin
egitimine yonelik bir bilgi formu dagitilmistir. Bu toplantidan sonra deney grubu velileri ile deney grubu
o6gretmeninin de katihmiyla ayrica bir toplanti daha yapilmis ve sekiz hafta slirecek olan uygulama plani,
velilerin etkinlikteki gérevleriyle ilgili ayrintili bilgi verilmistir. Velilerden sekiz haftalik uygulama siirecine
katilimlarina iliskin s6zIU onaylari da alindiktan sonra 6n testlerin uygulamasina baslanmistir. Uygulama
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bittikten sonra deney ve kontrol grubundaki 6grencilere son test uygulamasi ve etkinlige katilan velilerle
yari-yapilandiriimig gérismeler yapilmistir.

Aile katilimli fen etkinliklerinin planlanmasi: Aile katilimli fen etkinliklerinin planlari arastirmaci
tarafindan hazirlanmis olup okul 6ncesi egitim alaninda calismakta olan 3 akademisyenden uzman
goriasi alinmistir. Akademisyenlerin goris ve onerileri dogrultusunda son hali verilen planlar deney
grubuna 2015-2016 egitim Ogretim yili ikinci doneminde sekiz haftalik siire igerisinde arastirmaci
tarafindan deney grubu Ogretmeninin godzetiminde uygulanmistir. Uygulanan etkinlikler Tablo 2’'de
verilmistir.

Tablo 2.
Deney Grubunda Uygulanan Etkinlikler.

Etkinlik Sirasi1  Etkinligin adi Amaci Bilimsel siireg becerileri
1 “Soyle Bana Terazi”  Bir esit kollu terazi yapip Gozlem, 6lgme, verileri
nesneleri esit kollu teraziile kaydetme, iletisim
tartmak.
2 “Duyularla Tahmin Gorme, duyma, koklama, Gozlem, tahmin, iletisim
Oyunu” tatmaduyul ve hissetme arini bir ~ kurma
oyun icinde kullanmak.
3 “Yanardag Yanardag olusumunu Gozlem, ¢ikarimda bulunma
Patlamas!” kavrayabilmek. , iletisimkurma
4 “Manyetik Cisim Manyetik ve manyetik olmayan Gozlem, siniflama, verileri
Avcilarr” cisimleri tanimak. kaydetme, verileri
yorumlama, ¢ikarimda
bulunma, iletigsim
5 “Tirtildan Kelebege  Kelebeklerin yasamlarini Gozlem, iletisim
Donlstim” kesfetmek
6 “Sisedeki Balon” Kimyasal degisimler sonucu Go6zlem, tahmin, ¢cikarimda
ortamda gaz halinde madde bulunma, verileri
olusabilecegini kavramak. kaydetme, iletisim kurma
7 “Yizer mi? Batar Hangi cisimlerin suda ylzdiginli, Gozlem, siniflama, tahmin
mi?” hangilerinin battigini kavramak etme, verileri kaydetme,
verileri yorumlama,
cikarimda bulunma, iletisim
kurma
8 “Tekne Yaris1” Temizlik malzemelerinin su ve siit  Gozlem, verileri kaydetme,

Uzerinde nasil etki ettigini
gozlemlemek.

verileri yorumlama,
¢ikarimda bulunma, iletisim
kurma

60-72 Ayhk Cocuklar igin Bilimsel Siire¢ Becerileri Olgegi’nin uygulanmasi: Tiim cocuklara
arastirmaci tarafindan bireysel olarak uygulanmistir. Olcegin uygulanmasi ¢ocuklarin arastirmaci
tarafindan birer birer degerlendirildigi, 6nceden hazirlanmis bos bir sinifta gerceklestirilmistir. Cocuk ve
arastirmaci ¢ocugun boyuna uygun bir masaya yan yana oturmuslardir. Cocuklarla iletisim kurabilmek ve
onlara kendilerini rahat hissettirebilmek icin her biri ile 3-5 dakika sohbet edildikten sonra olgek
uygulamasina gecilmistir. Gériisme esnasinda sorular ¢ocuklara arastirmaci tarafindan okunmus ve
cocuklarin cevaplarina herhangi bir midahalede bulunulmayip verilen cevaplar yine arastirmaci
tarafindan oldugu gibi kaydedilmistir. Arastirmaci ¢gocuga ipucu olmamasi igin cevaplari kaydettigi formu
gormelerini engellemistir. Gérlisme esnasinda konusmalar ses kayit cihazi ile kayit altina alinmistir.
Cocuklara her bir cevap igin iki dakikalik zaman taninmistir. Bu zaman siiresinde cevap alinamazsa
siradaki soruya gecilmistir. Cocuklarin dogru yanitlari ‘1’, yanlis yanitlar ise ‘0’ puan olarak puanlanmistir.
Cocuk ‘bilmiyorum’ demisse diger maddeye gecilmistir. Hi¢c cevap vermemis ya da ‘Anlamadim’ demisse
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madde tekrarlanmistir. Yanlis yanit vermigse herhangi bir tepki verilmeden sonraki maddeye gegilmistir.
Sorularin bitiin ¢ocuklara ayni sekilde, yorum katilmadan, ayni ses tonuyla ve ayni sirayla sorulmasina
dikkat edilmistir. Olgegin bir cocuga uygulanigi yaklasik 30 dakika siirmistiir.

Aile katilmli fen etkinlikleri programinin uygulanmasi: Etkinlik uygulamalari sekiz hafta boyunca
cuma gunleri 15.30-17.30 saatleri arasinda velilerin katihmiyla deney grubu c¢ocuklarinin kendi
siniflarinda toplanilarak gergeklestirilmistir. Arastirmaci her cuma giini uygulama yapilacak egitim
ortamini ve egitim materyallerini hazirlanan etkinlik planlari dogrultusunda diizenlemistir. Yine etkinlik
oncesinde etkinlikte kullanilacak materyaller tim veli ve ¢ocuklarina her grupta ayni olacak sekilde
dagitilmistir. Uygulamalara sinifta bulunan tim c¢ocuklarin ve velilerin katiimi saglanmistir. Cocuklar 8
hafta boyunca tiim etkinliklerde kendileri i¢in hazirlanmis deney onliklerini giymis ve eger gerekli ise
deney gozligl ve eldiven kullanmiglardir. Etkinlikler dncesinde yapilan bu hazirhgin ¢ocuklari motive
ettigi gorllmistir. Etkinlikler planlanan sekilde 8 hafta boyunca tim veli ve gocuklarin katilimi ile
gerceklestirilmistir. Veliler etkinliklere katilimlari suresince 6gretmen tarafindan dagitilan galisma
kagitlarindaki sorulari c¢ocuklarina sormuslardir (Ek 1). Etkinlikler slresince o6gretmenler velilerin
cocuklarina dogru cevaplari séylememesine, bu dogrultuda yonlendirmemesine ve cocuklarin kendi
cevaplarini vermelerine dikkat etmistir.

Giinliik 6gretim programi: Okulun iki subesinde gérev yapan 6gretmenler, zimre 6gretmen kurulu
karariyla 2013 Millf Egitim Bakanligi Okul Oncesi 60-72 aylik cocuklarin gelisimlerine ydnelik kazanimlari
takip etmislerdir. Sekiz hafta sliren egitim siresince deney ve kontrol grubu 6gretmenleri aile katilimh
etkinliklerinin uygulandigl cuma giini 15.30-17.30 saatleri disindaki zamanda ayni glinliik 6gretim planini
ve ayni materyalleri kullanmiglardir. Glnlik 6gretim planinda program kazanimlari, fen ve matematik,
Tiirkge, sanat, oyun ve okuma yazmaya hazirlik igerikleriyle birlestirilmis ya da ayri ayri uygulamaya firsat
verecek sekilde uygulanmistir. Fen ve matematik igerikli etkinliklere ait kazanimlar biligsel gelisim
kazanimlarinda yer alan temel bilimsel siire¢ becerilerinden gozlem, siniflama, tahmin etme, dlgme,
verileri kaydetme ve sonug ¢cikarma becerilerine odaklanmistir. Uygulamalar buttinlestirilmis buyik grup
etkinlikleri seklinde yapiimistir.

Goériisme sorularinin uygulanmasi: Arastirmaci tarafindan hazirlanmis yari yapilandiriimis gériisme
sorulari deney grubundan egitim dizeyine gore ilkokul, lise ve Universite mezunu olmak Uzere birer
veliye bos bir odada karsilikli oturarak yoneltilmistir. Tablo 1’de sunulan deney grubu velilerden génullik
esasina gore (g veli rastgele secilmistir. Gorlismelerin her biri yaklasik olarak 15 dakika siirmis ve ses
kayit cihaziyla kayit altina alinmistir. Her gériisme ortalama 25 dakika stirmuistdir.

Verilerin Analizi

Arastirmanin nicel boyutunda ¢ocuklarin bilimsel streg¢ becerilerini 6lgmek igin kullanilan 60-72 aylik
¢ocuklar icin bilimsel slire¢ becerileri 6lgeginden egitim 6ncesi ve egitim sonrasi elde edilen verilerin
normal dagilimi test edilmistir. Gruplardan elde edilen verilerin normal dagilim gosterip gostermedigi
Saphiro-Wilks testi ile incelenmistir. Orneklem biyiklGgiiniin 35’den biyiik olmasi durumunda
Kolmogorov-Smirnov (K-S) testi, kicik olmasi durumunda ise Shapiro-Wilks testi kullanilabilmektedir
(Demir, Saatcioglu & imrol, 2016). Yapilan analizlerde, p degeri .05 den diisiik bulundugu icin 6n test ve
son testlerin analizinde parametrik olmayan istatistik kullanilmistir. Deney grubunda yer alan ¢ocuklar ile
kontrol grubunda yer alan ¢ocuklarinin egitim 6ncesi ve egitim sonrasi olgekten aldiklari puanlarinin
birbiriyle karsilastiriimasinda Mann Whitney U testi kullanilmistir. Arastirmanin nitel boyutunda velilerle
yapilan gérusmeler yazili formlar haline getirilmis, her form A1, A2 ve A3 olarak kodlanmistir. Elde edilen
verilerin betimsel analizi yapilmis ve verilerin 6zgiin sekline bagh kalarak ve katilimcilarin ifadelerinden
dogrudan alinti yapilarak sunulmustur.
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Bulgular

Arastirmada ¢ocuklardan ve velilerden elde edilen bulgular nitel ve nicel olarak iki bélimde
sunulmusgtur.

Aile katilmli etkinliklere katilan ve katilmayan 5-6 yas grubu g¢ocuklarin temel bilimsel siire¢
becerilerine iliskin bulgular: Arastirmanin ilk bélimiinde, uygulanan aile katihmli fen etkinliklerinin
cocuklarin temel bilimsel siireg becerileri tGzerindeki etkisini belirlemek Gizere yapilan deney ve kontrol
gruplu yari-deneysel c¢alismanin bulgularina yer verilmistir. Arastirmada ilk olarak aile katiliml
etkinliklere katilan g¢ocuklar ile katilmayan c¢ocuklar arasinda bilimsel sire¢ becerileri testi 6n test
puanlari bakimindan anlamli bir fark olup olmadigi belirlenmeye galisiimistir. Bu amagla deney ve kontrol
grubundaki cocuklarin bilimsel siire¢ becerileri 6lgegi ve gozlem, siniflama, 6lgme ve tahmin-gikarim-
bilimsel iletisim alt boyutlarindan aldiklari 6n uygulama puanlari arasinda fark olup olmadigini belirlemek
amaciyla Mann Whitney U testi uygulanmis ve elde edilen bulgular Tablo 3‘de verilmistir.

Tablo 3.
Gruplarin Uygulama Oncesi Okul Oncesi Bilimsel Siire¢ Becerileri Olgedi ve Alt Boyutlarindan Aldiklari
Puanlarin Karsilastirilmasina Yénelik Mann Whitney U Testi Sonuglari.

Bilimsel Siire¢ Becerileri  Grup n S.0. S.T. V) P
Gozlem Deney 15 17.57 263.50 81.50 17
Kontrol 15 13.43 201.50
Siniflama Deney 15 17.17 257.50 87.50 .29
Kontrol 15 13.83 207.50
Olgme Deney 15 16.90 253.50 91.50 .36
Kontrol 15 14.10 211.50
Tahmin-Cikarim- iletisim Deney 15 14.80 222.00 102.00 .66
Kontrol 15 16.20 243.00
Toplam Deney 15 17.40 261.00 84.00 .23
Kontrol 15 13.60 204.00

*p< .05

Tablo 3’e gore deney ve kontrol grubu ¢cocuklarinin bilimsel siireg becerileri 6lcegi toplam puanlari ve
alt boyutundan aldiklari 6n test puanlari arasinda anlaml bir fark bulunmamistir (p> .05). Aile katilimli
etkinliklerin uygulanmasindan sonra bu etkinliklere katilan ve katilmayan c¢ocuklar arasinda bilimsel
siire¢ becerileri testi ve alt boyutlarindan aldiklari puanlar bakimindan anlamli bir fark olup olmadigini
belirlemek amaciyla Mann Whitney U testi uygulanmis ve elde edilen bulgular Tablo 4‘de verilmistir.

Deney ve kontrol grubu ¢ocuklarinin bilimsel siire¢ becerileri 6lgegi ve alt boyutlarindan (gézlem,
siniflama, 6lgme ve tahmin-gikarim-bilimsel iletisim) aldiklari son test puanlari arasinda istatistiksel
olarak anlamh bir fark bulunmustur (p< .05). Deney ve kontrol grubundaki 6grencilerin bilimsel sireg
becerileri Olcegi ve alt boyutlarina iliskin uygulama o6ncesi ve sonrasi elde edilen puanlarinin
ortalamalarinin karsilastiriimasi Sekil 1’de gosterilmistir.Ortalamalar karsilastirildiginda uygulanan aile
katimli fen etkinliklerinin gocuklarin en fazla tahmin-gikarim-iletisim temel bilimsel siire¢ becerilerini
gelistirmede etkili oldugu gorilmastir.

Aile katimli etkinliklere katilan velilerin ¢ocuklariyla yaptiklar etkinliklere iliskin gériislerinden
elde edilen bulgular: Aile katilimli fen etkinliklerinin uygulamalarindan sonra deney grubu velilerle
yapilan gorismeye iliskin 6rnek ifadeler ve bu ifadelere iliskin yorumlar asagida sunulmustur. Veliler
kendilerine yoneltilen “Yapilan uygulamanin cocugunuzun bilimsel becerilerine ve bilime karsi tutumuna
olan etkisi hakkinda ne dusiniyorsunuz?”’ sorusuna “Cocugum bilime yonelik ¢cok fazla sorular sormaya
basladi ve bilime karsi ilgisi artti. Ogrendigi deneyleri yapmak istedi (A1)”, “...bilime karsi ilgisi artti.
Hemen hemen her firsatta kendi kendine deneyler yapmaya basladi (A2)”, “... bilime ilgi duymaya
basladi. ‘Ben hem bilim adami hem doktor olacagim anne.” demeye basladi (A3)” olarak agiklamislardir.

895



Gl YILMAZ, Sirin ILKORUCU, Salih CEPNi — Pegem Egitim ve Ogretim Dergisi, 8(4), 2018, 879-903

Tablo 4.
Gruplarin Uygulama Sonrasi Okul Oncesi Bilimsel Siire¢c Becerileri Olgedi ve Alt Boyutlarindan Aldiklari
Puanlarinin Karsilastiriimasina Yénelik Mann Whitney U Testi Sonuglari.

Bilimsel Siireg Becerileri Grup n S.0 S.T U P

Gozlem Deney 15 18.82 283.00 62.00 .02*
Kontrol 15 12.13 182.00

Siniflama Deney 15 18.83 282.50 62.50 .03*
Kontrol 15 12.17 182.50

Gozlem Deney 15 18.82 283.00 62.00 .02*
Kontrol 15 12.13 182.00

Tahmin-Cikarim- Deney 15 20.73 311.00 34.00 .00*

Bilimseliletisim Kontrol 15 10.27 154.00

Toplam Deney 15 21.27 319.00 26.00 .00*
Kontrol 15 9.73 146.00

*p< .05

ES
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Sekil 1. Deney ve Kontrol Grubunda Yer Alan Ogrencilerin Olcek Puan Ortalamalari.

Veliler katihmlariyla gerceklesen uygulamalardan sonra, cocuklarinin bilime karsi ilgilerinin ve
motivasyonlarinin arttigini gésteren ifadeleri farkedilmistir.

Veliler Uygulamalar sonrasinda gocugunuzun evde deney yapmasina iliskin yaklagiminizda bir degisim
oldu mu?” sorusu yéneltildiginde “Evet, oldu. ilgisini fark ettigim icin, eglendigini gérdiigiim icin ona bu
konuda izin verdim. Yapmak istedigi deneylere ben de eslik ettim (A1)”, “Tabii ki oldu. Ona kesinlikle
engel olmuyorum. Bana ihtiyaci oldugu durumlarda yardimci oluyorum. Birlikte deneyler yapiyoruz (A2)”
ve “...6nceden boyle bir istegi olmuyordu. Uygulamalardan sonra birka¢ kez deney yapmak istedigini
soyledi. Engel olmadim (A3)” olarak cevap vermislerdir. Velilerin acgiklamalarina gére uygulama
sonrasinda c¢ocuklarinin evde yapmak istedikleri deneylere daha olumlu yaklastiklarini ifade ettikleri,
bilimsel girisimlerini destekledikleri anlasiimistir.

Veliler “Uygulamalar sonrasinda ¢ocugunuzla olan iletisiminizde bir degisim oldu mu?” sorusunu
“Evet, oldu. Sorularina sikilmadan cevap verdim. Bilim sevgisini fark ettim ve ona bu konuda destek
olmak istedim (A1)”, “... birbirimizle olan iletisimimiz artti. Deneyler yaparken beraber sohbet etmeye
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basladik (A2)” ve “...birlikte etkinlikleri yaparken etkinlikler hakkinda sohbet etmemiz glizel oldu. Bunun
disinda bir sey fark etmedi (A3)” olarak yanitlamislardir. Velilerin, katilimlariyla gerceklesen etkinlikler
sonrasinda ¢ocuklariyla olan iletisimlerinin gelistigi yoniinde cevap verdikleri gorilmustar.

Veliler “Uygulamalar ¢ocugunuzun egitimi ile ilgili goruslerinizde bir degisim yaratti mi?” sorusuna
“Uygulamalardan sonra ¢ocugumu daha iyi gozlemlemeye basladim. Aile katihminin 6nemini daha ¢ok
fark ettim. Clinkl beraber yaptigimiz etkinlikler cocugumun heyecanini bana daha net gosterdi (A1)”, “...
aile katihminin ¢ocuklar icin énemli oldugunu distniyordum. Sizin yaptiginiz uygulamalar sayesinde
buna emin oldum (A2)” ve “... okula gidip oglumun etkinliklerine katilmam hem onu hem beni ¢ok
eglendirdi. Boyle kiiclik ¢cocuklarin okulda yanlarinda anne veya babalarinin olmasi bence 6zglivenlerini
arttirir. Benim katilamadigim bir giin olmustu, oglum Gzllmisti (A3)” cevaplarini vermislerdir. Velilerin
etkinlikler sonrasinda, ¢ocuklarini daha fazla gézlemeye basladiklarini ve empati kurduklarini gosteren
ifadeler kullandiklari goérilmastar.

Son olarak veliler yoneltilen “Uygulamalar ¢ocugunuzun bilimsel gelisimini desteklemenize iliskin
goris ve distincelerinizde bir degisim yaratti mi?” sorusuna “Yaratti. Ona bilime yonelik kitaplar, dergiler
aldim. Onu gdzlemlemeye devam ettim. ilgisi oldugunu, bilimi sevdigini, merak ettigini anladim. ilerisi
icin de 6gretmenlerimizin yonlendirmesiyle bu konuda elimden ne geliyorsa yapacagim (A1)”, “Yaratti.
Cocugumun neye karsi ilgisi varsa o yonde ilerlemesi icin her zaman destekgisiyim. Su anda bilim egitimi
ile ilgili bir planimiz yok. Biraz daha biiylidigiinde neden olmasin? (A2)” ve “Uygulamalar hosumuza gitti.
Oglum cok eglendi. ilerisi icin simdilik bir planimiz yok ama oglumun ilgisi devam eder ve bir seyler
yapmak isterse elimizden geldigince destekler, arkasinda dururuz (A3)” seklinde cevaplamislardir.
Velilerin agiklamalarinda gocuklarinin bilimsel agidan gelisimlerini daha fazla desteklemeye yonelik
anlayis kazandiklari fark edilmistir.

Tartisma, Sonug ve Oneriler

Bu arastirmada 5-6 yas grubu cocuklariyla yapilan aile katilimi odakh fen egitiminin, bu egitimi
almayan cocuklara gore temel bilimsel siire¢ becerilerini daha fazla gelistirdigini sonucuna ulasilmistir.
Ayrica etkinliklere katilan velilerin, uygulamaya iliskin olumlu gérislere sahip oldugu gorilmastar.

Arastirmada ayni program uygulanan iki 6grenci grubundan haftada bir giin iki saat aile katihmh fen
etkinlikleri yapan cocuklarin bulundugu deney grubu ile bu programa katilmayan g¢ocuklarin bulundugu
kontrol grubu 6grencilerin son test bilimsel siire¢ becerileri 6lgegi puanlari arasinda anlamh fark
bulunmustur. Bu sonug ¢ocuklarin bilimsel arastirma yapabilmeleri icin sahip olmalari gereken temel
bilimsel siire¢ becerilerinin aile katiimh planlanan fen etkinlikleriyle de erken vyaslardan itibaren
gelistirilebilecegini ortaya koymaktadir. Erken yasta uygulanan aile katilimh etkinliklerin ¢ocuklarin
okuma yazma, matematik kavram edinimi gibi bilissel ve iletisim becerisi, motivasyon gibi duyussal
alanlarda gelisimine katki sagladigini gostermektedir. (Neslitiirk & Deniz 2014; Newman, Arthur, Staples
& Woodrow, 2016; Uzun, 2013). Bu ¢alismada aile katiliml yapilan fen etkinliklerinin 6zellikle cocuklarin
hem bilissel hem de duyussal becerilerini iceren temel bilimsel sire¢ becerilerinden tahmin-gikarim-
bilimsel iletisim becerilerini olumlu yénde etkiledigini gostermektedir. Velilerin “... ama oglumun ilgisi
devam eder ve bir seyler yapmak isterse elimizden geldigince destekler, arkasinda dururuz, ilerisi igin de
O0gretmenlerimizin yonlendirmesiyle bu konuda elimden ne geliyorsa yapacagim, birbirimizle olan
iletisimimiz artti. Deneyler yaparken beraber sohbet etmeye basladik. Bana ihtiyaci oldugu durumlarda
yardimci oluyorum. Birlikte deneyler yapiyoruz” seklindeki acgiklamalari ise aile katilimli etkinliklerin
velilerin ¢ocuklariyla olan iletisimlerini arttirdigi yéniinde katki sagladigini distindiirmustir. Neslitlrk ve
Deniz (2014) 5-6 yas cocuklarina aile katilimli sosyal beceri programi uygulamislardir. Fen, sanat,
matematik gibi farkli etkinlikleri iceren etkinlikleri iceren programin dokuz haftalik uygulamasi
sonucunda, anne katilimli programin ¢ocuklarin kendini ifade etme, iletisim becerilerinin gelismesinde
etkili oldugunu tespit etmistir. Hall ve Schaverien (2001) okul 6ncesi ¢cocuklariyla yaptiklari alti ay siren
calismalari sonucunda ailenin cocuklariyla birlikte sorgulama yapmasinin, onlarla bilim ve teknoloji
hakkinda fikirleri hakkinda sohbet etmelerinin, onlarin bilim ve teknolojiyle ilgili disincelere olan
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ilgilerini arttirdigini ve 6grenmelerinde de oldukga etkili oldugunu ortaya koymuslardir. Diger bir agidan
aile katihminin, 6gretmenlerin &grencilerinin bilimsel gelisimlerini takip etmelerine katki saglamasi
bakimindan énemli oldugu soylenebilir. Newman vd. (2016), erken yaslarda ailenin destegi ile okuma
yazma egitimleri igeren ¢alismalarinin bir sonucu olarak katilan ailelerin, ¢ocuklarinin 6grenmelerinde
anahtar role sahip olduklarini ve onlara 6grenmeleri icin firsatlar yaratabileceklerini anladiklarini
bulmuslardir. Durisic ve Bunijevac (2017) aile katiliminin mevcut okul programinin gelistirilmesi icin firsat
sagladigini belirtmektedir. Erdogan ve Demirkasimoglu (2010) on ilkokul 6gretmeni ve on okul
yOneticisinin aile katihmina yonelik gorisleri dogrultusunda yaptiklari ¢alismalarinda, ailenin siireg icinde
yer almasinin gocugun 0Ozglven, sorumluluk, okula uyum, akademik basarisina katki saglamasinin
yaninda c¢ocuk -aile iletisiminin gelismesine de katki saglamasi bakimindan gerekli oldugunu
vurgulamislardir.

Arastirma bulgularina gére ¢ocugun hem bilimsel beceri agisindan hem de aile-cocuk iliskisini
gelistirmesi agisindan okul éncesi donem programlarinda aile katimh bilimsel slire¢ becerilerini iceren
etkinliklere yer verilmesinin 6nemi acgiktir. Diger taraftan bu etkinliklerin programa katilan velilerin,
bilimsel diisinme sirecini ¢ocuklariyla paylasma imkani sagladigi da distnilmektedir. Lee (2012)
ailelerin gocuklarinin bilimsel egitim yolculuguna, ebeveyn farkindaligi, temel bilimsel bilginin edinimi ve
becerilerin kolaylastirilmasi, ilgili kaynaklarin saglanmasi olarak tg¢ konuda katki sagladigini belirtmistir.
Cocuklarinin aktivitelerini paylagan ve okul disinda da bilimsel ortam saglayan ailelerin gocuklarinin bilim
o6grenme siireclerinin farkinda olduklarini ve bu yonde bilimsel bilgiyi anlamh 6grenmelerine katki
sagladiklarini belirtmektedir. Bilimsel aktiviteler sirasinda birlikte eglenmelerinin ve giilmelerinin aile-
cocuk iliskisini gliglendirdigini vurgulamistir. Ailelere sunulacak rehber kilavuzlarin, ¢cocuklarinin bilimsel
aktiviteleri icin evdeki materyallerin de yeterli olacagini ve ev ortaminda da bilimsel galisma
yapilabileceklerini fark etmelerini saglayacagini belirtmektedir. Gleason ve Schauble (1999) aile katilimli
okul i¢i ve okul digi etkinliklerle cocuklarin bilimsel bir akil yiritme problemi ¢dzme sirecini
arastirmislardir.

Bu silirecte veliler c¢ocuklarinin verileri kaydetmeleri ve tahminde bulunmalari asamasinda
zorlandiklarini belirtmislerdir. Veliler cocuklarinin verileri yorumlamalarina yardim edebilecek ipuclari
vermede ve yonlendirmede eksik kaldiklari icin cocuklar ailelerinin yaptiklarini anlamada basaril
olamamistir. Diger taraftan olumlu yénden veliler ¢ocuklariyla problemin kontrolinid saglamislar ve
isbirlikli tartismalar yapmislardir. Bu baglamda bilimsel siire¢ becerilerini temel alan etkinliklerin aile
katilimiyla yapilmasinin, ailelerin ¢ocuklarinin bilimsel diisiinme becerilerini anlamalari bakimindan da
katki saglayacagi dusinulebilir. Ancak bu ¢alismada velilerdeki bilimsel distinmenin gelisip gelismedigi
degerlendirilmemistir. Calismanin diger bir sinirhhig gonillt Gg velinin agiklamalari dogrultusunda aile
katiliminin etkisinin yorumlanmasidir. Bu agidan yapilan calismalarda ayni etkinlikler aile katilimi
olmadan tekrarlanabilir ve daha fazla ailenin farkh agilardan goérusi alinarak, etkinliklerdeki katilimlari
gozlemlenerek cocuklarinin egitimlerine ve kendilerine olan katkilari degerlendirilebilir. Okul 6ncesi
o6gretmenlerinin ¢ocuklarin duyussal ve bilissel yonden gelisimine katki saglamasi bakimindan aile
katilimina 6nem vermelidir. Bu agidan okul 6ncesi egitim programlarinda ailelerin katilimiyla yapilan
bilimsel stireg becerilerini kapsayan fen etkinliklerine daha fazla imkan taninabilir.
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Appendix 1.
Aile Katilimli Etkinlik Ornegi

CGalismada uygulanan aile katilimli etkinliklerden bir 6rnek sunulmustur.
Manyetik Cisim Avcilari
Etkinlik No: 4
Sure: 60 Dk.
Amag: Manyetik ve manyetik olmayan cisimleri tanimak.
Kazanimlar:
BILISSEL GELISIM:

e Kazanim 1: Nesne/durum/olaya dikkatini verir.
Gostergeleri:
Dikkat edilmesi gereken nesne/durum/olaya odaklanir.

¢ Kazanim 4: Nesneleri sayar.
Gostergeleri:
Saydigi nesnelerin kag tane oldugunu soyler.

e Kazanim 7: Nesne ya da varliklari 6zelliklerine gére gruplar.
Gostergeleri:
Nesne/varliklari yapildigi malzemeye gére gruplar.

e Kazanim 8: Nesne ya da varliklarin 6zelliklerini karsilastirir.
Gostergeleri:
Nesne/varliklarin yapildigi malzemeyi ayirt eder, karsilastirir.
MOTOR GELISIM:

¢ Kazanim 3: Nesne kontrolii gerektiren hareketleri yapar.
Gostergeleri:
Bireysel ve esli olarak nesneleri kontrol eder.

e Kazanim 4: Kiclik kas kullanimi gerektiren hareketleri yapar.
Gostergeleri:
Nesneleri toplar.
Nesneleri kaptan kaba bosaltir.
Bilimsel Stireg Becerileri:

* Gozlem

¢ Siniflama

e Verileri kaydetme

e Verileri yorumlama

* Sonug cikarma

e jletisim kurma

Malzemeler :

¢ Her ¢ocuk igin bir miknatis

* icinde manyetik ve manyetik olmayan cisimler bulunan (yaprak, metal pargalar, atag gibi) bir kutu

* Manyetik olan ve olmayanlari ayirmak igin hazirlanmis 2 bos kutu

Uygulama:

* Veliler 6nceden belirlenen saatte sinifa cagirilir. Her bir ¢ocuk annesi ile birlikte onlerinde tim
etkinlik malzemeleri olacak sekilde oturur.

e Oncelikle cocuklardan énlerindeki miknatislari ve kutunun igindeki nesneleri incelemeleri istenir.
Ardindan c¢ocuklara; " Ellerinizdekiler hakkinda bana ne soyleyebilirsiniz?", "Miknatislar hakkinda ne
biliyorsunuz?", "Miknatislar hangi maddeleri toplayabilir?" sorulari sorulur.

e Cocuklardan velilerinin de yardimiyla 6nlerindeki kutulardaki nesneleri tek tek inceleyip miknatisin
cektigi nesneleri manyetik cisimler kutusuna, miknatisin ¢ekmedigi cisimleri manyetik olmayan
cisimler kutusuna atmalari istenir.
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e TUm cisimlerin siniflanmasi bittikten sonra miknatisin verilen etkinlik kagidinda bulunan resimlerdeki
cisimlerden hangilerini g¢ekiyse bu cisimleri isaretlemeleri istenir ve her 6grenciden bulduklari
manyetik cisimleri arkadaglariyla paylagmasi istenir.

* Bu etkinlikten sonra diger 6grenci ve veliler ile birlikte manyetik avci oyunu oynanir.

Manyetik Cisim Avcilari Oyunu

Bu oyunda ¢ocuklarin grmeyecegi sekilde sinifin gesitli yerlerine manyetik ve manyetik olmayan
cisimler

yerlestirilir. He gocuga bir miknatis ve her veliye bir toplama kabi verilerek hareketli bir sarki agilir. Sarki

bitimine kadar tim ¢ocuklardan sinifi aramalari ve manyetik cisimleri bulup velilerinin ellerindeki
kaplarda

biriktirmeleri istenir. Sarki bitiminde tim kovalarda bulunan dogru maddeler hep birlikte sayilir ve
oyunun

kazanani belirlenir.

Degerlendirme Sorulari :
® Buglinku etkinligimizde ne yaptik?
¢ Manyetik avci oyununu oynarken neler hissettiniz?
* Miknatis her maddeyi ceker mi?
e Miknatisin ¢ektigi maddelere 6rnek verebilir misiniz?
* Daha 6nce hi¢ miknatis gormis miydiniz?
e Miknatisi nerelerde kullaniyoruz?
Anahtar Kavramlar:
* Miknatis
* Manyetik cisim
* Manyetik olmayan cisim
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