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Editorden

“Uluslararasi Egitim Programlari ve C)gretim Calismalar1 Dergisi”, sekizinci sayisi ile yayin hayatina
devam etmektedir. Dergimiz, EPO-DER iiyelerine oldugu kadar 6zellikle alan derslerinin 6gretimi ile
ilgilenen ve arastirma yapan tiim akademisyenlere de aciktir. Egitim programlari ve dgretim alaninda
calisma yapan degerli hocalarimizin ve gen¢ meslektaslarimizin 6zgiin calismalarmi okurlarla
bulusturmak temel hedeflerimiz arasinda yer almaktadir. Bu sayimizda da calismalari ile bizlere destek
olan degerli yazarlara ve makaleleri 6zverili bir sekilde ve titizlikle inceleyen degerli hakemlerimize ¢ok

tesekkiir ediyorum.

Bu sayimizda, hakem goriisleri tamamlanan sekiz makaleye yer verilmistir. Prof. Dr. Ahmet OK,
Ars. Gor. Hatice CILSALAR ve Yelda SARIKAYA ERDEM “An Evaluation of Cappadocia Vocational
College Two-year Restoration Curriculum”, Yrd. Dog. Dr. Fahriye HAYIRSEVER ve Prof. Dr. Mehmet
Ali KISAKUREK “Sosyal Bilgiler Ders Kitabinin Ilkégretim Programinda Kazandirilmas: Hedeflenen
Beceriler Agisindan Degerlendirilmesi”, Prof. Dr. Kiymet SELVI “PhenoMethod- A New Teaching and
Learning Design”, Dog. Dr. ilke EVIN GENCEL ve Ars. Gor. Dilek GUZEL CANDAN “Ogretmen
Adaylarimin Elestirel Diisiinme Egilimleri ve Yansitici Diisiinme Diizeylerinin Belirlenmesi”, Dog. Dr.
Melek DEMIREL, Yrd. Dog. Dr. Ozge ERDOGAN ve Ars. Gor. Dr. Ozge AYDIN “Ogretmen Adaylarinin
Oz-Diizenleyici Ogrenme Stratejilerini Kullanma Diizeylerinin Incelenmesi”, Prof. Dr. Mehmet
GULTEKIN ve Ars. Gor. Zeynep KILIC “Hayat Bilgisi Dersinin Sosyal Bilgiler ve Fen Bilimleri Dersleri
Bakimindan Islevselligi”, Dr. Petra HIEBL ve Agnes FRANG “Children’s Experiences in Learning
Workshops- A Pedagogical Child Research” ve Dr. Mustafa OZTURK “Yiiksekogretimde Modiiler

Y74

Yabanct Dil Ogretim Programi: Hacettepe Universitesi Ornegi” baslikli makaleleri ile dergimize katkida

bulunmuslardir.

22-14 Ekim 2015 tarihleri arasinda Adana’da diizenlenecek olan 3. Uluslararasi Egitim Programlari
ve Ogretim Kongre’sinde siz degerli okurlar1 bildiri sunmaya ve bildirilerinizi dergimizde makale olarak

degerlendirmeye davet eder, kongrede bulusmak iizere hepinize esenlikler dilerim.

Esenlik dileklerimle,

Prof. Dr. Ozcan Demirel






From Editor

International Journal of Curriculum and Instructional Studies (IJOCIS) has been appearing in the
scientific world with the eighth issue. International Journal of Curriculum and Instructional Studies
(JOCIS) is not only for the member of TACI, but also all researchers who are interested in teaching
methodology of various subject-matter fields. The overall goal of the journal is to carry on our mission to
publish and expose extinguished papers of respectable researchers and young colleagues in the field of
curriculum and instruction to our audience. We would like to thank the reviewers of this issue for their
comments and proposals on each article and also our special thanks go to authors who support our

journal with their original and scientific work.

The current issue consists of eight articles peer-reviewed for the publication. All the papers are
invaluable contributions of the following authors to the literature and our journal. Prof. Dr. Ahmet OK,
Res. Assist. Hatice CILSALAR and Yelda SARIKAYA ERDEM “An Evaluation of Cappadocia Vocational
College Two-year Restoration Curriculum”, Assist. Prof. Dr. Fahriye HAYIRSEVER and Prof. Dr.
Mehmet Ali KISAKUREK “Evaluation of Social Studies Textbook in Terms of the Aimed Skills to
be Acquired by Students According to The Primary School Curriculum”, Prof. Dr. Kiymet SELVI
“PhenoMethod- A New Teaching and Learning Design”, Assoc. Prof. Dr. {lke EVIN GENCEL and Res.
Assist. Dilek GUZEL CANDAN *“Investigation of Critical Thinking Tendency and Reflective Thinking
Levels of Teacher Candidates”, Assoc. Prof. Dr. Melek DEMIREL, Assist. Prof. Dr. Ozge AYDIN and Res.
Assist. Dr. Ozge AYDIN “An Investigation of Teacher Candidates’ Level of Using Self-regulated
Learning Strategies”, Prof. Dr. Mehmet GULTEKIN and Res. Assist. Zeynep KILIC “The Functionality of
the Life Sciences Course with Regard to Social Studies and Science Courses”, Dr. Petra HIEBL and Agnes
FRANG “Children’s Experiences in Learning Workshops- A Pedagogical Child Research” and Dr.
Mustafa OZTURK “Modular EFL Curriculum in Higher Education: The Case of Hacettepe University”.

The above mentioned papers were subjected for peer review completed.

You are cordially invited to submit manuscripts to be presented at the “3. International Congress
on Curriculum and Instruction” that will take place at Cukurova University in Adana, in 22-24 October,
2015 and for peer-review to be considered for publication in our journal (IJOCIS). I look forward to

meeting you all at our next congress.

With my best wishes,

Prof. Dr. Ozcan DEMIREL
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Kapadokya Iki Yillik Meslek Yiiksek Okulu Restorasyon
Programinin Degerlendirilmesi

An Evaluation of Cappadocia Vocational College Two-year
Restoration Curriculum

Ahmet OK", Hatice CiLSALAR“, Yelda SARIKAYA ERDEM™
Oz

Yiiksekogretimin en 6nemli kademelerinden biri olan mesleki yiiksekogretim, bireylerin
mesleki bilgi ve becerilerini esas alarak iiretken ve ¢agin gereksinimlerine ayak uyduran ara
elemanlar yetismesini amaglamakta ve bu dogrultuda, is hayatinin ihtiyaglarini dikkate alarak
hazirlandig diistiniilen programlar1 uygulamaya koymaktadir. Programlarin beklendigi sekilde
igleyip islemedigi, amaglarmna ulasip ulasmadig1 ve beklenen bilgi, beceri ve tutumlar1 gelistirip
gelistirilemediginin belirlenmesi egitim programlarinin dogas: geregidir. Bu ¢alismada Nevsehir
ilinde egitim vermekte olan Kapadokya Meslek Yiiksekokulu'nun bolgenin tarihi ve dogal
yapismnin siirekliligini saglamak ve bolge isverenlerinin ihtiyaglarini karsilamak amaciyla kurulan
Restorasyon Boliimii igin hazirlanmis olan egitim programinin etkililiginin paydaslar agisindan
degerlendirmesi amaglanmigtir. Program paydagslar1 olarak bu ¢alismaya; Ogrenciler (n=28),
Ogretim elemanlar1 (n=7), isverenler (n=4) ve mezunlar (n=6) katilmistir. Calismada paydaglarin
programa yonelik goriisleri, anket ve goriisme yoluyla alinmigtir. Arastirma hem amag odakli hem
de amagctan bagimsiz program degerlendirme modeline dayandirilmistir. Veri analizi icin
istatistiksel yontemler ve icerik analizi yontemi kullanilmistir. Elde edilen bulgulara goére program
¢iktilarina tam anlamiyla ulagilamadigi goriilmiistiir. Elde edilen bulgular, 6grencilerin programin
sonunda kendilerini genellikle yetersiz hissettikleri ve programin bazi ¢iktilarnin galisma hayati
i¢in uygun bulunmasina ragmen, paydaslarin disiplinsizlik gibi amaclanmayan ¢iktilarin ¢alisma
hayatinda problemler yaratabilecegini gostermektedir. Programin yanit verebilecegi ihtiyaglar
bakimindan tekrar gozden gegirilerek gelistirilebilecegi, teknik ve materyal donamimlari icin
kaynak ayrilmasi ve temin yoluna gidilmesi gerektigi anlagilmistir.

Anahtar sozciikler: Program degerlendirme, mesleki egitim, restorasyon, paydas algilari.

Abstract

Higher vocational education, a crucial pillar of higher education, aims at providing
individuals with the vocational knowledge and skills to enable them to be semi-qualified productive
and adaptable members to the requirements of era by delivering curricula designed in accordance
with labor market demands. By its nature, any delivered curricula are subject to evaluation in
relation to achieving their goals, their functioning, reaching desired knowledge, skills and attitudes.
This study aimed to evaluate the curriculum of Restoration department at Cappadocia Vocational
College in Nevsehir, offered to contribute to the protection of natural and historical sites, and to
meet employers” demands in the region. Participants of the study were students (n=28), instructors
(n=7), employers (n=4), and graduates (n=6). The study was based on stakeholders” opinions on
curriculum assessed through questionnaires and interview sobjectives evaluation model and goal-free
evaluation model. Data were analyzed by using statistical methods and content analysis method.
Results indicated that students felt incompetent at the end of the program. Additionally, although
some outcomes were found useful for worklife, unintended outcomes like indiscipline were
estimated by stakeholders to pose problems during the worklife. Finally, it was found necessary to
revise the program for remedying technical and equipment shortages.

Key words: Curriculum evaluation, vocational education, restoration, stakeholders” perceptions
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2 A. Ok, H. Cilsalar, Y. Sarikaya Erdem

Introduction

Today’s work places have undergone a major transition due to the advances in technology and
the shift to knowledge and service based work settings, and these driving changes provide
implications for workplaces, employees and higher education institutions. The change in workplaces
urges the traditional workplace model to be replaced by an emerging model that leads to new
working arrangements (The Secretary’s Commission on Achieving Necessary Skills (SCANS), 1991),
new production methods, and recruitment of “autonomous and qualified workers who are self-
directed, multi skilled, lifelong learners, and use technology (The Canadian Labor Force Development
Board (CLFDB), 1994; SCANS, 1991). This transformation urges candidate employees furnish their
skills through training to meet rapidly changing corporate requirements (CLFDB, 1994).

In this context, higher education is considered as one of the key factors for improving or
maintaining the competitiveness of enterprises and national economies, provision of productive
society and equal opportunities (Bloom, Canning and Chan, 2005; OECD, 2008; World Bank, 2002).
Within higher education, higher (post-secondary) vocational education is a crucial pillar since colleges
are distinguished with their singular emphasis on teaching practical knowledge and skills while
universities place additional emphasis on research, social service and teaching (Lederer, 2005).

From a wider perspective, according to Cohen and Brawer (2003), the common functions of
higher vocational education and training provided by two-year colleges are 1) academic transfer
(colleges prepare students for transfer to four-year institutions or award of associates’ degree), 2)
professional/technical education (students study at professional/technical programs provided by
colleges for a terminal degree or working upon completion), 3) continuing education (rigorous
industry certifications for skill upgrade and professional development offered by colleges in
collaboration with professional associations or private vendors), 4) basic skills/developmental
education (skills shortages of poorly prepared secondary school graduates are remedied by colleges),
and 5) community service (colleges serve as cultural and recreational centers for their communities).
Therefore, in order to provide stakeholders” with beneficial results, higher vocational education
intends to develop craftsmanship, practical experience and practical problem-solving. In Harvey’s
(2000) words, higher vocational education is supposed to prepare students for the workplace by
“transforming students by enhancing their knowledge, skills, attitudes and abilities while
simultaneously empowering them as lifelong critical, reflective learners” (p. 3).

Within the above raised aim, the curriculum implemented in higher vocational training
institutions is expected to raise individual’s productivity, develop their skills and abilities. In addition
to this, that curriculum requires learning activities in formal vocational and technical school programs,
in training centers or institutes, and in the workplace, both on and off the job (Tsang, 1997), so the
curriculum delivered in higher vocational schools must be designed in accordance with labor market
needs to make graduates able to enter the world of work with required know-how knowledge and
practical skills. To meet the demands, the schools providing vocational education and training need to
develop strong links with business and enterprises to create workforce that would meet the demands
of the labor market. In the report of Turkish Industry and Business Association (TUSIAD),
Restructuring Vocational and Technical Education in Turkey (1999) it is marked that Turkey was
ranked 21st among 30 countries which were listed in accordance with their efficacy in university and
industry collaboration and Turkey’s rank was stated to be 23 among 26 countries with regard to
productivity of the workforce. To remedy this, Ziderman (1997) offers some strategies. First of all,
vocational school curricula need to be broader for supporting future trainability of employees and it
should allow the employers to play an active role in curriculum development process. Furthermore,
curricula need to be more flexible to update themselves based on the evolving labor market needs.
Secondly, work place training opportunities should be enhanced, as they are crucial to provide the
practice for trainee’s occupational skills in a real work environment. And finally, career counseling
and guidance services must be provided to improve encouragement (Ziderman, 1997). At this point,
in order to catch the changing demands of market, higher vocational education should be strongly
linked to the industry.

Uluslararasi Egitim Programlari ve Ogretim Calismalar1 Dergisi / 2014 Cilt: 4, Say1: 8



Evaluation of Restoration Program 3

In more recent years, allocation of huge resources and budgets posed more challenges as
administrators and program managers have had to struggle to keep programs afloat (Fitzpatrick,
Sanders, &Worthen, 2004), indicating the need for effective and efficient decisions on the programs.
Therefore, it is needed to have information about the effectiveness of the program which can be
provided by program evaluation through gathering information and data following scientific
processes. It provides basis for policy decision and feedback on the continuous program adjustments
and process of program implementation. In brief, worth and merit of a specific program can be
decided via program evaluation.

The Restoration program, context of this study, started to be offered among the Cappadocia
Vocational College (CVC) programs in 2005 to meet the growing need for educated workforce by the
employers in Nevsehir. While designing the curriculum to be delivered to the students of the
program, employers in Nevsehir who are expected to recruit the graduates from this program,
architects having expertise in the restoration-conservation area and representatives from Conservation
Council were involved. Since 2005, there has been no evaluation study on the effectiveness of the
curriculum in terms of meeting the needs and demands of employers. In addition to that, it is crucial
to determine the actual goals and students’ achievement level at the end of the program to evaluate
the effectiveness of the intended program. Therefore, itis necessary to examine if there is a mismatch
between skills and knowledge requirement of the world of work in Nevsehir, and skillsand
knowledge produced by CVC.

Within this study, therefore, it was aimed 1) to evaluate the curriculum of two-year Restoration
program in terms of its effectiveness in responding to the expectations of employers according to the
perceptions of second graders studying at the program, instructors teaching at the program, graduates
and employers who are expected to employ those graduates, 2) to determine the actual outcomes
which are not specified within the curriculum goals, 3) to determine the achievement of program
goals according to the perceptions of second graders studying at the program, instructors teaching at
the program, graduates and employers, and 4) to collect data for the improvement of the program.

Along with these aims, this study sought answers to the following questions: (1) What are the
program’s goals and content and how is it implemented? (2) Do the curriculum objectives match with
national qualifications?, (3) What are the perceptions of students about their achievement level of
curriculum objectives?, (4) What are the perceptions of instructors about students’ achievement of
curriculum objectives?, (5) What are the perceptions of graduates about their attainment of curriculum
objectives?, (6) What are the perceptions of employers about the graduates competency?(7) What are
the unintended outcomes of Restoration curriculum according to stakeholders? Answering these
research questions would lead to the evaluation of two-year restoration program which would
provide program developers, instructors, administrators, andrelated stakeholders direction and
feedback on program effectiveness.Based on the findings they can review curriculum’s different
components to make it more appropriate so as to satisfy the expectation of all related stakeholders.
Results and procedures applied in this studywill motivate CVC and similar vocational colleges to
evaluate their existing program.

Method

Research Design

This study adopted a quantitative-qualitative convergentdesign(Creswell & Clark, 2011) where
the researcher collects data concurrently, analyzes quantitative data and qualitative data separately
and merges results or interpretation The convergent parallel design is utilized to evaluate the two-
year Restoration curriculum at Cappadocia Vocational College. Qualitative and quantitative methods,
namely mixed method provide a more complete picture of a situation (Fraenkel & Wallen, 2006), and
also it gives more detailed information from a broader perspective. By combining and increasing the
number of research methods used within a particular project, researchers become able to broaden the

Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi / 2014 Cilt: 4, Say1: 8



4 A. Ok, H. Cilsalar, Y. Sarikaya Erdem

dimension, and hence the scope of the project by using more than one method within a research
program, and they obtain a more complete picture of human behavior and experience (Tashakkori &
Eddlie, 2002).

Evaluation Model(s)

This study utilized two evaluation models: a) Tyler’s Goal-Oriented and b) Scriven’s Goal-Free, to
evaluate the effectiveness of Restoration program at CVC. Both of the models were followed during
the data collection process which is explained in detail. Tyler's evaluation model is the main
curriculum evaluation models that fall in the objective evaluation category Fitzpatrick, Sanders &
Worthen, 2004) and utilitarian perspective (Gredler, 1996). It aims at evaluating weather objectives of
a curriculum are attained or not. This model follows seven steps given below:

Establish broad goals or objectives

Classify the goals or objectives

Define objectives in behavioral terms

Find situations in which achievement of objectives can be shown

Develop or select measurement techniques (validity and reliability studies)

Collect performance data, and

N o gl w =

Compare performance data with behaviorally stated objectives (Fitzpatrick, Sanders &
Worthen, 2004).

Johnson (1988) indicates several advantages of this model which are 1) its simplicity that makes it
easy to understand and interpret, 2) its focus on measurable objectives which encourages
accountability and provides teachers with a means to demonstrate progress to parents and
administrators, and finally, 3) its inclusion of the intervener as an integral member of the evaluation
process and employing more than just pre/post measures.

As a second model, Scriven’s Goal-Free evaluation model was selected for the evaluation of the
restoration program because it is appropriate to define unstated objectives, to eliminate the
evaluator’s bias during evaluation and to provide a base for linking the evaluation to other
methodologies such as anthropological and historical methods (Gredler, 1996). Scriven’s aim of
developing this model is to move evaluators beyond the objective implementations by urging the
evaluators to examine program in order to find unintended outcomes (Fitzpatrick, Sanders &
Worthen, 2004). Especially, this model helps researcher not to lose focus on unintended outcomes
while measuring of students’ objective attainment. Therefore, goal-free evaluation prevents tunnel
vision and provides the evaluator with the information of many positive and/or negative unintended
side-effects. Fitzpatrick, Sanders & Worthen (2004) describe the characteristics of goal-free evaluation
as following;:

The evaluator purposefully avoids becoming aware of the program goals.
Predetermined goals are not permitted to narrow the focus of the evaluation study.
Goal-free evaluation focuses on actual outcomes rather than intended program outcomes.

The goal-free evaluator has minimal contact with the program manager and staff.

S

Goal-free evaluation increases the likelihood that unanticipated slide effects will be noted.

Based on the abovementioned characteristics, goal-free evaluation provides the evaluator with
the information regarding actual processes and outcomes according to the perceptions of consumers
who are employers, employees and students within the context of this study.

Utilization of two models at the same time has some significant advantages in evaluation of this
program. Since goal-based evaluation model gives importance to outcomes rather than specific points
of program, focuses on gathering information about the effectiveness of program considering not only

Uluslararasi Egitim Programlari ve Ogretim Calismalar1 Dergisi / 2014 Cilt: 4, Say1: 8



Evaluation of Restoration Program 5

participants’ needs but also employers’ needs. These features makes easy to evaluate a college
program. Beside this model, within goal-free evaluation effectiveness of the program is determined by
relating program effects to the relevant needs of the impacted population according to their
perceptions by leading to the perception of process and detection of the unintended outcomes. Hence,
these two models guided the researchers to determine the effectiveness of the program in terms of
accomplishment of the specified and actual goals. It is also necessary to notice that although these to
evaluation models correspond to objective evaluation category (Fitzpatrick, Sanders &Worthen, 2004)
they serve different purposes, this is the basic reason to utilize both in this particular study.

Participants

In this study, four main groups were involved as major data sources: They were second-year
students at the restoration program, instructors, graduates of CVC restoration program and
employers (those who employ CVC restoration program graduates).

Students involved in the study were the ones studying in the fourth academic semester (a two
semester system) at the program and were expected to graduate in May, 2013. There was 28 second-
year students in the college, so all were invited to participate. Out of 28 students who participated in
the study, 15 (% 53.6) were female while 13 of them (% 46.4) were male, indicating an almost equal
distribution of gender.

As one indicator of their motivation to study at this vocational college they were asked the reason
for choosing to study there. Their responses indicated that16 of them were interested and wanted to
be restorators, 5(five) wanted to study at any higher education institution and the others raise
different reasons like their close/near residence etc.

Beside students, both employed and unemployed graduates participated in this study. The
criterion for the selection of graduates was that both either resided or worked in Nevsehir and those
who volunteered to participate and contribute were selected as participants of the study. Six
graduates participated in the study, four of whom were working for a company but two of them were
unemployed.

There were seven (7) instructors, either part-time or full-time faculty, who lecture in the field of
restoration; at CVC, all of the seven (7) instructors participated in study. As for demographic data
obtained during interviews with the instructors, it was found out that seven instructors were working
for this department. Out of seven instructors, four were male and three of them were female. Their
ages ranged from 26 to 58 with the mean age of 35.9. While three of them had been working only for
one year at this department, two of the instructors had been working for 6 years, the others worked
for 8 years. Additionally, all of them were part-time instructors. Three of them had field experience,
while others did not.

Finally, employers who are the key stakeholders for this study were requested to share their
views about the qualifications of the graduates and also students of CVC. Four employers participated
in the study, two of whom hired some employees who graduated from CVC while the other two had
not recruited any employees who graduated from CVC yet. Equal number of participants from both
sides was chosen intentionally for the purpose of collecting objective information about graduates’
qualifications from all parties. Three of them were female and one of them was male. While one of
them had been working in the restoration department of a hotel in Cappadocia to restore the cave
rooms, three of them had been working in their own companies which conduct restoration projects.

Instruments

Considering the models that were utilized, both the level of achievement of pre-specified
objectives and actual/unintended outcomes needed to be considered. Along with this need, data were
collected through student questionnaires and interviews that were administered to students,
instructors, employers and graduates.
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Student questionnaire was administered with the participation of 28 students while focus group
interview was conducted with 6 students. Beside those, four employers and six graduates were
interviewed. All interviews in this study were semi-structured interviews because they consist of a
series of questions designed to elicit specific answers from respondents (Frankel & Wallen, 2006), and
they allow researchers to ask extra question to make draw a clear picture in a specific topic.

Student questionnaireconsisted of three parts: 1) demographic information, 2) achievement of
curriculum objectives and importance of achievement of curriculum objectives, and 3) contribution of
the curriculum to their preparation for work life. to the demographic part covered items on gender,
age, reason for choosing the restoration program, satisfaction from the program. The second part was
bi polar; in one pole students were expected to rate the degree of achievement of objective on a 4
points scale ranging from 1= little to 4 = a lot. .On the other pole they rated the same items (objectives)
in relation to their importance on a four points scale ranging from 1= not important to4= very important.
The third part included two pen ended questions where students were asked to rise their opinions
about what knowledge and skills should CVC restoration curriculum develop so you can easily find a
job and become more successful in workplace.

This bi polar 26 item questionnaire was prepared by the researchers. The items/ propositions
were basically derived from curriculum objectives. For this purpose the CVC restoration curriculum
was used as a source. As for the validity issue an expert in the field of Curriculum and Instruction,
the CVC program instructor was consulted. For face validity three (3) students were asked to read
and respond to questions for the sake of clarity and understandability. The feedback received for
content was considered and several items were revised by content. Student responses were considered
and five (5) items were simplified. The Cronbach’s alpha for the level of achievement was 0.92 and for
importance of objectives was 0.90.

The focus group interview: “The focus group is a special type of group in terms of purpose, size,
composition and procedures” (Krueger & Casey, 2011, 4). The aim of the focus group was to assess
students opinions about their level of achievement of curriculum objective in addition to
questionnaire explained in the above paragraphs. The researchers/moderatorslisten and gather
information from the participants who have some common characteristic. Krueger and Casey (2011)
proposed a 6-8 members group to be suitable. In the present study six students participated who were
all 4hsemester students and were about to graduate. The focus group interview questions were aimed
at querying participants’achievement level of the objectives, the objectives they feel competent and
incompetent, the areas they feel a need to improve, the knowledge and qualifications that the program
provided, and their recommendations for improving the program. An experts’ opinion about
interview schedule was obtained in relation to content, clarity and wording of the question. Based on
feedback received three questions were revised and combined in one question and stated as: How do
you evaluate the CVC restoration program, what are its strengths and weaknesses? The final form of
the interview schedule consisted of 7 main questions.

Instructor Interview Schedule: This semi-structured individual interview schedule was developed
by the researchers one of whom was member of the program under evaluation. The schedule
consisted of nine (9) demographic data seeking items and 12 open ended questions. The questions
were built around curriculum objectives, their achievement, related materials, strength and
weaknesses of CVC restoration program, parts to be revised, and possibility for graduates to get
employed. Initially there were 13 questions however after consulting for expert opinion one question
was omitted as it was related to courses of the program. Furthermore six items seeking demographic
information were added also.

Employer interview schedule: A six(6) questions interview form developed by the researchers for
the purpose of exploring employers views on the criteria for the selection of employees, qualifications
expected of the graduates from Restoration program at CVC for getting employed, CVC graduates’
qualification incompetence recommendations to make CVC graduates more qualified, suggestions for
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increasing employability of CVC Restoration department graduates. The procedure followed for
developing the Employer interview schedule was almost the same with the procedure followed in
Instructor interview schedule.

Graduate’s interview schedule: The interview schedule included nine(9) questions. By this
individual interview schedule graduates were asked about their working status, if not employed,
reasons for not being employed by a company, their competences and incompetence, the areas they
feel a need to improve, the knowledge and qualifications that the program provided, general
evaluation of the restoration program, and recommendations for making the program more effective.
A similar process as in Instructor interview schedule was followed in preparing this schedule.

Data Collection Procedures

Due to chosen models, there is a requirement to collect information about outcomes of the
program as both of the evaluation models are objective-oriented models (Fitzpatrick, Sanders &
Worthen, 2004). Two types of data collection instruments were used as introduced in Instruments
section.

In order to collect data, at the beginning of the process, permission from college administrators
was obtained, and all instructors and students were informed about the study. Data were collected
during May, the spring termin 2012-2013 academic years. First, student questionnaire was
administered in the English lesson which required all students to attend. This was the most suitable
time in order to reach all students at the same time. The attendance in the other classes was not that
high. Before administering the questionnaire one of the researchers explained the aim of the study as
well as students were informed that they can return the questionnaire if they do not want to
participate. All students present in the class volunteered to participate. It took students 20-25 minutes
to complete the questionnaire. A day later the focus group interview was conducted. Six students
voluntarily accepted to join the focus group session. An office was arranged for the session where
students would feel comfortable and not interruption happen. Before starting the focus group
discussion the researcher asked for permission to tape record the session, this request was kindly
accepted by all participants. it is worth to notice that all participants were ensured that the records
and the interview transcripts will not be used in other than research and participants permission. The
session lasted circa 60 to 70 minutes.

Instructor interviews were conducted in the institution (CVC). Individual interview was
preferred because it was not possible to schedule all the seven instructors for same day and hours. It
was much more convenient to schedule individual interviews. For this purpose instructors’” weekly
schedules were obtained from the college secretary. The instructors’ off hours were determined and
then they were contacted for arranging the time of interview. After this planning process, individual
interview process began. At the beginning of each interview permission for audio recording was
requested, obtained and the interviewees were informed that records and transcripts will not be used
other than research purposes. All instructor interviews were completed in a week time and the
interviewing proses lasted approximately 40 to 50 minutes for each.

The employer and graduate interviews were conducted after receiving necessary information
about them from both college administrators and instructors. Next, they were called by phone to
make appointments. The employers who accepted to participate were interviewed in their offices. The
graduate interviews were conducted in the office of one of the researchers who is the faculty of the
intuition. As it was the case for instructors and focus group interviews, permission for audio
recording was taken from all employers and graduates before the interview began. Four employers
and six graduates were interviewed in a week during the same semester. Each interview lasted circa
50 to 60 minutes.
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Data Analysis

Data analysis was conducted in three steps.In the first step atwo-stage document analysis was
performed to answer the first two research questions. In the first stage of the analysis, the program
was analyzed to check internal consistency of the curriculum by determining its goals, content,
implementation and assessment procedures. In the latter stage, the program outcomes were compared
against national vocational qualification framework for restorators to check consistency with the
objectives.

Within the second phase, in order to answer the third research question of this study descriptive
and paired sample t-test was employed using the statistical software of SPSS 20.0 with the objective of
determining the differences between students’ perceived achievement levels and the importance level
of program objectives.

Finally, in order to answer other research questions, content analysis procedures were followed.
First the recorded data was transcribed verbatim and then printed so that researchers become familiar
with the data. Next the transcripts were printed on two column pages for the ease of group data into
phrases, paragraphs and/or codes. Following the coding process suggested by Miles and Huberman
(1994), emerging codes were determined with open coding procedure and codes were categorized
with axial coding process. Finally, selective coding processes which involved examining the data
sources closely for emerging codeswere used to develop categories for each research question. Each
researcher coded data separately and crosschecked for inter-coder reliability. The inter-coder
reliability, which was considered good according to Krippendorff's (2004) standards, was reached
with 78% agreement on the codes.

Results

This part of introduces results of the study that are presented following the related research
questions of the study. In order to answer the questions, data was categorized and represented within
some specific dimensions, which specifically are degree of students’ achievement at Restoration
program, unachievable objectives by students, and unintended outcomes.

In order to set the stage and understand the nature of the curriculum under practice document
analysis was conducted. At the beginning, documents like program outcomes, course syllabi and
materials, assessment plans were collected. Then, content of the documents was examined. In the first
phase of the document analysis, the program was examined and described with regard to curriculum
components, which are aims and objectives, content, teaching-learning process and assessment. In the
second phase, the curriculum outcome/objectives were compared against the required qualifications
recommended by National Vocational Qualifications Institution (NVQI) in Turkey.

Curriculum Goals, Content and Implementation.

The first research question of this evaluation study was about the nature of Restoration
curriculum implemented at CVC. Based on the documents examined the curriculum of Restoration
department was designed jointly by instructors, administrators and employers. Although the
philosophy behind the program was not stated, the curriculum can be said to be based on social
efficiency ideology as advocates of this ideology specify that the purpose of education is to “train
youth in the skills and the procedures they will need in the workplace and at home to live productive
lives and perpetuate the functioning of the society” (Schiro, 2008). Such a curriculum is organized into
manageable small, discrete units that lead to simple and sequenced learning, and can be demonstrated
through observable and measurable behaviors (Ozmon & Craver, 2007; Schiro, 2008).

In the following sub-sections, overall information on the aims, objectives, content, educational
units and activities provided to meet the objectives; methods and evaluation system were provided.
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a) Goals of the Curriculum

When the goals of the program were examined (Table 1), it was understood that the program
aimed at equipping students with the theoretical and practical knowledge of restoration and
conservation procedures and a few affective and psychomotor skills. Thus the goals were mostly set
round cognitive domain of learning.

Table 1

Program Outcomes of Restoration Department

Students completing the program successfully will;

1. have knowledge of two distinct scales of historical surrounding and single construction conservation.

2. have the knowledge and understanding for restoration theories, principles of international contemporary
conservation, national / international legal and organizational regulations and documentation of cultural
heritage.

3. have knowledge and understanding for outbuilding at historical sites, contemporary constructions built at
historical sites, quantity survey, restitution and preparation of reuse projects for the revival of cultural
heritage

4. know the stages of conservation and sanitation of historical sites from a national and international point of
view and will be able to conduct morphological and typological studies.

5. gain skills to be able to use information and communication technologies and other technical tools and
software.

6. grasp his/her historical, social, cultural and legal responsibilities, adopt ethical, equitable and
environmental values and gain practical skills

7. have the knowledge required for the conservation and restoration of single construction and historical sites.
gain effective verbal and written communication skills in Turkish.

9. achieve skills to conduct studies for the conservation and restoration of single construction and historical
sites.

10. have verbal and written communication skills in English.
11. be able to make effective presentations.

12. have the practical knowledge about conservation techniques and constructional handicrafts.

The objectives stated in the cognitive domain could be grouped as; knowledge of legislations,
procedures and documentation, use software and technologies, equipment and tools, and the
methodology of conducting studies and conducting surveys on historical constructions. The
psychomotor skills that students were supposed to achieve were verbal and written communication
skills in Turkish and English, skills of technology usage, presentation, communication, and project
management. The affective domain included attitudes related to the codes of ethics, environment and
equality in restoration and conservation of historical assets.

b) Content

The courses offered in the CVC Restoration curriculum can be examined into two groups: must
and elective courses. The must courses included the ones that Higher Education Council made
obligatory for every higher education institution. To comply with Higher Education Council
regulation, Turkish I, Turkish II, Atatiirk’s Principles, Turkish Revolution I, Turkish Revolution II,
English and English II were offered as must courses. Fine arts and physical education were offered as
elective courses one of which needed to be elected by students.
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In the first term, the area courses were provided to make students knowledgeable in terms of art
history, archeology, cultures that have influenced the region and concepts related to restoration and
conservation. In addition,, students were introduced with technical drawing and related software and
technologies to be utilized within the field.

Similarly, in the second term students were provided with the knowledge of different
construction types and systems and legislative procedures needed to conduct conservation and
restoration projects. The courses, Technical Drawing-II and Practicum in Architectural Software-II
were delivered as continuation of the courses offered in the first term.

In the third term, detailed knowledge about construction types was presented. Beside the verbal
information, students started to practice the knowledge via field study and workshops. Within these
practice-based courses, students were taken to historical sites and constructions and provided with
practical knowledge. Finally, fourth term was characterized with practicum courses and it was aimed
to provide students with practical skills and know-how.

Internship done in the summer period at the end of the first semester was a prerequisite for
graduation Additionally, students needed to attend seminars and extra-curricular activities offered by
the college and realized with the participation of architects working in restoration-conservation field,
employers and scholars who are invited to lecture students and inform them of the recent
developments and trends in the field. Students attending each seminar were prized with points
ranging from 5 to 10, and at the end of four-term training each student needed to have at least
200extracurricular activity points.

¢) Instructional Methods

In knowledge-based subjects that are area courses instructors/ lecturers mostly utilized seminar-
like instructor centered methods. Instructors, as the source of knowledge, transferred knowledge and
students were expected to take notes, memorize the procedures, terms, and finally recite it. In
practice-based courses, teachers guided students to put their knowledge into practice, turn the
knowledge into skills, they acted like masters and students were viewed as apprentices.

d) Assessment

Within the semesters, students took both written exam and performance-based tests for the
courses. Students were assessed through written exams in theory-based courses while it was
performance what was assessed in practice-based courses. Written exams included both objective and
essay type questions. As for the practical side, students performed given roles in stimulated
conditions and they carried out the tasks required by each procedure.

Congruence of curriculum objectives with national qualifications

In the second step of document analysis, the program was compared with the required
qualifications suggested by NVQI.

When the qualifications proposed by for restorators were compared with the program outcomes
targeted at Restoration program, it was found out that the objectives and outcomes sought nationwide
did not match. Firstly, some learning domains like occupational health, safety, quality management,
and work organization given in national qualification list were not included as domains among the
intended program outcomes. These domains were included in the program neither as course nor a
topic.

It is quite clear that national qualifications focus on practice and the application of knowledge for
the sake of practice, however such an emphasis was not laid in the program objectives. The
qualifications implied that the knowledge was to be used while organizing, managing and performing
restoration processes. Knowledge of the conservation concepts and traditional construction types were
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necessary in decisions of processes and operation. The NQI qualifications are mostly expressed in
verbs like “work”, “make”, “manage” or “perform” while the program objectives are stated mostly in
verbs like “know”, “gain”, “achieve” or the phrase “have the knowledge of”. This is significant to
demonstrate the difference among NQI qualifications and CVC restoration curriculum outcomes. On
the other hand, descriptive document analysis revealed that some program outcomes did not match
with national qualifications. The use of technological equipment and tools, drawing skills, and the use
of drawing software, use of English and Turkish in the work context were not specified among
national qualifications. This could be related to the context of the school as it was situated in a region

receiving a significant number of foreign visitors.

Achievement and degree of importance attached to curriculum objectives

Results related to students’ perceptions about their achievement level of program objectives and
the importance of curriculum objectives obtained through student questionnaires indicated that there
was a significant difference between students’ perceived achievement levelof objectives and the
importance attached to these objectives for each item included in the questionnaire (Table 2)The
results of paired samples t-test for.

Table 2

Paired Sample T-test Results on Attainment and Importance Degree of Objectives

N M Diff t Sd Sig.
Will have the knowledge of restoration theories. 27 -1,07 -10,51 0,54 0,00
Will have the knowledge of principles of international 27 -0,89 -5,68 0,83 0,00
contemporary conservation.
Will have the knowledge of national / international legal and 25 -0,73 -5,15 0,724 0,00
organizational regulations and documentation of cultural
heritage.
Will have the knowledge of national / international 27 -0,64 -3,44 0,99 0,01
documentation of cultural heritage.
Will have the knowledge of outbuilding at historical sites 27 -0,89 -4,58 1,03 0,00
contemporary constructions built at historical sites.
Will have the knowledge of restitution and preparation of reuse 27 -1,11 -6,69 0,88 0,00
projects for reveal of cultural heritage.
Will have knowledge required for preparation of relieve projects 27 -1,18 -6,11 1,02 0,00
of single construction and historical sites.
Will have knowledge required for preparation of restitution 27 -1,39 -7,42 0,99 0,00
projects of single construction and historical sites.
Will have knowledge required for preparation of reuse projects of 27 -1,14 -6,23 0,97 0,00
single construction and historical sites.
Will know the stages of conservation and sanitation of historical 27 -1,11 -7,45 0,79 0,00
sites from national point of view.
Will know the stages of conservation and sanitation of historical 27 -1,04 -6,22 0,88 0,00
sites from international point of view.
Will be able to conduct morphological studies for conservation 26 -1,48 -8,23 0,94 0,00
and sanitation.
Will be able to conduct typological studies for conservation and 27 -1,32 -6,41 1,09 0,00

sanitation.
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Table 2 Continued

Will grasp his/her historical, social, cultural and legal 26 -0,96 -5,86 0,85 0,00
responsibilities.

Will gain practical kills of his/her responsibilities. 27 -0,86 -6,00 0,76 0,00
Will adopt ethical, equitable and environmental values. 26 -0,67 -3,77 0,92 0,00
Will reflect gained values to practice. 26 -0,70 -4,44 0,82 0,00
Will have knowledge of single construction and historical sites. 25 -0,69 -4,21 0,88 0,00
Will gain effective verbal communication skills in Turkish. 26 -0,41 -3,05 0,69 0,01
Will gain effective written communication skills in Turkish. 25 -0,46 -2,60 0,91 0,01
Will gain skills to conduct studies for conservation and 26 -1,00 -5,41 0,96 0,00
restoration of single construction and historical sites.

Will gain effective verbal communication skills in English. 27 -1,21 -6,46 0,99 0,00
Will gain effective written communication skills in English. 27 -1,32 -6,85 1,02 0,00
Will be able to make effective presentations. 25 -0,46 -2,90 0,81 0,01
Will have the practical knowledge about conservation techniques. 27 -1,04 -4,56 1,20 0,00
Will have the practical knowledge about constructional 27 -1,00 -4,72 1,12 0,00
handcrafts.

each item in the questionnaire (Table 2) showed that students did not achieved objectives at the level
they expected after two year training although they perceived all objectives to be “very important”.
Descriptive statistics also support the difference in perception of achieving objectives and importance
attached to the objectives. The mean scores of 26 items regarding achievement varied from M= 3. 25 to
M= 1.88 Table 3). Whereas the mean scores of importance attached to 26 items varied from M= 3.3.79 to
M= 3.21 (Table 4). Careful examination of the mean scores on perception of achieving the objective
indicted that they very between “little and much” on a four points scale. Whereas the mean scores on
importance of objectives indicates that students rated items as “important” or “very important” (Table 4)

Table 3

Descriptive Statistics of Attainment Level of Objectives

N M SD

Will have the knowledge of national/international documentation of cultural Heritage 28 3,04 0,92
Will be able to make effective presentations 27 3,00 0,83
Will gain effective written communication skills in Turkish 27 3,00 0,83
Will adopt ethical, equitable and environmental values 28 2,97 0,99
Will have knowledge of single construction and historical sites 27 2,97 0,90
Will reflect gained values to practice 28 2,93 0,90
Will gain practical kills of his/her responsibilities 28 2,80 0,72
Will gain skills to conduct studies for conservation and restoration of single 28 2,75 0,80
construction and historical sites

Will know the stages of conservation and sanitation of historical sites from 28 2,71 0,85
international point of view

Will have the knowledge of restoration theories 28 2,71 0,53
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Table 3 Continued

Will have the knowledge of principles of international contemporary conservation 28 2,71 0,66
Will grasp his/her historical, social, cultural and legal responsibilities 27 2,70 0,77
Will have the knowledge of outbuilding at historical sites contemporary 28 2,68 0,95

constructions built at historical sites

Will know the stages of conservation and sanitation of historical sites from 28 2,64 0,78
national point of view

Will have the knowledge of national / international legal and organizational 26 2,62 0,75
regulations and documentation of cultural heritage

Will have the knowledge of restitution and preparation of reuse projects for 28 2,57 0,88
reveal of cultural heritage

Will have knowledge required for preparation of reuse projects of single 28 2,50 0,88
construction and historical sites

Will have knowledge required for preparation of relieve projects of single 28 2,50 0,79
construction and historical sites

Will gain effective verbal communication skills in English 28 2,32 1,02
Will be able to conduct typological studies for conservation and sanitation 28 2,29 0,90
Will have the practical knowledge about constructional handcrafts 28 2,21 1,03
Will have the practical knowledge about conservation techniques 28 2,21 1,07
Will gain effective written communication skills in English 28 2,21 0,96
Will have knowledge required for preparation of restitution projects of single 28 2,21 0,79

construction and historical sites

Will be able to conduct morphological studies for conservation and sanitation 27 1,89 0,85

Based on these results it can be stated that the CVC Restoration curriculum should be improved
and strengthened in order to at least improve student perceptions on achieving the curriculum
objectives. This interpretation was strengthened when focus group results were examined. Descriptive
content analysis indicated that students could not reach at the objectives due to: (1) lack of some
measurement tools, (2) lack of some courses, (3) the academic focus of some courses, (4) low number
of professional courses, (5) limited time and (6) lack of teacher guidance.

Students stated that they were not provided with the required tools and equipment like Total
Station and laser scanner to be used for measurements. Moreover, instructors asked them to measure
the buildings by hand although world of work would require them to use some technological devices.
Besides that, students stated that as students were not delivered a course on construction materials
they could not recognize the materials and this would have influenced their decisions negatively.
Also, time allocated for technical drawing course was considered insufficient as it was difficult to
learn drawing software. Students also marked that total duration allocated to study at this program
was not enough to learn the job and restoration procedures. Student H and Student B stated that;

... (Student H)I bring the “station tool” from Ankara and do my task. It is an important one... Manual
measurement is needed but we still have not finished-up even a mosque form the beginning of the semester
(Student H).

.. Manual measurements appear inconsistent; we are not sure which one to accept (Student B)
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Table 4

Descriptive Statistics of Importance of Objectives

N M SD
Will have the knowledge of restoration theories 28 3,79 0,42
Will know the stages of conservation and sanitation of historical sites from 28 3,75 0,59
international point of view
Will know the stages of conservation and sanitation of historical sites from national 28 3,75 0,52
point of view
Will gain skills to conduct studies for conservation and restoration of single 27 3,74 0,53
construction and historical sites
Will have the knowledge of national / international documentation of cultural 28 3,68 0,48
heritage
Will have knowledge required for preparation of relieve projects of single 28 3,68 0,55
construction and historical sites
Will have the knowledge of restitution and preparation of reuse projects for reveal of 28 3,68 0,55
cultural heritage
Will gain practical kills of his/her responsibilities 28 3,68 0,48
Will gain effective verbal communication skills in Turkish 27 3,67 0,62
Will adopt ethical, equitable and environmental values 27 3,67 0,62
Will reflect gained values to practice 27 3,67 0,62
Will have knowledge of single construction and historical sites 26 3,65 0,57
Will have knowledge required for preparation of reuse projects of single construction 28 3,64 0,56
and historical sites
Will be able to conduct typological studies for conservation and sanitation 28 3,61 0,79
Will grasp his/her historical, social, cultural and legal responsibilities 28 3,61 0,63
Will have the knowledge of principles of international contemporary conservation 28 3,61 0,57
Will have knowledge required for preparation of restitution projects of single 28 3,61 0,63
construction and historical sites
Will have the knowledge of outbuilding at historical sites contemporary constructions 28 3,57 0,74
built at historical sites
Will gain effective written communication skills in English 28 3,54 0,88
Will gain effective verbal communication skills in English 28 3,54 0,84
Will be able to make effective presentations 26 3,46 0,71
Will gain effective written communication skills in Turkish 26 3,46 0,76
Will have the knowledge of national / international legal and organizational 26 3,35 0,80
regulations and documentation of cultural heritage
Will be able to conduct morphological studies for conservation and sanitation 28 3,32 0,86
Will have the practical knowledge about conservation techniques 28 3,25 1,00
Will gain effective verbal communication skills in Turkish 28 3,25 0,70
Will have the practical knowledge about constructional handcrafts 28 3,21 0,92
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In addition to the equipment shortages and time limitation, students said that some courses
which focused on academic knowledge did not consider their needs. They gave Turkish language
courses as example. They noticed that Turkish courses offered in the first year did not focus on
communication skills and writing official documents like petition and report, rather, they analyzed
sentence and word structures. Students also thought that they needed more professional courses and
extended hours of drawing and measurement techniques, and more guidance from instructors during
field trips and construction surveys.

If 250 students of 300 fail the instructors should think a little, why is that? (Student H).

: In the literature course we are taught verbs root, names root etc., but they do not respond to our needs...
we need practice, restorators should cooperate... Second year should be project based. Seminar activities
should be monitored (Student C).

Instructors "Perceptions of Students’ Achievement of Program Objectives

The fourth question death with instructors’ perceptions. Data for this particular question was
gathered via individual interview. Descriptive content analysis results indicated that instructors found
their students successful at “medium” level. Considering present students, overall, three of the
instructors stated that only 60% of the students had been successful, while two of the instructors noted
they found students successful but 100% success was not achieved. Two of them stated that they
found students unsuccessful.

Closer examination of individual interviews in relation to objectives;, instructors stated that
students gained some objectives like improvement of grammatical knowledge, structural
development, development of writing skills, enhancement of knowledge of cultural property,
development of problem solving skills, development of decision making skills, increase awareness for
conservation, development of ability to determine the construction types, development of their
understanding toward restoration, and making students aware about the significance of their work.
One of the instructors who were asked about the attained objectives marked that:

“Our biggest handicap is that in real life, drawings are done by computer, this causes negligence among
students. Our courses are like a part of architectural education and most of our students aim to benefit from the
opportunity of vertical transfer among the departments, from restoration to architecture. Therefore they cannot
concentrate on hand drawing. They think that they will do it on the computer anyway and we could not explain
the need for the hand drawing. They cannot perceive its importance. I think they are right. I mean, I wonder if
we can change the content of the course. We should increase computer use in the drawing courses.”

In addition to these, students were expected to attain language skills that are speaking, reading,
writing, and listening; however, instructors stated that they could not reach the objectives related to
speaking in English and knowledge of grammar. One of the instructors stated that:

“I think the objectives related to grammar could not be reached. We tried to give key points but students
could not reach at the level I expected. The reason of this is the basic and secondary education. Students
came here by taking eight-year Turkish language course but they behave as if they did not study same
topics at all.”

This statement indicated that students’ background caused some difficulties in gaining the
objectives, and instructors had to make an extra effort to fulfill the gap between the students’ current
level and expected level due to lack of students’ prior knowledge.

In addition to the instructors’ views related to attaining objectives, their perceptions about
graduates’ qualifications were also analyzed. The analysis showed that three of the instructors found
graduates quite qualified however one of the instructors stated that “...Only 20% of them are qualified,
not all of them...” While others found students qualified at some points, such as, restoration skills, field
study and software use, one of them stated that they had limited drawing skills and three-dimensional
thinking skills.
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Graduates’ Perceptions of the Attainment of Curriculum Objectives

The fifth question of this study pursed answer to graduates (employed and unemployed)
attainment of curriculum objectives. Qualitative data analysis revealed that graduates and thought
those who were good at school could find a job easily, they felt competent at relievo, preparation and
implementation of restoration projects and adaptation to the region which is covered with tectonic
constructions.

In addition to attained objectives, graduates stated that there had been some unattained
objectives in the program that are related to application and designing issues, construction materials,
tri-dimensional drawing, and conservation itself. In addition to these, although graduates felt
competent in some areas they stated that they needed to improve themselves constantly. One of the
employed graduates emphasized that (Employed Graduate 1):

“I have to develop myself in all aspects. All dimensions of the restoration can change fast because of
technological changes...Restoration is a huge area and I still have a lot of things to learn.”

As for the reasons behind unattained objectives, graduates marked that the instructors were
qualified and experienced. However teaching strategies they use could be enriched and improved.
Strategies applied were mostly conversional. They also stated that visits to restoration areas were
meaningful, but did not produce intended results as learners were not informed about the process, the
idea behind restoration and the project.. Although one graduate marked that learning to learn was
more important, two graduates expressed that content was presented tangential, more detailed
content was required.

Like students, graduates also raiseda need for a course on construction materials a need for
knowledge of report writing, and tender documentation. These were considered as unattained
curriculum objectives

Employers’Perceptions of Graduates Competence

According to employers, employees have to have some qualifications to be recruited as
restorators. A graduate need to: (1) be enthusiastic, (2) be disciplined, (3) have architectural drawing
skills and knowledge, (4) have the knowledge of drawing programs like AutoCAD, Tri-D etc., (5)
measure constructions and draw according to measurement, (6)read projects, (7) know restitution
steps, (8) be good at relievo, (9)be good at report writing,(10)know occupational health and safety
procedures,(11) communicate with the workers, and (12) manage projects and make work
organization. As seen below, one of the employers stated the qualifications that are expected from
graduates (Employer 1):

“...ITwant them be enthusiastic and disciplined youngsters. In this region, there is a huge richness and they
have to be aware of this. Also they have to be enthusiastic to do this job and have to be disciplined. They
should learn this at school. As far as I observed, I sometimes visit the school as an expert, students do not
come to their lessons in time. Timing is the most important indicator of discipline.”

Similarly, another employer raised additional issues on qualifications that graduates need to have
(Employer 2):

“They have to take good relievo, draw a building and write report of the project, such as a relievo report in
which construct materials are specified and all problems related to construction, such as ground problems,
material problems, rock or chimney problems were described, and to decide whether it is to be removed,
conserved or restored. Anyone who can do this is a restorator for us; this is the most important point.”

As it is evident in the above two quotations employers do not only look for cognitive or motor
skills but also affective characteristics, discipline, enthusiasm and awareness.
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Unintended Outcomes of Restoration Curriculum

In order to determine the unintended outcomes, all participants interviewed were asked to
disclose their perceptions on unintended outcomes. To start with, as students reported; they
developed skills in generating alternatives as they try to find the equipment not supplied by the
school.”...I can do my project by bringing the total station machine from Ankara...”(Student H). The other
unintended outcome was students skills on producing practice an economical ideas for different
stakeholders. They propose thought about how they could both contribute to themselves and to
school budget:

“...We can be helpful for circulating capital, and create a budget in the college. We can draw projects for
public and sell them”(Student D). “There are precious buildings around the college especially in the village
that the college is located in and these can be saved...(Student H)

Besides, they develop social relations skills. As they do field practice on restoration they could
communicate with the employees who are working in the restoration field and could watch others
communicate and take the mas role models. Similar unintended outcome was raised by instructors.
They also mentioned the development of enthusiasm that was stated as a requirement by employer
and 3-D thinking. One negative unintended outcome mentioned by employers was misbehavior on
disconformity of time.

Discussion and Conclusion

When the program was evaluated from the perceptive of students, instructors, graduates and
employers, the results indicated that the program was not effective enough in achieving it objectives,
some of the national standard and the demands and needs of students, graduates of employers. To
summarize the results, firstly it was found out that students could not attain the objectives despite the
fact that they considered all of the objectives “very important” or “important”. During the focus group
interview, students expressed the reasons for and the objectives they could not attain. Students
reported that due to the lack of teacher guidance, equipment and materials, insufficient number of
professional courses, limited mandated-time allocated for the program, and defocus on academic
know ledgein some courses they could not attain the objectives.

Beside students, instructors also reported that although the program met their expectations in
terms of improving grammatical knowledge of students in Turkish and English, improving students’
problem solving skills, improving students’ writing skills in Turkish and English, enhancing
knowledge of cultural property, improving students’ knowledge and skills in solving problems
related to restoration of a cultural property, developing students’ ability to make decisions and
organization during restoration projects, increasing students’ awareness of conservation, developing
students” ability to distinguish between construction types, developing students’ understanding, and
providing students with the understanding regarding the significance of the work, they stated that
objectives were achieved partially by the students. Objectives related to developing students’
psychomotor skills and hand-drawing skills were not achieved, and students could not be given
detailed information about the processes and procedures of restoration

Similarly, graduates thought the program contributed in developing their measurement skills,
drawing skills, project preparation and reporting procedures and application of projects to some
degree. However, due to the inefficiency of practical courses, instructors’ tendency to use traditional
methods and practices and some pedagogical drawbacks, students absenteeism, lack of knowledge
about construction materials and field practice graduates do not feel competent enough.

Moreover, statements of employers supported the views of students, instructors and graduates. It
was stated by employers that the graduates meet employers’ demands partially as graduates show
somewhat competency in drawing and they cannot manage projects and needs guidance and support.
Graduates were found by employers to have poor/low, enthusiasm and practical knowledge.
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According to employers, the graduates who had workplace experience knew what were required and
improved themselves accordingly both at school and workplace.

These results are consistent with the results of some studies in the literature. The studies in
Turkey have mainly focused on the skills shortages (Sarikaya, 2010; SVET, 2006; TEPAV, 2007). The
studies also indicated that there is a mismatch between the skills and knowledge provided by
vocational schools and demands of the employers.

Also, in TUSIAD report (1999), higher vocational schools in Turkey were assessed as making less
contribution to higher education system when compared to universities because of their share in the
system, and of equipment (financial) and management problems they experience. This report marks
that secondary and post-secondary vocational schools need to be restructured and new management
models be developed and introduced. Moreover, collaboration with business communities in order to
understand demands of labor market and to keep up with the change in the market is urgently
needed.

As the results from the present study and abovementioned studies indicate, the performance and
structure post-secondary vocational education institutions is not efficient enough to train the qualified
graduates to be employed by the businesses whose main concern is to compete in the global
environment (TUSiAD, 1999).

Implications

This study highlights the importance of aligning employability with academic and business
values by making explicit links between the curriculum, workplace and employability. It is
incumbent upon students, educators and employers to do well in their respective positions. While
students need to develop the skills needed to enter and to advance their career potential, educators
need to design their courses to include the skills that students need and employers expect. As
indicated in the project prepared by the Business, Industry and Higher Education Collaboration
Council in Australia (2007) teaching staff also need to be equipped with suitable skills, resources and
awareness of current industry practice in order to provide their students with the right and necessary
employability skills. Employers’” and educators’ roles are reported in the same project to develop
students’ employability skills by having students participate in work integrated learning programs.
Apart from the training at colleges and universities, students are recommended to achieve
employability skills where they have access to relevant work experience.

Limitations

The most important limitation of this study is time. Because of limited time, the curriculum
implementation process could not be observed. As the models utilized in this study require data
about objectives and outcomes, other components of curriculum were not evaluated but described
through document analysis. Moreover, as college administrators were not available during data
collection process, they could not be included among data sources
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Genis Tiirkce Ozet
Kapadokya ki Yillik Meslek Yiiksek Okulu Restorasyon Programinin Degerlendirilmesi

Kapadokya Meslek Yiiksekokulu (KMYO) Restorasyon egitim programi 2005-2006 yilinda
Nevsehir'deki mevcut tarihi ve dogal yapilarin yeniden kazandirilmasi ¢alismalar1 dogrultusunda
bolgedeki isverenlerin teknik eleman ihtiyacini karsilamak amaciyla agilmistir. Bu amagcla, egitim
programi olusturulurken, mezun 6grencilere istihdam saglayacak isverenler, restorasyon ve koruma
alaninda uzman olan mimarlar ve koruma kurulu temsilcileri program gelistirme komisyonu iginde
yer almistir. Ancak, 2005 yilindan beri programin isverenlerin ihtiyaclari ve taleplerini karsilama
konusundaki etkililigi hakkinda herhangi bir program degerlendirme calismas: yapilmamistir. Bu
nedenle, mevcut egitim programinin Nevsehir'de faaliyet gosteren is diinyasinin gerektirdigi bilgi ve
becerileri kazandirma konusunda etkililigi, programin hedeflenen c¢iktilara ulasma diizeyi ve
programin asil ¢iktilarnin arastirilmasi ve program gelistirme komisyonunun bilgilendirilmesi
gerekmektedir.

Bu arastirmanin amact; (1) 6n lisans diizeyindeki Restorasyon programinin etkililiginin ikinci
siif dgrencileri, 6gretim elemanlari, mezun ve isveren algilar1 dogrultusunda degerlendirilmesi, (2)
egitim programinda belirtilmeyen ve program amaglari arasinda yer almayan program g¢iktilarinin
belirlenmesi, (3) Restorasyon programinin ¢iktilarina ulasma diizeyinin ortaya gikarilmas: ve (4)
programin nasil iyilestirilecegi konusunda bilgi toplamaktir. Ayrica, yapilan ¢alismanin sonuglarinn,
hem KMYO’daki diger programlarin hem de diger meslek yiiksekokullardaki programlarin
degerlendirilmesinin gerekliligi konusunda bir farkindalik olusturmasi ve bir yol gostermesi
beklenmektedir. Bu calismada, arastirma yontemi olarak, Restorasyon programi hakkinda daha
detayli ve daha genis bir perspektiften bilgi verecegi diisiiniilen karma yakinsak-paralel (convergent
parallel) yontem benimsenmistir (Creswel & Clark 2011; Fraenkel & Wallen, 2006). Program
degerlendirme modeli olarak ise, programin amaglarina ulasip ulasmadiginin degerlendirilmesi igin
kullanilan Tyler'in (1973) Amag¢ Odakli Degerlendirme modeli ile birlikte programin ¢ok boyutlu
degerlendirmesinin yapilabilmesi ve programin amagclar: disinda kazandirdiklarinin da belirlenmesi
amactyla Scriven’in (1991) Amagtan Bagimsiz Degerlendirme modeli kullanilmistir. Programin tiim
boyutlar1 hakkinda veri toplamak igin &grenciler, 6gretim elemanlari, isverenler ve mezunlardan
olusan dort farkli paydas grubundan veri toplanmistir. Calismaya, Mayis 2013'te ikinci smifta ve
mezun olmak iizere olan 28 Ogrencinin tamami, programda egitim veren 7 Ogretim elemaninin
tamami, Nevsehir ilinde ¢alismakta olan veya herhangi bir iste ¢alismayan ve Nevsehir'de ikamet
eden 6 mezun ve isyerinde KMYO Restorasyon programi mezunu ¢alisani olan 2 isveren ile bu
programdan calisan1 olmayan 2 igsveren olmak {izere toplam 4 isveren katilmistir. Veri toplama
siirecinde  yazili dokiiman, arastirmacilar tarafindan hazirlanan bireysel goriisme, odak grup
goriismesi ve anketten faydalanilmistir. Bu araglarin disinda, Restorasyon boliimii egitim programi ve
Mesleki Yeterlilik Kurumu'nun Tarihi Eser Koruma ve Restorasyon Elemani (Seviye 5) icin
olusturdugu mesleki yeterlik cercevesi de igerik analizi yontemi ile incelenmistir. Tyler'in (1973) ve
Scriven’in (1991) degerlendirme modellerinin farkli acilardan degerlendirme yapmast nedeniyle
verilerin giivenirligini de saglamak amaciyla, her iki degerlendirme modeli igin iki farkli arastirmaci
veri toplama araglarinin gelistirilmesinde ve veri toplanmasinda birbirlerinden bagimsiz bir sekilde
calismislardir. Veri analiz sonuglari, genel olarak programin paydaslarin ihtiyag¢ ve taleplerini
karsilama konusunda yeterince etkili olmadigint gostermistir. Ogrencﬂerden anket yoluyla toplanan
nicel veri SPSS 20.0 ile analiz edilmis ve 6grencilerin program amaclarina verdigi dnemle amaclara
ulasma diizeylerini arasinda istatistiksel olarak anlamli bir fark oldugu bulunmustur (p<.05).
Ogrencilerle yapilan odak grup goriismesinde elde edilen veriler, 6gretim elemanlarmin yeterince
yonlendirme yapmamasi, arag ve gereglerin yetersiz olmasi, meslek derslerinin sayisinin az olmasi, iki
yillik siirenin meslegi 6grenmek igin yeterli olmamasi ve bazi derslerin pratikten ziyade kuram
agirhikh  yiriitiilmesi egitim programinda belirtilen amaglara ulasamama nedenleri olarak
gOstermistir. C)gretim elemanlarina gore program, 6grencilerin dil becerilerini gelistirmede yeterince
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etkili oldugu halde restorasyon projelerinde problem ¢dzme ve karar verme, organizasyon becerilerini
gelistirme, koruma farkindaligini artirma, yapi gesitlerini ayirma, restorasyonun énemini kavratma
konusunda kismen etkilidir. Ogretim elemanlari, programin Ogrencilerin psikomotor ve yazma
becerileri ile restorasyon ¢alismalarinin yiiriitiilmesi ile ilgili siirecler ve prosediirlerle ilgili bilgi ve
becerilerini yeterince gelistirmedigi goriisiindedirler. Mezunlara gore program, ogrencilerin 6lgme,
¢izim, proje hazirlama ve raporlama siiregleri ile proje uygulama becerilerini gelistirmelerinde
etkiliyken, uygulama derslerinin az olmasi, Ogretim elemanlarinin 6gretim metot ve stratejileri
konusunda yeterli olmamasi, motivasyonu diisiik ve devamsiz olan 6grenciler ve yap1 malzemeleri ile
uygulama alaninda eksik bilgi ve beceriler sebebiyle etkili olmamistir. Isverenler ise diger
katilimcilarin goriislerini destekleyerek, mezunlarin ¢izim konusunda orta diizeyde iyi olduklars,
ancak proje yonetimi konusunda rehberlik ve destege ihtiyaclar1 oldugunu belirtmislerdir.

Yapilan bu calisma, Restorasyon boliimii egitim programinin paydaslarin talep ve ihtiyaglarmni
karsilamada yetersiz oldugunu ve programin paydaslarin goriisleri dikkate alinarak gozden
gecirilmesi gerektigini gostermektedir. Arastirma sonuglari alan yazindaki bazi ¢alismalarla paralellik
gostermektedir. Tiirkiye’de yapilan benzer galismalarda beceri eksiliklerine odaklanmistir (Sarikaya,
2011; TURKCONFED, 2006; TEPAV, 2007). Bu calismalar, isveren talepleri ile okulda edinilen bilgi ve
becerilerin tam anlamiyla Ortiismedigine isaret etmektedir. Hem bu degerlendirme calismas: hem de
bahsedilen diger arastirmalar mesleki egitim kurumlarinin kiiresel gevre ile rekabet icinde olan is
diinyasinca ihtiya¢ duyulan isgiiciiniin yetistirilmesinde yeterince etkili olmadigina isaret etmekte
(TUSIAD, 1999) ve isglicii piyasast ile mesleki egitim kurumlar1 arasindaki bagi kurmak ve
gliclendirmek i¢in gerekli diizenlemelerin yapilmasinin elzem oldugunu gostermektedir.
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Sosyal Bilgiler Ders Kitabinin, ilkogretim Programinda
Kazandirilmasi Hedeflenen Beceriler A¢isindan Degerlendirilmesi

Evaluation of Social Studies Textbook in Terms of the Aimed Skills to
be Acquired by Students According to The Primary School Curriculum

Fahriye HAYIRSEVER", Mehmet Ali KISAKUREK™*
Oz

Yiiksekdgretimin Bu calismada, Sosyal Bilgiler ders kitabmin, flkégretim Programindaki
temel ve Sosyal Bilgiler Ogretim Programindaki alan becerilerini kazandirma konusundaki
yeterliliginin, 6gretmen goriisleri acisindan degerlendirilmesi amaglanmistir. Arastirmada betimsel
tarama modeli kullanilmistir. Arastirmanin nicel boyutunda, Ankara ili merkez ilgelerinden alt,
orta ve st sosyo ekonomik diizeyi temsil eden 75 ilkdgretim okulundan 132, 5. siuf 6gretmeni
Oorneklem olarak belirlenmistir. Nitel boyutunda galisma grubu 12 &gretmenden olusmustur.
Arastirmada nicel veriler anket, nitel veriler ise yapilandirilmis goriisme formu ile toplanmistir.
Nicel verilerin analizinde betimsel istatistik, nitel verilerin analizinde ise betimsel analiz yontemi
kullanilmigtir. Aragtirmanin nicel verilerinden elde edilen en 6nemli sonug soyledir: Ogretmenler,
Sosyal Bilgiler ders kitabinin, elestirel diisiinme, aragtirma ve iletisim becerilerini &grencilere
kazandirma konusunda kismen yeterli oldugunu, buna karsin sosyal katilim, degisim ve
stirekliligi algilama becerilerinin yeterli olmadigini belirtmislerdir. Nitel verilerden elde edilen
sonuglardan en O6nemlisi ise; 6gretmenlerin ¢ogunlugunun, hem temel hem de alan becerilerin
kazandirilmasinda ders kitabinin yeterli olmadigini vurgulamasidir. Resmi programin hedefleri ile
ders kitaplarmin igerigi birbiri ile Ortiismezse, diisiince, beceri, deger ve tutumlarin dgrenciler
tarafindan kazanilmasi son derece zordur. Bu durumun olumlu yo6ne evrilebilmesi icin 6gretim
programlarinin ve ders kitaplarinin igerikleri siirekli olarak degerlendirilmeli ve gelistirilmelidir.
Ders kitaplarmin igerigi, egitim programlarinin hedeflerini kazandirabilecek nitelikte hazirlanmali
ve aralarinda celigki olup olmadig1 devamli olarak degerlendirilmelidir.

Anahtar sozciikler: Sosyal Bilgiler, sosyal bilgiler ders kitabi, ders kitab1 degerlendirme,
beceri 6gretimi

Abstract

Higher This study aims at analyzing the adequacy of the Social Studies textbook in
instilling the basic skills included in the primary school curriculum as well as the field related
skills in the curriculum for the social studies course based on teachers’ views. The research
employs a descriptive survey model. A total of 132 teachers teaching the 5th graders in the 75
primary schools, which are representative of the low, middle and high socio-economic levels
located in the central districts of Ankara, were determined as the research sample on the
quantitative dimension. On the qualitative dimension, however, the study group was composed
of 12 teachers. The quantitative data were collected through a questionnaire whereas the
qualitative data were collected through a structured interview form. Descriptive statistical
analysis method was used for analysis of quantitative data and also, descriptive analysis method
was used for qualitative analysis. The most important result obtained from quantitative data in
the research demonstrated that teachers believed that Social Studies textbook was partly
adequate in terms of instilling in students critical thinking as well as research and
communication skills, but that it was inadequate in terms of instilling social participation skills
and perceiving the change and continuity. The most remarkable result obtained from the
qualitative data was that the majority of the teachers had emphasized the inadequacy of the
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textbook in instilling both basic and field related skills. It is extremely difficult for learners to
gain the necessary thoughts/ideas, skills, values and attitudes unless the official curriculum
matches the content of the textbooks. To change this situation into a positive case, the content of
the curricula and of the text books should constantly be revised and improved. The content of
the textbooks should be designed in a way so as to facilitate the curriculum objectives to the

learners, and whether or not there are any contradictions between them should continuously be
checked.

Key words: Social Studies, social studies textbook, evaluation of textbook, teaching skill.

Giris

Sosyal bilgiler, sosyal olan seyleri calismaktr.
John Dewey

Her {ilke, yenilikleri ve degisimleri izleyebilmek icin kendi egitim yaklasimlarini ve
uygulamalarini siirekli bir bi¢cimde sorgulamak zorundadir. Bu sorgulama, daha ¢ok bireylerin, hangi
bilgi ve beceriler ile donatilacagi ve bunun nasil yapilacag: konulari iizerine odaklanmalidir. Bu bilgi
ve beceriler, bilgiyi kullanma, yaratici ve elestirel diisiinme, arastirma, sorgulama, sorun ¢6zme,
bilimsel ve teknolojik gelismelere uyum saglamay1 kapsamaktadir. Son zamanlardaki alan yazinda bu
beceriler, 21. yiizyil becerileri olarak vurgulansa da kavramlarin iizerinde diisiiniildiigiinde, bu
becerilerin sadece bu yiizyil ile iliskili olmadig1 kolayca goriilebilir. Ancak ge¢miste de 6nemli olan bu
beceriler, giiniimiizde, yonii ve yogunlugu degiserek karmasiklasmistir. Bu bilgi ve beceriler,
yasamda bir insanin varligin siirdiirebilmesi, yasadig1 toplumla uyum iginde olabilmesi ve topluma
katki saglayabilmesi i¢in her zaman gerekli olmustur. Bu bilgi ve becerilerin kazandirilmasi, egitimin,
toplumun, toplumun en kiiglik parcasi olan ailenin gorevidir ve Ozellikle sosyal bilimlerin
kapsamindadir.

Sosyal bilimler, bireylerin kendi sosyal diinyalariyla ilgili cesitli problemler karsisinda,
gozlemlemeyi, sorular sormayi, bilgiyi arastirmayi, gozlemlerini ve fikirlerini farkli bicimlerde
acgiklamayi, kendi bakis acilartyla ilgili tartismay1 ve harekete gegmeyi olanakli kildigindan tiist diizey
diisiinmenin en yogun ise kosuldugu alanlardan biridir. Ogrencilerin kendi bilgilerini olusturmalar:
goriisii, sosyal bilimler egitiminde biiyiik 6neme sahiptir (Sunal ve Haas, 2002: 9). ABD’deki Sosyal
Bilimler Ulusal Konseyi (NCSS), sosyal bilimlerin 6gretimi ve 6greniminin “anlamli, biitiinleyici, degerli,
diisiindiiriicii ve aktif” olmas1 gerektigini savunmaktadir. Sosyal bilimler 6grenimi, sosyal bilimlerin her
alan1 ile ilgili fikirleri ve bu fikirler arasindaki iliskiyi biitiinlestirme ve kurma siirecinin
gerceklesmesine de olanak saglamaktadir (NCSS, 1994).

Sosyal bilimler, toplumla ilgili disiplinlerin belirli kurallarla bilimsel bir cercevede incelenmesini
amagclayan (Safran, 2008), Sosyal bilgiler ise, sosyal ve beseri bilimlerini, vatandashk yeterliklerini
gelistirmek amaciyla kaynastiran ¢alisma alanlaridir (NCSS, 1994). Baska bir anlatimla, sosyal bilimler,
insan ve toplum iligkilerini inceleyen alanlarda sistemli ve derinlikli bilimsel ¢alismalarin biitiiniinii
kapsayan bir bilim daliyken; sosyal bilgiler, sosyal bilimler alanindan segilmis, 0grencilerin
seviyelerine gore basitlestirilmis konular1 igeren bir derstir.

Bu arastirmada sosyal bilimlere ait bilgi, beceri ve degerlerin kazanilmasimin etkili oldugu Sosyal
Bilgiler dersi {izerine odaklanilmistir. Sosyal Bilgiler dersi, 6grencilerin karmasik ve ¢ogu kez ig ige
girmis diinyalarinda karsilasacaklar: sorunlarla basa ¢ikabilmeleri icin gerekli bilgi, beceri ve degerler
ile donanmalarin1 saglar (Oztiirk,  2007). Ayn1 zamanda, bireyin toplumsal kisiliginin
olusturulmasinda ve gelistirilmesinde 6nemli bir islevi yerine getirir. Bu islev, dgrencinin kendi
bireyselligini koruyarak, toplumla bir biitiin halinde ve toplumun gelismesine faydali, sorumlu bir
vatandas olarak yetismesi amaci ile de Ortiismektedir.
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2005 yilinda uygulamaya konulan ﬂkégretim Programinda beceriler, temel ve alan becerileri
olmak tizere iki grupta ele alinmistir. Temel beceriler, anahtar becerilerdir ve gesitli alanlara
aktarilarak kullanilir. Bu beceriler, okuldaki 6grenmeleri kolaylastirdigi gibi yasam boyu 6grenmeyi
de saglar. (Dionet, 2002; akt, Giines, 2010). Hkégretim Programinda dgrencilerde, dgrenme siireci
icerisinde kazandirilmasi, gelistirilmesi ve yasama aktariimas: tasarlanan kabiliyetler olarak tanimlanan temel
beceriler (MEB, 2005: 52), sdyle siralanmistir: Elestirel Diisiinme, Problem Cozme, Yaratici Diisiinme,
Karar Verme, iletigim, Empati, Arastirma, Girisimcilik, Tiirkceyi Dogru, Giizel ve Etkili Kullanma ve Bilgi
Teknolojilerini Kullanma.

Alan becerileri ise bir alanla ilgili gelistirilen ve her bir derse ait olan becerilerdir. Ogretim
programlarinda temel beceriler ile alan becerileri arasinda bag kurulmasi hedeflenmektedir. Sosyal
Bilgiler dersinin alan becerileri, Gozlem, Sosyal Katilim, Mekan1 Algilama, Degisim ve Siirekliligi Algilama,
Zaman ve Kronolojiyi Algilama olarak siralanmigtir (MEB, 2005). Bu becerilerin tamami Sosyal Bilgiler
ders kitabinda yer alan 6grenme alani ve konularla iliskilendirilmistir (MEB, 2008a). Tiim beceriler,
Sosyal Bilgiler Ogretim Programinda tanimlanan etkili ve sorumlu vatandasta bulunmasi gereken
ozellikler olarak kabul edilebilir. Bu arastirmada ilkdgretim temel becerilerinden elestirel diisiinme,
arastirma ve iletisim becerileri; Sosyal Bilgiler dersi alan becerilerinden ise sosyal katilim, degisim ve
stirekliligi algilama becerileri temel alindigindan, bu beceriler ayrintili bir bicimde agiklanmistir.

1lkogretim Programinda Kazandirilmas: Hedeflenen Temel Beceriler

Elestirel Diisiinme Becerisi

McTighe ve Schollenberger’e gore (1991) hizli teknolojik gelismelerin yasandig bilgi ¢caginda,
ekonominin gerektirdigi insan giicii 6zellikleri, gegmis zamanlara gore daha ¢ok elestirel ve yaratici
diistinme, problem ¢dzme gibi iist diizey diisiinme becerileri arasinda yer almaktadir (akt. Doganay,
2007). Paul (1991), elestirel diisiinmeyi, gozlem ve bilgiye dayanarak sonuglara ulasma olarak; Norris
(1985), oOgrencilerin tiim bildiklerini bir konuya uygulayarak kendi diisiinme becerilerini
degerlendirip davranislarini degistirmeleri olarak tanimlamaistir. Branch (2000) elestirel diisiinmenin,
diisiinmeden farkli oldugunu, ¢ilinkii elestirel diisiinen bireyin kendi diisiinme siirecinin farkinda
oldugunu ve diisiinmesinin kalitesini yiikseltmek icin kendi diisiinme siirecini gozlemledigini
belirtmistir (akt, Akb1yik, 2002). Elestirel diisiinme, beceri temelli olarak 6gretilmelidir (Ennis, 1991).
Beceri temelli olarak ogretildiginde, konu icerisindeki temel disiplinlerin tekrarlanmasindan
kagimilmis olur ve ayn1 zamanda kazanilan biligsel becerilerin, diger derslere uygulanmasi ve o dersler
tarafindan desteklenmesi daha kolay olur (Aybek, 2007).

Elestirel diisiinme egitiminin temel amaci, mevcut otoritelerden farkli ve bagimsiz diisiinebilen
bireyler yetistirmektir. Bunun icin de elestirel diisiinmenin ilkdgretim diizeyinde kazandirilmasinin
onemi oldukca biiyiiktiir. Hkégretimde elestire] dfiistinme becerilerinin &gretilmesi somut
diisiinmeden soyut diisiinmeye gecisi kolaylastiracagr igin o&grenciler ileri diizeyde diisiinmeyi
ogrenirler (Yagci, 2008). Sosyal bilgiler dersinde ise elestirel diisiinme becerisinin kazandirilmasinin
amaci, demokratik yasam kiiltiiriiniin korunmasi ve gelistirilmesidir. Arastirmalar, elestirel diisiinme
becerisinin, Sosyal Bilgiler dersinde gelistirilebilecegini vurgulamistir (Aybek, 2007; Semerci ve
Yanpar, 2010, Yagci, 2008).

Bu ders kapsaminda, elestirel diisiinme becerisinin iginde yer alan akil yiiriitme, analiz ve
degerlendirme gibi zihinsel siirecler ise kosulacagindan, bu beceri bir 6grenci i¢in Snemli bir
kazanimdir. Elestirel diisiinmede, diisiinme siirecleri bilimsel kanitlar {izerinden siirdiiriildiigiinden,
Ogrencilere bu becerinin Ogretilmesi onlarin etkili ve sorumlu birer vatandas olmasimi saglama
konusunda etkili olacaktir. Ciinkii bilimsel kanitlara dayali diisiinme, tarafsiz, gercek¢i ve
onyargilardan uzak bir diisiinme tarzidir.
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Arastirma Becerisi

Bilgi {iretmenin temel yolu bilimsel arastirma siirecidir. Bu siirece odaklanmis bir dgrenme
siirecinde 6grenmenin kaliciigt ve anlamliligi artacaktir. Ogrenme siirecine etkin olarak katilip,
aragtirarak ve inceleyerek &grenen Ogrenciler, hem sadece bilgiye degil, bilgiyi {iretme siirecine
odaklanmakta, hem de kendi deneyimlerinden anlam ¢ikartmay1 6grenmektedirler.

Ogrencﬂerin bilgi islem siirecinin arastirma yapma ve karar verme asamalarinda basarili
olabilmeleri icin veri toplama ve degerlendirme becerilerine sahip olmalar1 gerekir. Bu yetenek, bir
cok beceriyi de kapsamina alir. Bu becerilerden bazilari, gozlem yapma, dinleme, cesitli kaynak
materyalleri kullanabilme, grafik, tablo, sekil ve diyagramlari yorumlayabilme, harita ve kiireleri
kullanabilme, zaman kavramini ve ardisikligini basari ile algilayabilme olarak sayilabilir (Demirkaya,
2003).

[Ikégretim Programinda arastirma becerisi, dogru ve anlamli sorular sorarak problemi fark etme,
kavrama, planlama ve test etme olarak tanimlanmaktadir (Milli Egitim Bakanligi [MEB], 2005). Problem
¢6zmenin, bilinenden yola ¢ikilarak bilinmeyeni sistematik ve analitik olarak ortaya ¢ikarmak igin
yapilan diisiinsel bir etkinlik oldugu kabul edilmekte ve bu siiregte arastirma ve inceleme
becerilerinin ise kosulmas: gerekmektedir.

Sosyal Bilgiler dersine iliskin olarak ise, bu dersin, diisiinmeye dayali arastirma yoluyla
Ogretilmesi, Ogrencilerin toplumsal ve bireysel problemler karsisinda elestiren, soru sorabilen,
bagimsiz karar verebilen, {iretebilen ve bu problemleri ¢ozebilen bireyler olarak yetistirilmesini
amacglamaktadir.

Iletisim Becerisi

fletisim, bilgi iiretme, iletme ve bilgiyi algilama siirecidir. Iletisim kurmakta asil amacg,
anlasilabilir mesajlarin gonderilmesi yoluyla, kars: tarafin tutum ve davranislarini etkilemek ve belli
bir amaci gergeklestirmektir. Iletisim becerileri, pek ¢ok beceri i¢in temel olusturmakta ve s6zel olan /
olmayan mesajlara duyarlilik, etkili olarak dinleme ve tepki verme biciminde 6zetlenmektedir (Ozer,
2006). Insan bireysel yasaminda kendisiyle, sosyal yasaminda ise diger insanlarla iletisim kurarak
yasamini siirdiiriir. Iletisim bilingli bir siirectir ve insamin ozellikle sosyal yasaminin temelini
olusturur. Insanlarin birbirlerini anlamalar1 , birlikte yasayabilmeleri ve insanin kendini sosyal bir
varlik olarak ifade etmesi i¢in iletisim zorunludur. Toplumsal iletisimin iyi kurulmas: durumunda da
insanin toplumsal bir varlik olarak bagarili olmas: kag¢inilmaz olacaktir (Tutar ve Yilmaz, 2013).

Hkégretim Programinda iletisim becerisi, dinleme, sozlii ya da yazili olarak kendini ifade etme,
tartisma, baglanti kurma, farkli perspektiften bakma, acik fikirli olma, baskalarmin diisiince ve
duygularmi anlama, farkliliklara saygi duyma, goriislerini gerekcelendirme ve ortak bir amag
cevresinde toplanma seklinde tanimlanmistir (MEB, 2005). Modern ve demokratik bir toplumun
biitiin fertlerine saglayacagi en onemli hizmet, onlar1 etkili bir iletisime sahip; okudugunu ve
dinledigini dogru anlayabilen; konustugu ve yazdig1 acik, anlasilir ve yanhis anlamalara sebebiyet
vermeyen; duygu ve diisiincelerini 6zgiirce ifade edebilen bir duruma getirmektir (Kiigiik, 1998).

Ayrica toplumun biitiin bireylerinin gorev sorumluluklarini yerine getirmeleri ve kendi haklarmni
ifade edebilmeleri icin kisiler arasi iletisim becerilerinin yiiksek olmasi gerekmektedir. Bu amagla
gelistirilen iletisim becerileri hem bireyin ve toplumun yasamina zenginlik ve sayginlik getirecek, hem
de kisileraras: saglikli iligkiler olusmasini saglayacaktir. Bu nedenle, iletisim becerisi her ne kadar
temel beceri olarak kabul edilmis olsa da, sosyal bilgiler dersinin amaci geregi de 6nemli bir beceri
alani olma 6zelligi tasimaktadir.
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Sosyal Bilgiler Ogretim Programinda Kazandirilmas: Hedeflenen Alan Becerileri

Sosyal Katilim Becerisi

Bireylerde bilgi, beceri ve degerlere iliskin donanimin olusturulmasi, etkin bir toplumsal katilimi
gerceklestirmek igindir. Boyle bir katilim icin baz1 kisisel, grup etkilesimi ve sosyal/siyasal becerilerin
gelistirilmesi gerekmektedir.

Sosyal katilim becerisi, bireyler arasindaki iliskileri, toplulugun arasindaki bagi veya bir grubun
grup olarak ortaya ¢ikmasini ve grup baginin siirmesini saglar. Sosyal bilgiler dersi kapsaminda
sosyal katilim becerisi, farkli inanglara, kiiltiirlere, ihtiyaglara, duygulara, sorunlara, diger bireylerin
hedeflerine, birey ve gruplarin sorumluluklarina, hak ve 6zgiirliiklerin ¢ignenmesine karst duyarlilik
gosterme; grup calismalar1 planlamada, karar vermede, uyusmazhik durumlarinda ¢éziim onerisi
gelistirme, gerektiginde lider, gerektiginde ise takipgi olarak hizmet verme, yapict grup etkilesimi
kurma; adalet, esitlik ve diger demokratik degerlerin yayilmasinda sorumluluk {istlenmeye yonelik
davranislarin gelistirilmesini amacglamaktadir (Oztiirk, 2007).

Degisim ve Siirekliligi Algilama Becerisi

Degisim ve siireklilik, ozellikle sosyal bilimlerin iki onemli temel O&zelligi olarak kabul
edilmektedir. Ciinkii, bu beceri insanlara yasadiklar: zaman oncelikli olmak iizere, ge¢cmisten bugiine
meydana gelmis ve gelecekte yasanabilecek olaylar1 binlerce yillik insanlik tarihi igerisinde dogru yere
koyma, bu zaman ¢izgisinde insanligin bir yandan devamli bir degisim, diger yandan da siireklilik
igerisinde oldugunu kavrama olanag1 verir (Demircioglu ve Akengin, 2007).

Sosyal bilgiler dersinin tarihe dayali konularinin anlamlandirilabilmesi icin, ge¢misteki olaylarin
meydana geldigi zaman diliminin nasil 6l¢iildiigii ve belirli donemlerin nasil nitelendirildiginin
bilinmesi zorunludur. Ayrica degisim ve siireklilik kavramlarinin 6gretiminde de 6grencileri aktif ve
tiretken kilacak bir dizi 6gretim etkinliginin kullanilmas: gerekmektedir.

Yukarida agiklanan Hkt’)gretim Programi temel ve Sosyal Bilgiler dersi alan becerileri degisik
Ogretim yontem ve teknikleri ve ders materyalleri ile kazandirilabilir. Bu materyallerin en
onemlilerinden biri ders kitaplaridir. Ders kitaplari, yazim ilke ve kurallarmna uygun olarak
hazirlandiginda, 6grenci ve 6gretmen icin 6nemli yol gostericidir. Ders kitabinin ilgili dersin 6gretim
programi ile tutarl: bir biitiinliik icerisinde olmasi gerekmektedir. 2004 yilinda gergeklestirilen egitim
programindaki degisim, dogal olarak ders kitaplarin1 da etkilemis ve ders kitaplarmin yapi ve
icerigini, igerigin sunum bicimini, icerikte yer alan etkinlikleri ve islevlerini, 6grenmenin
degerlendirilmesine olanak saglayan unsurlari da degistirmistir. Ayrica ders kitaplar1 tiglii takim
haline getirilerek, Ogretmen kilavuz kitab1 ve Ogrenci galisma kitabi, ders kitab1 ile birlikte
kullanilmaya baslanmistir. Kitaplarin en 6énemli 6zelligi, egitim ve 6gretim programlarinda yer alan
bilgi, beceri ve degerlerle ortiismesidir. Bu iliskili yapi, 6grencilerin 6gretim hedeflerine ulasmasini
saglamay1 amaglamaktadir.

Amag

Bu ¢alismada, Sosyal Bilgiler ders kitabinin, Hkbgretim Programindaki temel ve Sosyal Bilgiler
Ogretim Programindaki alan becerilerini kazandirma konusundaki yeterliliginin, 6gretmen gortisleri
acisindan degerlendirilmesi amaglanmistir.

Onem

Egitim programlari, Milli Egitim Bakanligi (MEB) tarafindan hazirlanmaktadir. Programlarda yer
alan kazanimlara istenilen diizeyde ulasilmasi, hem &gretmenlere hem de diger ders materyallerine
baglidir. En temel ders materyali olan kitaplarin icerikleri programin kazanimlari ile értiismelidir. Bu
ortiisme ytlizeysel degil, hem hedefler, hem icerik, hem de etkinlikler agisindan derinlikli olmalidir. Bu
calismanin sonuglari, 6gretim programlar ile ilgili ders kitab1 arasindaki iliskiyi ve yeterligi ortaya
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koyacagindan 6nemlidir. Aciklanan gerekgelerle bu ¢alismanin verileri, MEB'1n ve diger ders kitaplari
yazarlarinin, kitaplar1 hazirlama siirecinde, Ogretmenlerin de ders kitaplarinin seciminde ve
kullaniminda, bilimsel bir yol izlemelerini saglayacagindan onemlidir.

Yontem

Arastirma Modeli

Arastirmanin modeli, betimsel tarama modelidir. Bu arastirmada nicel ve nitel arastirma
yontemleri birlikte kullanilmistir. Bu yontem literatiirde karma yontem (Tashakkori ve Teddlie, 2003)
olarak ifade edilmektedir.

Evren /| Orneklem ve Calisma Grubu

Aragtirmada iki farkli veri toplama siireci yiiriitiilmesi nedeniyle drneklem seg¢imi iki bicimde
yapilmistir.

Evren ve Orneklem

Ankara ili merkez ilgelerinde bulunan ilkdgretim okullari, arastirmanin genel evrenini
olusturmaktadir. Arastirmanin c¢alisma evreninin belirlenmesinde ise tabakalamali Ornekleme
yontemi kullanilmistir. Tabakalamali 6rnekleme yonteminde evren 6nce arastirma bulgular: agisindan
onemli farkliliklar gosterebilecegi diisiiniilen degiskenlere gore alt evrenlere ayrilir (Karasar, 1998). Bu
arastirmada calisma evreni, sosyo ekonomik diizeylere gore (alt, orta ve iist) {i¢ tabakaya ayrilmistir.
Daha sonra her bir tabakay: temsil edecek birer ilge secilmistir. Bu ilgelerin seciminde, ilgelerde
bulunan ilkégretim okullarnin donanimlarina ve 6grenci sayilarina gore MEB tarafindan yapilan
derecelendirmelere dayanan istatistikler temele alinmistir. Calismada, alt-sosyo ekonomik diizeyi
(Alt-SED) temsil etmek ig¢in Mamak, orta-sosyo ekonomik diizeyi (Orta-SED) temsil etmek igin
Yenimahalle ve iist-sosyo ekonomik diizeyi (Ust-SED) temsil etmek icin de Cankaya ilgeleri
secilmistir. Mamak ilgesinde 93, Yenimahalle ilgesinde 86 ve Cankaya ilgesinde 108 ilkogretim okulu
bulunmaktadir. Bu okullar aragstirmanin ¢alisma evrenini olusturmustur.

Calisma evreninden drneklem secimi ise oranli kiime 6rnekleme yontemi ile yapilmistir (Karasar,
1998). Tabakalamali 6rneklemede evrenin ¢alisma evrenini temsil etme oranina gore alt evrenden
orneklem almabildigi gibi, belirli bir oranda da Orneklem secilebilmektedir (Balci, 2005). Bu
arastirmada Orneklem se¢me orami %20 olarak belirlenmistir. Buna gore, Cankaya ilgesinden 22;
Yenimabhalle ilgesinden 17 ve Mamak ilgesinden 19 ilkogretim okulu, c¢alisma evreninin %20’sini
olusturmustur. Arastirmada veri doniisiiniin saglanamamasi olasilig1 goz Oniine alinarak, her bir
sosyo ekonomik diizeyden secilen okul sayisi 25 olarak belirlenmistir. Okullarin sec¢iminde basit
tesadiifi 6rneklem yontemi kullanilmistir. Ogretmerﬂerin seciminde ise su yol izlenmistir; ¢calismanin
konu alam1 5. smif Sosyal Bilgiler ders kitabi olmasindan dolay:r her bir okuldan 5. siuf
ogretmenlerinden iki 6gretmen secilmistir. Her okuldan iki 6gretmen segilmesinin nedeni, alt sosyo
ekonomik diizeyi temsil eden ilkdgretim okullarinin bazilarinda en fazla iki 5. sinif subesi olmasidir.
Arastirmada toplam 150 6gretmen belirlenmistir. Verilerin doniis oranina gore Ust-SED’i temsil eden
ilkogretim okullarindan 46; Orta-SED’i temsil eden ilkogretim okullarindan 42 ve Alt-SED’i temsil
eden ilkdgretim okullarindan ise 44 6gretmen olmak {izere 132 6gretmen ile ¢alisma yiiriitiilmiistiir.
Ogretmenlerin 80’1 kadin ve 42'si erkektir.

Calisma Grubu

Aragtirmanin ¢alisma grubu igin, drneklem olarak secilen okullardan her bir sosyo ekonomik
diizeyi temsil eden iki ilkdgretim okulu, her ilkogretim okulundan da iki 5. smif 6gretmeni olmak
tizere, toplam 12 6gretmen segilmistir.
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Veri Toplama Araglarinin Hazirlanmasi ve Verilerin Toplanmas:

Aragtirmada, nicel verilerin toplanmasi amaciyla arastirmaci tarafindan anket hazirlanmistir.

Anketin hazirlanmasinda su agamalar izlenmistir:

a.

2005 yilinda uygulamaya konulan Hkégretim Programindaki temel beceriler ve Sosyal Bilgiler
Ogretim Programindaki alan becerileri ve bu becerilerin gostergeleri liste olarak
hazirlanmigtir.

Hazirlanan bu liste, bir forma doniistiiriilmiistiir. Bu form yedi sosyal bilgiler 6gretimi alan
uzmaninin ve yedi 5. sinif 6gretmeninin goriisiine sunulmustur.

Uzmanlardan ve d6gretmenlerden, Sosyal Bilgiler dersi igin oncelikli olarak dnemli goriilen ilk
bes beceriyi siralamalari istenmistir.

Her bir uzmandan alinan goriisler analiz edilmis ve 6nemli goriilen ilk bes beceri alam
belirlenmistir. Bu beceri alanlar1 sirasiyla Elestirel Diisiinme, Sosyal Katilim, Degisim ve
Siirekliligi Algilama, Arastirma ve Tletisim Becerileridir. Secilen bu bes beceriden ilk iigii temel
beceri, diger ikisi ise Sosyal Bilgiler alan becerileridir.

Uzman goriislerine gore secilen beceriler ve gostergeler, arastirmada veri toplama amaciyla
anket formuna doniistiiriilmiistiir.

39 maddeden olusan ankette Katiliyorum, Kismen Katiliyorum ve Katilmiyorum segenekleri ile
3’lii dereceleme kullanilmistir.

Aragtirmada, nitel verilerin elde edilmesi amaciyla goriisme formu hazirlanmistir. Anketten elde

edilen verileri desteklemek ve goriislerin olasi nedenlerine iliskin derinlemesine bilgi elde etmek

amactyla anket, goriisme formuna doniistiiriilmiistiir. Yapilandirilmis olan bu goriisme formu ile

nitel veriler toplanmistir. Goriismeler 6gretmenlerden izin alinarak ses kayit cihazi ile kaydedilmistir.

Veriler, arastirmaci tarafindan 2009 yilinda toplanmuistir.

Verilerin Analizi

Nicel verilen analizinde, betimsel istatistik (f, %) kullanilmistir. Her bir maddeye iliskin

goriiglerin dagiliminin yogunlastigi secenekleri belirlemek amaciyla mod ve medyan degerleri de

belirlenmisgtir.

Gortisme formu ile elde edilen nitel verilerin analizinde ise betimsel analiz yontemi

kullanilmistir. Betimsel analizde su agsamalar izlenmistir:

Nitel verilerin yorumlanmasi sirasinda istenildiginde orijinal verilere doniis yapabilmek igin
goriisme Sncesinde her bir 6gretmene kod verilmistir.

Ses kayit cihazi ile elde edilen veriler, bilgisayar ortamina aktarilmistir.

Veriler, goriisme formunda yer alan Katiiyorum, Kismen Katiliyorum ve Katilmiyorum
kategorilerine gore ayrilmistir.

Nicel verileri yorumlamak ve desteklemek icin 6gretmen goriislerinden orijinal ve dikkat
cekici alintilara yer verilmistir (Yildirim ve $imsek, 2005).

Nitel veriler, ilgili nicel veriler ile birlikte sunulmustur.
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Bulgular ve Yorum

Bulgularin bu béliimiinde, Hkégretim Programindaki temel becerilerden arastirma kapsamina
alinan elestirel diisiinme, arastirma ve iletisim becerilerine ait 6gretmen goriisleri sunulacaktir.

Elestirel Diisiinme Becerisi
Tablo 1

Sosyal Bilgiler 5. Sinif Ders Kitabinin Elegtirel Diisiinme Becerisini Kazandirmaya Uygunluguna [liskin
Ogretmen Goriislerine Yonelik Sonuclar

Kismen
Katiliyorum Katilmiyorum
Katiliyorum TOPLAM
Elestirel Diigiinme Becerisi Mod Medyan 3) @) (0)
f % f % f % f %
Olaylar arasinda sebep-sonug
iligkisi kurma becerisini 2 2.00 3 273 72 545 24 182 132 1000
gelistiriyor.
Olaylardan kural ve ilkeye
ulagmasina imkan sagliyor. 2 2.00 28 21,2 78 591 26 197 132 1000
Olaylardan genellemelere 2 2.00 31 23,5 76 57,6 25 18,9 132 100.0
varmasini sagliyor.
Olaylar1 yorumlamada farkl
bakis agisi geligtirmesini 2 2.00 3 273 69 523 27 205 132 1000
kazandiryor.
Olaylar1 sorgulamasin 2 2.00 38 28,8 71 53,8 23 174 132 100.0
sagliyor.

Olaylari/olgular1 benzerlik ve

farkliliklara gore siniflama 2 2.00 29 220 81 614 22 16,7 132 100.0
yapmasini sagliyor.

Objektif dl¢iitler belirleyerek

degerlendirme yapmasini 2 2.00 35 265 64 485 33 250 132 100.0
sagliyor.

Bir konu ile ilgili ve ilgisiz 2 2.00 36 27,3 61 46,2 35 26,5 132 100.0
bilgileri ayirt etmesini sagliyor.

Olaylar hakkindaki kalip 2 2.00 32 24,2 66 50,0 34 25,8 132 100.0
yargilari fark ediyor.

Olaylardan / olgulardan

¢ikarimda bulunmasimi 2 2.00 31 235 77 583 24 182 132 100.0
sagliyor.

Sosyal bilgiler 5. Sinif ders kitabinin elestirel diisiinme becerisini kazandirmaya uygunluguna
iliskin olarak, 6gretmenlerin ¢ogunlugu, kitabin kismen uygun oldugunu belirtmistir.

Gorlisme yapilan Ogretmenler ise ders kitabinin elestirel diisiinme becerisini kazandirmaya
uygun olmadigini belirtmistir. Ogretmenler, elestirel diisiinme becerisinin gostergelerinden &zellikle
sebep sonug iliskisi kurma, olaylar:t yorumlamada farkli bakis agist gelistirme ve olaylari sorqulamasini saglama
gostergelerinin kazandirilmasinda ders kitabinin yeterli olmadigini ifade etmistir. Bu konuda iki
O0gretmenin yorumu soyledir:
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“Ogrencilerin sebep sonug iliskisini kurabilmeleri i¢in olaylar hakkinda konusmalars,
olaylar1 sorgulamalari, fikirlerini ifade edebilmeleri ve farkli goriisleri
dinleyebilmeleri gerekmektedir. S6z konusu becerilerin kazandirilmasi igin ders kitab1
yeterli degildir...”(K,37).

“Ogrencﬂer fikirlerini soyliiyorlar, ancak o fikre bagli farkli ve alternatif fikirler
iiretme, tartisma, planlama, eylemde bulunma gibi daha {iist diizey diisiinme
becerilerini gosteremiyorlar”(K,47)

Objektif dlciitler belirleyerek degerlendirme yapma gostergesine iligkin olarak ise bir 6gretmen,

“Ders kitabinda, olaylarin yasandigi dénemin kosullarini objektif bir bicimde ortaya
koyarak nedenlerine ve sonuglarma iliskin tartismaya yer verilmemistir” (E,48)
acgiklamasini yapmustir.

Bir konu ile ilgili ve ilgisiz bilgileri ayirt etme gostergesine iliskin olarak, bir 6gretmen;
“Ders kitab1 zaten ilgili bilgiyi vermis, metinler, resimler, etkinlikler bu bilgiler
tizerinde kurgulanmis. Bu durumda 6grencilerin ilgili olmayan bilgiye ulasmalar1 ve
ayirt etmeleri gibi bir davranisin olusmasi beklenemez” (E,45) yorumunu yaparken,
bir diger 6gretmen de bu goriisii destekleyen asagidaki agiklamay1 yapmuistir:

“Cocuk, bu bilgi ilgilidir, bu bilgi ilgisizdir gibi bir tartismaya hi¢ girmiyor. Kitapta
konu ile ilgisiz bilgiye de yer verilmis olsaydi, 6gretmen cocuklarin ilgili ve dnemli
bilgiyi ayirt etmelerini saglayabilirdi.... Ornegin ben bu konuda farkli bir etkinlik
yaptirdim. Bir resim verdim ve bu resimde konu ile ilgili 6geler oldugu gibi konu ile
hig ilgisi olmayan 6geler de vardi. Cocuklar resimde konu ile ilgili olmayan unsurlar:
ayirt edebildi. Ancak bu kitabin kazandirdig: bir beceri degil. Kitap zaten ¢ocuga ben
senin i¢in konu ile ilgili bilgiyi veriyorum demektedir” (E,43).

Elestirel diisiinme becerisi ile ilgili bir 6gretmen, olaylar hakkinda kalip yargilar: fark etme
gostergesini dikkate alarak, “ders kitab1 sanki bash basina kalip yarg: olusturmay: amaglamis” (K,45),
yorumunu yapmistir. Ders kitabinin elestirel diisiinmenin kapsaminda sorgulama, olaylari
yorumlamada farkli bakis agis1 gelistirme gibi davranislarin kazandirilmasi igin yeterli olmadiginda
kalip yargilarin olusmasi kaginilmazdir.

Calisma grubunda yer alan 6gretmenlerin {icte biri bu becerilerin kazandirilamamasinin nedenini
ders kitabina degil, daha ¢ok uygulamalarin yetersizligine dayandirmistir. Elestirel diisiinme
becerisinin kazandirilmasinda ders kitabinin uygun oldugunu diisiinen 6gretmenler, daha ¢ok kendi
yonlendirmeleri ile bunun saglandigin belirtmislerdir. Narin (2009) tarafindan, Sosyal Bilgiler dersi
Ogretmenlerinin elestirel diisiinme becerilerinin ve elestirel diisiinmeye yonelik kullandiklar1 6gretim
yontemlerinin incelendigi c¢alismada, Ogretmenlerin anket sonucunda elde edilen veriler
dogrultusunda elestirel diisiinme becerilerini gelistirici yoénde cevap verdikleri, ancak goriisme
sonuglarinda, 6gretmenlerin daha ¢ok soru cevap ve anlatim yontemini tercih etiklerini tespit
edilmistir. Cesitli arastirmalar da gostermektedir ki Ogretmenler, elestirel diisiinme becerisini
kazandirmada zaman zaman yetersiz kalmaktadirlar (Karadeniz, 2006; Leming, 1998; Ozdemir, 2005;
Tahiroglu, 2006; Tagkaya ve Bal, 2009).

Ders kitabinin, elestirel diisiinme becerisinin kazandirilmasi ig¢in uygun oldugu goriisiine katilan
Ogretmenlerin sayisinin az olmasi, arastirmanin onemli bir bulgusudur. Sunal ve Haas (2002),
ogrencilerin, elestirel diisiinmeyi olusturan Ozellikleri ve yetenekleri ilkogretim kademesinde
gelistirmeye baslayabileceklerini belirtmektedir. Smith (2003), egitim programlarinin, 06zellikle
ogrencilerin birer elestirel diisiiniir olmasini saglayacak yapida olmas: gerektigini belirtmistir . Ancak,
tilkemizde elestirel diisiinme becerisinin kazandirilmasina engel olan faktorler arasinda ogretim
programinin igeriginin yogun olmasi (Karadeniz 2006; Yagci, 2008) ve ders kitabinin yetersizligi
gosterilmistir (Yagce1, 2008). 2005 yilinda uygulamaya konulan Hkbgretim Programinda da elestirel
diisiinme becerisine sahip bireyler yetistirmenin dnemi sik¢a vurgulanmaktadir. Kalayci (2001), bu
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becerinin kazandirilmas: igin neler yapilmas: gerektigini soyle aciklamaktadir: Elestirel diisiinme,
yaratict diisiinme ve problem ¢dzme becerilerinin agik, net bir sekilde tanimlanmasi, igerigin
olusturulmasina yonelik asamalarin belirlenmesi, icerik asamalari ile beraber bu becerilerin 6gretme
yollarinin belirlenmesi gerekmektedir.

Arastirma Becerisi
Tablo 2

Sosyal Bilgiler 5. Sinif Ders Kitabinin Arastirma Becerisini Kazandirmaya Uygunluguna Iliskin Ogretmen
Goriislerine Yonelik Sonuclar

Kismen
Katiliyorum Katilmiyorum
Katiliyorum TOPLAM
Arastirma Becerisi Mod Medyan (3) ) 1)
f % f % f % f %
Okudug 1
cucHti ahiamasim 2 200 52 394 62 470 18 136 132 1000
saghyor
Okudug 1
Hougunt yoramiamasint 2 200 52 394 60 455 20 152 132 100.0

sagliyor.

Metni anlamaya yardimeci olan

gorsel 6gelerdeki (resim grafik, 2 2.00 53 40,2 63 477 16 12,1 132 100.0
tablo ve ¢izelge) ipuglarini ve

agiklamalar: kullanmasini

sagliyor.

Olgu ve goriisleri ayirmasin

o 2 2.00 29 22,0 75 56,8 28 21,2 132 100.0
sagliyor.

Edindigi bilgiyi kullanilabilir

sekilde planlama becerisini 2 2.00 28 212 74 56,1 30 227 132 100.0
kazandiryor.

Uygun bilgi kaynagina ulasma

yollarinin 8grenilmesini 2 2.00 42 31,8 63 47,7 27 205 132 100.0
sagliyor.

Kaynak olarak toplumu nasil

yararlanabilecegini 2 2.00 31 235 79 59,8 22 16,7 132 100.0
O6grenmesini sagliyor.

Ogretmenlerin ¢ogunlugu, ders kitabinin arastirma becerisini kazandirmak icin kismen uygun
oldugunu belirtmistir. Ogretmenlerin onemli bir kismi1 da tabloda yer alan ilk ii¢ gosterge icin, kitabin
bu beceriyi kazandirmak icin uygun oldugunu savunmustur.

Bu sonuglara karsin, goriisme yapilan Ogretmenler ise ders kitabinin arastirma becerisini
kazandirmak igin uygun olmadigini belirtmistir.

Okudugunu anlama gostergesine iligkin, iki 6gretmenin yorumu benzerlik gostermektedir:

“Ders kitabinda yer alan yazili metinlerin, 6grencilere okutturulmasi ile 6grencilerin
okuma ve okudugunu anlama becerisini kazandiklar1 yoniinde yanls bir alg1 var”
(E,43).

“Yazili metinlerin, dgrencilere okutturulmasi, arastirma becerisini tam anlamiyla
kazandirmayacaktir”(K,34).
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Ayni gostergeyi bir diger 6gretmen iletisim becerisi ile iliskilendirerek soyle yorumlamistir:

“Okudugunu anlamak ve yorumlayabilmek, yazili olarak iletilen bir mesajin ne
demek istedigini ¢Ozmektir. Ders kitab1 bilgiyi vermekte ancak bu bilgiyi
anlayabildigini gosteren etkinliklere sinirli yer vermektedir” (E,34).

Myers ve Savage'nin (2005) agiklamasi Ogretmenlerin bu yondeki goriislerini destekler
niteliktedir. Arastirmacilar, 6grencilerin ders kitaplarindan 6grenmesini saglamanin, onlardan sadece
metni okumalarin1 ve sorulari cevaplamalarini istemekten ¢ok daha fazla bir sey oldugunu
vurgulamaktadir. Ogrencilerin, oncelikle bilgi olusturmaya ve anlami kesfetmeye yardimci olacak
O0grenme stratejilerini nasil kullanacaklarin1 6grenmeye gereksinimleri vardir.

Metni anlamaya yardimci olan gorsel 63elerdeki (vesim grafik, tablo ve cizelge) ipuclarimi ve agiklamalar:
kullanma gostergesine iligkin olarak, goriisme yapilan Ogretmenler, diger gostergelere gore daha
olumlu sayilabilecek goriis belirtmislerdir. Ogretmenler ders kitabinin genel olarak en olumlu
ozelliginin gorsel 6gelere yer vermesi oldugunu diisiinmektedir. Ancak bir 6gretmenin,

“Ders kitabinda gorsel Ogeler olmasi giizel, ancak bazi resimler konunun
anlasilmasinda yiizeysel ve Ogrencilerin st diizey diislinme becerilerini
gostermelerinde yetersiz kalmis” (K,44), goriisii onemlidir.

Sosyal Bilgiler ders kitaplarinda yer alan resimlemelerin degerlendirildigi arastirmada, Turan
(2008) resimlerin agik ve kapali kompozisyon olarak siniflandirildigini  belirtmistir. Agik
kompozisyon, konuyla ilgili resimlemenin disina ¢ikarak devaminin ¢ocugun hayal giiciine bagh
olarak gelistirilmesini saglayan bir teknik olarak aciklanmaktadir. Kapali kompozisyonda ise resimler
tizerinde Ogrenciler tarafindan bir miidahale yapilamamakta; resimler, verilmek istenen mesajlar
yoruma agik olmayan bir bicimde sunulmaktadir. Yukarida verilen 6gretmen goriisleri goz oniine
alindiginda, ders kitabinda yer alan resimlerin daha ¢ok kapali komposizyon bigiminde verildigi
sOylenebilir.

Uygun bilgi kaynagina ulagma yollarimin 6grenilmesini saglama, edindigi bilgiyi kullanabilir sekilde
planlama becerisini kazandirma, olgu ve goriisleri ayirma gostergelerine iliskin olarak 6gretmenler, ders
kitabinin 6grencilere cesitli bilgi kaynaklarina ulasma yolunu gostermedigini diisiinmektedirler. Bu
goriisli destekleyen bir 6gretmenin yorumu su sekildedir:

“Ders kitab1, 0grenciyi daha ¢ok internete yonlendirmektedir. Ogrenciler, bilgiyi
hangi kaynaktan elde edebilecegi konusunda, ya dgretmenden ya da ailelerinden
destek almadig siirece, ders kitabi bu yonlendirmeyi yeterince saglayamamaktadir”
(E,34).

Bu goriise ek olarak bir bagka goriis ise soyledir:

“Ogrencﬂer internette konuyu ¢esitli arama sitelerinden arastirip, okuma-inceleme-
yorumlama yapmaksizin sinifa getirmekteler. Ciinkii ders kitabinda &grencilere
verilen arastirma yonergeleri Internetten arastirn seklindedir” (E,41).

Bu agiklamay1 destekleyen bir 6gretmenin goriisii ise son derece anlamlidir:

“Cocuk bilgiyi topluyor ancak rapor haline getirmeyi bilmiyor. Bunu yapamadig; i¢in
de ¢ok ilging konulari merak ediyor ancak yapilandirmasini beceremiyor. Internetten
bilgiyi alip gelmek, arastirma yapmak ile esdeger kabul edilmemelidir. Bu sekilde
uygulandig1 siirece aragtirma becerisi gelismiyor. Geligtirilmesi gereken arastirma
becerisi de yanlis anlasiliyor” (K,47).

Mentis (2007) tarafindan yapilan sosyal bilgiler 6gretiminin standartlarinin belirlendigi ¢alismada
“farkli kaynaklardan bilgiye ulasma yollarina yer verme” standardinin oldukg¢a &nemli oldugu
vurgulanmigtir. Ancak, bir durumun 6neminin vurgulanmasi bu durumun 6nemi dogrultusunda
ogretildigini ya da dgrenildigini gostermemektedir. Bean (2000) ilging ve ilgi ¢ekici bir sorun hakkinda
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0dev yazmanin, arastirma yapmanin ayni zamanda elestirel diisiinceyi harekete gecirmek igin iyi bir
ara¢ oldugunu 6ne siirmektedir. Ciinkii yazma, diisiinmeyle siki bir baglant: icerisindedir. Bean yaz1
yazarken giiclitk ¢ekmenin, diisiinmede zorluk ¢ekmek oldugunu iddia etmektedir. Ders kitabindan
alinan ilgi gekici bir sorun hakkinda yazili bir 6dev hazirlamanin, 6grencilerin dogal merakin
uyandirabilecegini ve onlar1 6grenmeye giideleyebilecegini vurgulamaktadir.

Myers ve Savega (2005) tarafindan yapilan arastirmada da arastirma becerisine iliskin elde edilen
bulgulara gore 6gretmenler, ders kitaplarinin 6grencileri arastirma yapmaya istekli hale getirmedigi
goriisiinde olduklar1 belirlenmistir. C)grencilerin ders kitaplar1 disinda da bir sekilde bilgiye ulastigy,
ancak o bilgiyi organize edebilme, planlama, raporlastirma gibi becerileri gosteremedikleri ifade
edilmistir. Bu belirleme, arastirmanin bulgularini destekler niteliktedir.

MEB tarafindan 2008 yilinda yapilan Hkégretim Programlarinin ve Ders Kitaplarinin
Degerlendirilmesine Yonelik Calistay sonuglarinda, 6grencilerin arastirmaya yoneltilmesi, yaparak-
yasayarak etkili ve kalic1 6grenmeye olanak saglanmasi, programin ve ders kitaplarinin olumlu
oOzellikleri olarak belirtilmistir (MEB, 2008b). Calistay sonuglar1 ile bu arastirmanin bulgularinin
celistigi goriilmektedir.

Iletisim Becerisi

Tablo 3

Sosyal Bilgiler 5. Simf Ders Kitabimn Iletisim Becerisini Kazandirmaya Uygunluguna Iliskin Ogretmen
Goriislerine Yonelik Sonuclar

Katiliyorum Kismen Katilmiyorum
. . Katiliyorum Toplam
Iletigim Becerisi Mod Medyan (3) ) (W))
f % f % f % f %
Dinleme becerisi kazandiriyor 2 2.00 43 32,6 35 26,5 54 40,9 132 100.0
S06zlil ya da yazili olarak 2 2.00 48 36,4 30 22,7 54 40,9 132 100.0
kendini ifade etme becerisi
kazandiriyor.
Tartisma becerisini 2 2.00 36 27,3 40 30,3 56 42,4 132 100.0
gostermelerini sagliyor.
Olaylar ya da durumlar
arasinda baglantilar 2 2.00 30 27 86 652 16 12,1 132 100.0
kurduruyor.
Olaylara farkli perspektiften
bakmalarini sagliyor. 2 2.00 37 280 72 545 23 17,4 132 100.0
Farkl1 goriis ve diisiincelere 2 2.00 45 34,1 60 45,5 27 20,5 132 100.0
agik olmalarini saglhyor.
Bagkalariin duygu ve
diistincelerini anlama becerisi 2 2.00 42 31,8 73 553 17 12,9 132 100.0
kazandiryor.
Farkliliklara saygt 2 2.00 47 35,6 70 53,0 15 11,4 132 100.0
gostermelerini sagliyor.
Olay/olgulara iliskin
goriislerin mantikli ve saglam
gerekgelere dayandirilmasi 2 2.00 40 30,3 72 545 20 15,2 132 100.0
gerektigi olgusunu
kazandiryor.
Ortak bir amag ¢evresinde 2 2.00 47 35,6 69 52,3 16 12,1 132 100.0

birlikte calisma becerisi
kazandiryor.
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Ogretmenler, ders kitabinin iletisim becerisinin ilk ii¢ gostergesini kazandirmak igin uygun
olmadigini belirtmistir. Diger gostergelere iliskin goriisler ise kismen uygun oldugu yoniindedir.
Goriisme yapilan Ogretmenler ise ders kitabinin iletisim becerisini kazandirmak igin uygun
olmadigini belirtmistir.

Ozellikle iletisimde en 6nemli beceri olan dinlemeye iliskin, bir 6gretmenin yorumu su sekildedir:

“Ogrencﬂer, pasif bir dinleme davranisi gostermektedir. Iletisim becerisi icindeki
dinleme, pasif olmay1 degil, aktif olmay1 gerektirir”(E,43).

Cubukcu ve Giiltekin (2006) tarafindan yapilan c¢alismada Ogretmen goriislerine gore
ilkogretimde Ogrencilere kazandirilmasi gereken en Onemli sosyal becerilerin neler oldugu
belirlenmistir. Calismada 6gretmenler, 6grencilere kazandirilmasi gereken beceriler arasinda dinleme,
iliskiyi baglatma ve siirdiirme becerilerinin olmasi gerektigini belirtmistir.

Tartisma becerisini gostermelerini saglama gostergesine iliskin olarak bir d6gretmen ise su goriisii
belirtmistir.

“Tartisma becerisi okudugunu anlama, dinleme, yorumlama, kendini ifade etme gibi
becerilerin tiimiiniin ise kosulmasmi gerektirmektedir. Hem ©n kosul beceriler
karsilanmadigr i¢in, hem de ders kitabinda tartisma Olgiitleri yeterince ortaya
koyulmadig icin gocuklar tartismanin nasil yapilacagini bilmemektedir” (E,45).

“Sozlii ya da yazili olarak kendini ifade etme” gostergesi ile ilgili olarak bir 6gretmen ders kitabinda
ogrencilerin diisiincelerini ifade etmeleri igin ¢esitli sorular verildigini agiklarken (K,38), bir bagka
Ogretmen sorularin niteligi ile ilgili su goriisii belirtmistir:

“Ders kitabinda yer alan sorular, gercek yasamdan secilmis problemler degildir.
Sorular 6grencilerin kendilerini ifade etmelerine yonelik degil, var olan bir bilginin
istenmesine yoneliktir”(E,48). Bu goriisii farkli bir bicimde destekleyen &gretmenin
goriisii ise soyledir:

“Yapilan etkinlik, soru sordum; cevabini aldim seklinde olmamalidir. Her bireyin
kendi rengi ve kendi diisiinceleriyle varligi onemlidir. Iletisimin temelinde de bu
vardir. Ders kitabinda 6grencilere sorulan sorular onlar iist diizey diisiinmeye sevk
edecek ya da kendi diisiincelerini ortaya koymasmi saglayacak yapida degildir”
(E,34).

Hkégretim Programina gore temel becerilerin kazandirilmasi {izerine gerceklestirilen bir
arastirmada 4. siniftan 7. sinifa dogru sinif diizeyi arttikga {ist yeterlik diizeylerine ulasma oranlarinin
azaldig1 saptanmistir. Ozellikle devlet okullarinda temel becerilere ulasilma oranlari oldukga diisiik
cikmistir. En iist yeterlik diizeyine 6grencilerin sadece %2’si ulasabilmistir (Giizel ve dig., 2009). Giizel
ve digerlerinin arastirma sonuglari ile bu arastirmanin sonuglari paralellik gostermektedir.

Hennings (2000) iletisimin 6grenmenin merkezinde oldugunu, dgretmenlerin sosyal etkilesime
dayanan Ogrenme stratejileri kullanarak, oOgrencilerin iletisim becerisinin giiglendirilebilecegini
savunmaktadir (akt; Farris, 2004).

Bulgularin ikinci bdliimiinde, Sosyal Bilgiler Ogretim Programindaki alan becerilerinden
arastirma kapsamina alinan sosyal katilim, degisim ve siirekliligi algilama becerilerine ait 6gretmen
goriisleri sunulacaktir.
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Sosyal Katilim Becerisi

Tablo 4

Sosyal Bilgiler 5. Sif Ders Kitabinin Sosyal Katilim Becerisini Kazandirmaya Uygunluguna Iliskin Ogretmen

Goriislerine Yonelik Sonuclar

Sosyal Katilim Becerisi

Kismen

Katiliyorum

Mod Medyan 3 ) (¥))

Katiliyorum Katilmiyorum

TOPLAM

f % f % f % f %

Kendisini, yakin ¢evresini
etkileyen konularda bilgi
sahibi olmaya isteklilik
sagliyor.

3 2.00 57 432 27 205 48 364 132 100.0

Birbirlerinin ihtiyaglarin
kargilamak i¢in insanlar
arasindaki ortak iligkiyi
tanima becerisi kazandiriyor

3 2.00 50 44,7 28 212 45 341 132 100.0

Bireyler, gruplar ve
toplumun ihtiyaglarin
karsilamak i¢in bireyler,
gruplar, kurumlar ve sosyal
orgiitler arasindaki iligkiyi
tanimalarini sagliyor.

1 2.00 37 280 39 295 56 424 132 100.0

Farkli grup ve durumlarin
dinamiklerine uyulmasi
gerektigini fark ettiriyor.

1 2.00 33 250 37 280 62 470 132 100.0

Sosyal katilimin gerekli
oldugu durumlari
belirlemelerini
kolaylastiriyor.

1 2.00 39 295 36 273 57 432 132 100.0

Yakin gevresini ve toplumu
etkileyen konularda
ihtiyaglarin karsilanmasi igin
fikir tiretme, bu fikri
gevresindekilere iletme,
goriisme, tartisma, planlama,
uzlagma ve eylemde
bulunma vb. becerileri
kazandiryor.

1 2.00 42 31,8 38 28,8 52 39,4 132 100.0

Bulundugu gruba, kuruma,
sosyal bir orgiite farkl
rollerde hizmet edebilme
becerisi kazandiriyor.

1 2.00 32 242 35 265 65 492 132 100.0

Sosyal katilim becerisinin 6grencilere ders kitab: ile kazandirilmasina iliskin hem anket, hem de

goriisme sonuglarma gore dgretmenlerin ¢ogunlugu, ders kitabinin uygun olmadigin belirtmistir. Bu

konuda 6gretmenlerin goriisleri soyle siralanabilir:

“Kendimizi ve yakin ¢evremizi ilgilendiren gergek sorunlar ele alinmiyor” (K,37),

“Eger bireylerin yasamlar1 egitim ile doniistiiriilmek isteniyorsa, bireyin yasamini

etkileyen gercek bir soruna da deginmek gerekirdi” (E,41),
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“Ders kitabinda Ogrencinin sosyal yasamin gergek ihtiyaclarindan haberdar, dis
diinyaya acilan, bu konu ile ilgili karsilastirmalar yapabilen bireyler haline
gelebilmelerini saglayacak bir kurgu goremiyoruz” (K,44).

“Ders kitabinda gercek yasamla bag kurulamiyor. Kitapta Orgiitsel yapilar, sadece
resmi kurumlarla smirlandirilmistir. Bireyin ihtiyaglarini karsilamasi, farkli gruplar
icerisinde ve sosyal Orgiitlenme igerisinde yer alabilmesi yasamin kendisidir. Farkl
grup ve durumlarin dinamiklerine uyulmasi i¢in bu dinamiklerin igine girilmesi,
bireylerde farkindaligin olusturulmasi gerekmektedir” (E,43).

Yukaridaki sonuglar analiz edildiginde, 6gretmenler sosyal becerilerin kazandirilmasinda ders
kitabinin gercek yasam problemleri ile iliski kurularak yapilandirilmadigini elestirmektedir. Ders
kitaplarinin igeriklerinin tasariminda ogretim programi hedeflerine dayali olarak gercek yasam ile
iliskili yapinin olusturulmasi, yazarlarin dikkat etmesi gereken en 6nemli konulardan biridir.

Bu beceriye iligskin bir bagka goriis ise,
“Ders kitabinda bir gruba ait olma ve grubun dinamiklerini tanima gibi beceriler 6n plana
¢ikartilmadig gibi, daha ¢ok bireyci bir anlayis sezdirilmeye ¢alisilmaktadir” (E,45).

Bireylerin, gruplar ve toplumda var olan sosyal orgiitler arasindaki iliskiye ve dinamiklere iligkin
farkindalik gelistirmesi amaci, Sosyal Bilgiler dersinin temel amaglarindan birini olusturmaktadir.
Vygotsky’e gore, 6grenenin gelisimi sadece bireysel ¢alismalar ile gerceklesmez. Bireyin, yasadig:
sosyal diinyayr da incelemesine olanak saglayan bir ortam yaratilmasi gerekir. Sosyal cevre,
¢ocuklarin 6grenmeleri ve anlami yapilandirmalar: icin bir aragtir. Bununla birlikte, sosyal cevre,
kurallar ve normlardan meydana gelmektedir. (Wood,1998; Yurdakul, 2005).

ﬂkijgretim Programinda Yapilandirmaci Ogrenme Kuramr'min temel alindig1 diisiiniiliirse,
programda konu merkezli bir program tasarimi yerine, 6grenen ve sorun merkezli program tasariminin
benimsenmesi beklenmektedir. Sorun merkezli program tasarimi, okulla yasam arasinda bag kurulmasini,
yasamda karsilasilabilecek durum, olay ve sorunlarin dgrenme-ogretme siirecinde ise kosulmasini
gerektirmektedir. Ogretim programina uygun olarak hazirlanan ders kitaplarinin da 6gretim programinin
temel aldig1 6grenme yaklasimlarini ve program tasarim ilkelerini yansitmasi gerekmektedir.

Degisim ve Siirekliligi Algilama Becerisi
Tablo 5

Sosyal Bilgiler 5. Sinif Ders Kitabinmin Degisim ve Siirekliligi Algilama Becerisini Kazandirmaya Uygunluguna
Iliskin Ogretmen Goriiglerine Yonelik Sonuclar

Kismen

Katiliyorum Katilmiyorum
Degisim ve Siirekliligi y Katiliyorum Y TOPLAM
.. Mod Medyan (3) (W))
Algilama Becerisi 2
f % f % f % f %

Olaylar arasinda benzerlik ve 1 2.00 43 32,6 26 19,7 63 47,7 132 100,0
farkliliklar1 bulmalarini sagliyor.
Zamanla olusan stireklilik ve
degisimi algilama becerisini 1 2.00 34 25,8 35 26,5 63 47,7 132 100,0
kazandiryor.
Tarihsel olgular1 ve yorumlari
ayirt etmelerini saglhyor. 1 2.00 29 22,0 36 27,3 67 50,8 132 100,0
Gegmisteki problemlerin neden-
sonug iligkisini tanimalarin 1 2.00 31 235 50 37,9 51 38,6 132 100,0

sagliyor.

Tarihsel bir problemin
¢oziimiine alternatif ¢oziimler 1 2.00 21 15,9 54 40,9 57 43,2 132 100,0
bulmalarini sagliyor.

Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi / 2014 Cilt: 4, Say1: 8



38 F. Hayirsever, M. A. Kisakiirek

Ogrencﬂere degisim ve siirekliligi algilama becerisinin kazandirilmasina iliskin hem anket, hem
de goriisme sonuglarina gore 6gretmenlerin ¢cogunlugu, ders kitabinin uygun olmadigini belirtmistir.

Tarihsel bir problemin ¢oziimiine alternatif coziimler bulmalarimi saglama gostergesine iliskin, iki
Ogretmenin yorumu su sekildedir.

“Ders kitabinda tarihsel olaylarin nasil ¢6ziild{igii, nasil bir sonuca gelindigi ile ilgili
konulara yer verilmektedir. Ancak hali hazirdaki ¢6ziimiin alternatifleri {izerinde
durulmamakta; 6grenciyi daha baska ne yapilabilirdi noktasina tasimamaktadir” (E,41).

“Ders kitabinda olaylarin ¢oziimleri, sonuglar1 oldugu gibi verilmekte; tartismaya
gidilmemektedir” (K,30).

Sosyal Bilgiler dersindeki ozellikle tarih konularimin 6gretiminde, Ogrencilerde tarihsel
sorgulama becerisini gelistirmeye odaklanilmalidir. Bu beceri Ogrencilere, tarihsel olaylarin
kronolojisini 6gretmenin yani sira, kanit ve bilgileri kullanarak bunlarin nigin meydana geldigini
kesfetmelerini saglar (Ata,2000; Farris, 2004; Oztiirk, 2007; Simsek,2006).

Zamanla olusan siireklilik ve degisimi algilama gostergesine iliskin olumsuz goriis belirten bir
Ogretmenin goriisii oldukca dikkat ¢ekicidir:

“Zaman degisimi kendiliginden olmaz, zamanla olustu dedigimiz seylerin arka
planinda yer alan olgu aslinda zaman igindeki arayislar ve fikir {iretimidir. Ders
kitabinda soyle bir sey veriliyor: zamanla her sey degisti; bu sekilde verildiginde bu
degisime senin miidahale etme sansin yok demektir. Bu durumda ¢ocugun bir {iretim
icine girmesi engellenmis oluyor. Bu sekilde g¢ocuklardan kendilerinin de icinde
bulundugu zamana sadece disindan bakmasi, yorum yapmadan, fikir iiretmeden
olusan degisimi sadece gormesi isteniyor” (E,43).

2005 yilinda uygulamaya konulan Sosyal Bilgiler Ogretim Programinda, {lkégretim 4. ve 5.
siniflarda kronolojik tarih oOgretimine Ozellikle son verildigi, tarih, sosyal bilgiler 6gretiminin
cercevesinde sosyal ve beceri temelli bir program anlayis: ile yeniden ele alindig1 agiklanmaktadir.
Programda tarih, Ogrenciye cesitli sosyal temalarla, cesitli becerileri ve degerleri kazandirmak
amactyla gerek kazanim, gerekse etkinlik olarak, 6grencinin kendisi, ailesi, yakin ¢evresi ve ilgileri
cercevesinde ele alinmistir.

Ata da (2007), yeni tarih anlayisinin, daha ¢ok c¢ocuk merkezlilik, tarih c¢alismasi, tarihgi
becerilerini gelistirme, sorusturma yontemi, kanit1 yorumlama ve analiz etme, nedensellik, degisim,
empati gibi temel kavramlar iizerine insa edildigini vurgulamaktadir.

Sosyal katilim, degisim ve siirekliligi algilama becerilerinin, Sosyal Bilgiler dersinin alan
becerileri oldugu g6z Oniine alinirsa, dgretmen goriislerine gore, ders kitabinin, bu becerileri
kazandirma konusunda yetersiz kalmasi, Sosyal bilgiler dersi adina Onemli bir sorun olarak
distntilmelidir.

Sonuclar, Tartisma ve Oneriler

Aragtirmada, Hkijgretim Programinda kazandirilmasi hedeflenen temel becerilerden elestirel
diisiinme, arastirma ve iletisim; Sosyal Bilgiler Ogretim Programinda kazandirilmas: hedeflenen alan
becerilerinden ise sosyal katilim, degisim ve siirekliligi algilama becerilerinin kazandirilmasinda
Sosyal Bilgiler ders kitabinin uygunlugu 6gretmen goriislerine gore degerlendirilmistir.

Aragtirmanin nicel verilerinden elde edilen sonuglarda, elestirel diisiinme, aragtirma ve iletisim
becerilerinin kazandirilmasinda ders kitabinin kismen uygun oldugu belirtilmistir. Ancak sosyal
katilim, degisim ve siirekliligi algilama becerilerinin kazandirilmasinda ders kitabinin uygun olmadig:
goriisli cogunluktadir. Nitel verilerden elde edilen sonuglara gore ise, 6gretmenlerin ¢cogunlugu, hem
temel, hem de alan becerilerin kazandirilmasinda ders kitabinin uygun olmadigini vurgulamistir.
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Sosyal bilgiler, pedagojik amaglarla basitlestirilmis sosyal bilimlerdir (Wesley, 1950; akt, Shug ve
Beery, 1987) ve vatandaslik egitimi amaciyla sosyal bilimler ve beseri bilimlerin kaynastirilmasidir
(Barr ve dig., 1978). Cogulcu bir toplumda vatandaglarin gereksinim duydugu bilgi, sosyal ve begeri
bilimler ile diger bilimlerden, giincel olaylarin gézlemlenmesinden, birey ve toplumun ihtiyaglarinin
analizinden elde edilir. Bilgiye dair amaclarin gerceklestirilmesinde sosyal bilgiler dersinin igerigi ve
dersle iligkili materyallerin niteligi son derece 6nemlidir.

Bu arastirmanin bulgularina gore, Hkijgretim Programinda yer alan Dbecerilerin, dgrencilere
kazandirilmas: icin kitaplarin uygun hazirlanip hazirlanmadigina iliskin goriislerin ¢ogunlukla
“kismen” olarak ortaya c¢ikmasi sadece bir ders kitabinin degerlendirilmesinden daha fazla bir
sonugctur. Bu sonug, gelecekte o toplumu olusturacak vatandaslarin elestirel diisiinme, arastirma,
iletisim, sosyal katilim, degisim ve siirekliligi algilama gibi ¢ok 6nemli becerilerde “kismen” yeterli
olacaginin ipucunu vermektedir.

Diisiinmek bilgiyi, zamani ve mekan: planlamayi, diisiinmek, egitim programlari ve ona bagh
tiim materyallerin iligkili olmasini saglar. Felsefeci Nurettin Topgu'nun diigiinmek harekettir ve harekete
gecmektir! goriisiine dayanarak, bu becerileri Ogrencilerimize kazandirmay:r amaglayan MEB,
akademisyenler, yazarlar, Ogretmenler, veriye dayali degerlendirmeleri gelistirme amagh
kullanmalidir ve bir an &nce harekete ge¢melidir.

Daha somut Oneri sunmak gerekirse, egitim programlarinin hazirlanma, gelistirme ve
degerlendirme siireglerinde, resmi program ile diger ders materyallerinin acikga belirtilen hedefler ile
celismemesi i¢in karar vericilerin, program gelistirme uzmanlarinin ve uygulayicilarin titizlikle ¢aba
gostermesi gerekmektedir.
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Extended Abstract

Evaluation of Social Studies Textbook in Terms of the Aimed Skills to be Acquired by Students
According to the Primary School Curriculum

Such skills as using the knowledge, creative and critical thinking, researching, questioning,
problem solving, and adapting to scientific and technological development have increasingly become
focus areas of educational systems in the 21st century. These have always been the skills necessary for
humans to survive, adapt and contribute to society. Facilitating these skills among students is
especially within the scope of social sciences. Since social sciences enable individuals to observe, ask
questions, research knowledge, explain the observations and views in different ways, discuss and take
action in line with their own perspectives; social sciences is one of the fields in which higher order
thinking skills are employed the most. This study focused on the Social Studies course, where the
acquisition of the knowledge, skills and values of social sciences are present. Social sciences involve the
analysis of the disciplines related to society in accordance with certain rules in a scientific framework (Safran,
2008) whereas Social Studies is a field of study integrating the social sciences into humanities so as to improve
the citizenship competency (NCSS, 1994). The Social Studies course provides the knowledge, skills,
values and equipment necessary for the learners to cope with the problems they are to encounter in
their worlds which are complex and often interlaced (Oztiirk, 2007).

Skills were addressed in two groups as the basic skills and field related skills in the primary
school curriculum implemented in 2005. The basic skills are the skills of critical thinking, problem
solving, creative thinking, decision making, communicating, empathy, researching, entrepreneurship,
using Turkish language nicely and effectively, and using information technologies. The field related
skills for the Social Studies course are such skills as observation, social participation, perceiving the
location, perceiving the change and the continuity, and perceiving the time and chronology (Ministry of
Education, 2005).

This study focuses on the basic skills of critical thinking, researching and communicating. It also
focuses on such field related skills of Social Studies as social participation, and perceiving change and
continuity.
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The basic skills as well as the field related skills of Social Studies course included in the primary
school curriculum can be instilled in learners through various methods and techniques of teaching
and through course materials. One of the most important of those materials is the textbook. The most
outstanding feature of the textbooks is the parallelism between these books and the knowledge, skills
and values included in the curricula. The modifications made to the curricula in 2004 naturally
influenced the textbooks and thus led to a change in the structure and content of the books, in the way
the content is presented, in the activities involving students’ participation and the functions of those
activities, and in the components enabling the assessment of learning.

This study aims at analysing the adequacy of the Social Studies textbook in instilling the field
related skills included in the primary school curriculum as well as in the curriculum for the Social
Studies course based on teachers’ views.

The research employs a descriptive survey model. The sample was selected for the quantitative
component of the research. The primary schools located in the central districts of Ankara constituted
the research population. In determining the study population of the research, the stratified sampling
method was employed, and the population was divided into three strata as the low, middle and high
in terms of socio-economic levels. Then, a district representative of each stratum was selected. The
primary schools located in each district constituted the study population. The sample was selected
from the population through proportional group sampling method. 20% of the primary schools in
each district was selected. The schools selected for inclusion in the study were determined through
simple random sampling, and a total of 75 schools were selected in this way. Because the subject field
of the research was the Social Studies textbook for the 5 graders, two teachers teaching to the 5%
graders were selected from each school. 150 teachers were selected in total. Data were received from
132 of the selected teachers. 80 of the teachers were female whereas 42 were male. For the qualitative
component of the research, a study group was formed. For our purposes two primary schools
representing each socio-economic level, and two 5% grade teachers for each school- and thus 12
teachers in total- were selected.

The quantitative data were collected through a questionnaire whereas the qualitative data were
collected through a structured interview form. Descriptive statistics was used in the analysis of the
quantitative data while descriptive analysis method was used in the analysis of the qualitative data.

The most important result obtained from the quantitative data demonstrated that teachers
believed that Social Studies textbook was partly adequate in terms of instilling in students critical
thinking as well as research and communication skills, but that it was inadequate in terms of instilling
social participation skills and perceiving the change and continuity. The most remarkable result
obtained from the qualitative data was that the majority of the teachers had emphasised the
inadequacy of the textbook in instilling both the basic and the field related skills. Considering the fact
that the skills of social participation and perceiving change and continuity are among the field related
skills of the Social Studies course, the inadequacy of the textbook in facilitating those skills should be
thought as an important problem for the course on the basis of teachers’ views.

Unless the objectives of the official curriculum are not aligned with the objectives of the
textbooks, it is extremely difficult for learners to gain the necessary thoughts, skills, values and
attitudes. To change this into a positive case, the content of the textbooks should be designed in a way
so as to facilitate the curriculum objectives to the learners, and it should continuously be checked
whether or not there are any contradictions between them. The evaluations made in this respect
should be taken into consideration by the Ministry of Education (ME), academicians, writers and
teachers; and action should be taken so as to reach higher quality in skills teaching.
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FenoMetod-Yeni Bir Ogretme ve Ogrenme Yonteminin Tasarimi

PhenoMethod-A New Teaching and Learning Method Design

Kiymet SELVT
Oz

Bu calismada dgrenme-dgretme siireglerinde ise kosulabilecek yeni ve yaratict bir yontem
olan FenoMetod'un teorik yapisi ve temel Ozellikleri agiklanmistir. Yeni tasarlanmis olan bu
yontem, fenomenolojik felsefe ve fenomenolojik diisiinme bi¢imini esas aldigr i¢in FenoMetod
olarak adlandirilmistir. FenoMetod olgularin anlamlarinin 6grenciler tarafindan &zgiirce aranmasi
sonucunda yeni bilgiye ulasma yoludur. FenoMetod yonetimi “farkindalik”, “tanimlama”, “erisme”
ve “yansitma” gibi dort temel asamadan olusmaktadir. FenoMetod un bu dort agamas: radikal
yapilandirmacilik ile iligkilidir. Ogrenciler FenoMetod yardimi ile kendi 6znel siireglerini ige
kosarak olgu ile ilgili yeni bilgiyi olusturur ve yapilandirirlar. FenoMetod'un dort asamasi
tamamlandiktan sonra bireysel bilginin analiz edilmesi ve anlasilmasi icin grup tartismasi
yapilarak sosyal yapilandirmaciligin siniflarda uygulanmasma olanak saglanir. Bu yontem
ogrencilerin 6grenme giidiilerini ve d6grenmeyi 6grenme becerilerini gelistirecektir. Bu yontem

ayni zamanda felsefinin siniflara girmesini de olanak saglayacaktir.

Anahtar  sozciikler:  FenoMetod,  0Ogretme-Ogrenme  yontemi, fenomenoloji,

yapilandirmacilik, felsefe.

Abstract

This study focuses on the theoretical bases and main features of PhenoMethod which is
a new and creative method that can be utilized in learning-teaching processes. This newly-
designed method is called as PhenoMethod as it is based on phenomenological philosophy and
phenomenological ways of thinking. The PhenoMethod is the way of accessing new knowledge
by means of students’ free search for meaning of phenomenon. It consists of four main stages
such as Awareness, Identifying, Accessing and Reflection of knowledge. These four stages of
PhenoMethod are connected with radical constructivism. Students reach new meanings of
phenomenon by following their own processes of creating and constructing knowledge by
means of PhenoMethod. After completing four stages of PhenoMethod, social constructivism
can be applied in the classroom in order to analyze and understand individualistic knowledge
by means of group discussion. This method can foster students’ own motivation and learning to
learn skills. The method will also give a possibility for philosophy to enter classrooms.

Key words: PhenoMethod, teaching-learning method, phenomenology, constructivism,

philosophy.

" Prof. Dr. Anadolu University, Faculty of Education, Eskisehir, Tiirkiye, e-posta: kselvi59@gmail.com



44 K. Selvi

Introduction

The discussion in this study focuses on the theoretical background and main features of the
PhenoMethod related to learning-teaching processes. There is a strong need for new methods and
techniques that will bring phenomenological way of thinking in educational settings. This new
method which is being attempted to be designed based on phenomenological understanding is named
‘PhenoMethod’ by Selvi (2008b). The PhenoMethod ideas are based on phenomenology and
phenomenological pedagogy. Phenomenology focuses on individuals’ creativity and experiences by
which they access and reflect authentic knowledge of the self. It is stressed that humanistic ideas are
put into practice through creation and construction of authentic knowledge of individuals.
Phenomenology brings understanding of new humanism within both education and life-world. New
humanism contains the naturalistic approach in which an individual becomes a part of nature by
means of authentic perception, access to and reflection of his/her own knowledge. According to
Cosma (2007), new humanistic approach is based on the assumption that an individual can be an
ecological being. This approach can also help individual to actualize his/her own potentiality through
authentic perception of life-world. Phenomenology is concerned with the significations of the
phenomena, and the analysis of the significations is based on the fact that an individual becomes a self
being in the nature. It is said that phenomenology includes both naturalistic and humanistic
approaches that apply phenomenological inquiry it means a kind of scientific ways to understand
phenomena and their significations. Individuals’ creative actions about phenomenon can bring out
new meanings by means of applying scientific ways such as perception, observation, imagination and
creativity of individuals. Individuals’ experiences constitute a new meaning that refers to authentic
life-world experiences.

Phenomenology continually differentiates individuals’ own explanations about phenomenon and
makes them reach new meanings by means of new perceptions of the self. According to
phenomenological philosophers, phenomenology is not only a method but also it happens to be an
inquiry method that shows individuals how to reach new knowledge during their self-inquiry. If
phenomenology is applied to other disciplines such as psychology, medicine, sociology, education,
most of which are described as human sciences, it becomes both an approach and a method for these
disciplines. For example, phenomenological pedagogy Kurenkova et al, 2000; Langeveld, 1983; Levering,
& Manen; Selvi, 2008a; Selvi, 2008b; Selvi, 2010; Selvi, 2012; Vandenberg, 1974; Vandenberg, 1979;
Vandenberg, 2002) becomes an approach that aims at the phenomenological way of thinking and
learning is put into practice in the education context. It is also stated that phenomenology explains
phenomenological inquiry as a method which is based on phenomenological philosophy and used as
a research method, thinking method, learning method or healing method in different disciplines as
seen in Figure 1. Figure 1 is entirely original and developed in this research based on earlier studies of
Selvi (2008a; 2008b; 2010, 2012).
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Phenomenological Approaches

and Methods in the disciplines’

Education Phenomenological psychology

Sociology Phenomenological pedagogy

Psychology Phenomenological healing method

Implementation of Medicine Phenomenological thinking method

phenomenological Economy Phenomenological therapy method
inquiry in the Ecology Phenomenological research method

isciplines such as

Phenomenological Phenomenological

Philosophy Inquiry
Figure 1: Phenomenological philosophy and phenomenological methods in disciplines

It is clearly seen in Figure 1 that phenomenology affects all disciplines in terms of approaches and
methods. These approaches and methods comprise the beginning phase and the process of
development at present and they will also be important in future. There is some explanation that
phenomenological method includes certain steps. Many philosophers discuss the steps while
discussing phenomenological method or phenomenological inquiry. According to Spiegelberg (Cited
in Natanson, 1989: 24) phenomenological method that can be applied during individualistic inquiry is
composed of seven steps as follows;

1. investigating particular phenomenon,

investigation of general essences,

apprehending essential relationship among essences,
watching modes of appearing,

watching the constitution of phenomena in consciousness,

suspending belief in existence of phenomena and

N oo gk w N

interpreting the meaning of phenomena.

These seven steps have contributed to the design and emergence of the steps of Phenomethod.
When generally analyzed, there are similarities between the four stages of the learning process of
PhenoMethod and the scope of individualistic inquiry of phenomenology. The steps of PhenoMethod
explained below encompass the seven steps of phenomenological inquiry mentioned above. For
example, the seventh step of the phenomenological method, “interpreting the meaning of
phenomena”, has the same meaning with learning of individual. Furthermore, “interpreting the
meaning of phenomena” and the third stage of the PhenoMethod are within the same scope. As
students create subjective meanings depending on their experiences, they should be given the
opportunity of reflecting these meanings to the process of learning-teaching to support their learning.
Therefore, while designing the process of learning-teaching, these questions should certainly be asked:

*  What is the meaning and value of learners’ experiences and perceptions of learning within
the process of learning-teaching?

*  How should experiences and perceptions of students be reflected to the process?
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The learning-teaching process designed depending on the answers to these questions will be
more meaningful for students. As it is known, the most important factor in the effective design and
implementation of learning-teaching process is related to the learning-teaching methods. If the
appropriate methods are not chosen and applied, the process of learning-teaching will not be
meaningful for students. It is also clear that this will affect students” motivation for, participation in
learning-teaching activities and interaction with learning negatively. In order to reflect students’
experiences and perceptions within the scope of the questions mentioned above, the PhenoMethod
explained below should be applied effectively in classrooms as an alternative learning-teaching
method combined with other learning-teaching methods.

Main Feature of PhenoMethod

Selvi, (2008a; 2008b; 2010; 2012) discussed idea of PhenoMethod in her earlier studies and tried to
design the stages of this method as seen in Figure 2 which is entirely original and developed by Selvi in
this research. The new learning-teaching method called as PhenoMethod is based on phenomenological
ways of thinking. Selvi (2008b) discussed this method for the first time to take attention and awareness
of educators, academicians, teachers and researchers. According to this method, the way of accessing
and creating new and authentic knowledge consists of four main stages such as “awareness of

phenomenon”, “identifying phenomenon”, “accessing new authentic meaning about the phenomenon”
and “reflecting one’s own authentic meaning about the phenomenon” as seen in Figure 2.

Reflecting one’s own authentic
meaning about the phenomenon
(Stage 4)

Accessing new authentic meaning
about the phenomenon
(Stage 3)

Identifying phenomenon
(Stage 2)

Awareness of phenomenon

(Stage 1)

Learner

Figure 2: The Four Stages of PhenoMethod
(This figure is developed mainly based on Selvi, 2008b; Selvi, 2012)
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PhenoMethod focuses on phenomenological learning that refers to creation and construction of
authentic meaning about phenomenon by which individuals reach new meanings. Discussions about
how teachers would apply this method were made in an earlier study on the same topic (Selvi, 2008b).
However, some issues about the roles of students and teacher during the instruction and what to
watch out for while applying the method needs to be discussed further study. Learning-teaching
process must be designed for creative action of students so that they can reach their own authentic
meanings. Students behave as meaning-makers while creating and constructing their own meanings.
But it is clearly seen that objective knowledge mainly takes place in learning-teaching process,
subjective and authentic knowledge of students cannot exist in education system. However, subjective
knowledge must take place in educational context to enable reflection of students’ individualistic
perceptions and experiences. Thus, both objective and subjective knowledge should be in balance in
educational context for the whole development of individuals. PhenoMethod is the way of creating,
constructing and reflecting students’ subjective knowledge in learning-teaching process and this is the
most important characteristic of PhenoMethod. Students will also feel free and happy during the
creating, constructing and reflecting their own subjective knowledge that becomes essential bases of
joy to learning.

As seen in Figure 2, the first stage of the PhenoMethod is “awareness of phenomenon” that refers to
students’ perceptions about phenomenon. They quote phenomenon in other words notice or mark a
certain phenomenon and they put their interest and attention on phenomenon by means of their own
observations skills. Students’ observation skills are main vehicle of becoming aware of phenomenon.
Students” observation skills may lead their attention and interest towards phenomenon. When
students are interested in a phenomenon, they catch some clues from it and they gain initial
experiences about the phenomenon. From the beginning of awareness they get some uncertain
implications from the phenomenon and it directs students’ interests about the phenomenon.
Awareness of phenomenon refers to individualistic intentionality that refers to the very beginning of
awareness of meaning. Students’ interest and observation can support and lead to students’
intentionality towards phenomenon. In learning-teaching process, teachers should support students’
awareness of phenomenon in their life-worlds. Students’ attention and interests should be oriented to
certain phenomenon to make them practice their awareness of phenomenon. Knowledge about
phenomenon already exists in it because it carries its own knowledge; however, individuals may not
notice most of the knowledge about phenomenon. If individuals’ awareness is directed to the
phenomenon, individuals can grab some of the knowledge. Thus, students’ observations must be
directed to the phenomenon by means of learning-teaching activities and students gain experiences
about how to improve their awareness related to accessing new meanings. Teachers should plan and
design students’ learning activities to take their attention and interests to a certain phenomenon.

Awareness of phenomenon includes totally individualistic and unique attempts of students
during the learning-teaching process. Teachers must not block students’ free attempts while directing
their interest and intentionality related to phenomenon. With the help of teachers, students” interest
and intentionality about phenomenon should be supported in the learning-teaching processes. It is
known that intentionality is the most important energy for students as it mediates and creates a route
for them to interact with phenomenon. It is said that teachers must be aware of students’ free
intentionality at the beginning of and during the learning-teaching process. They also should organize
some activities to support free intentionality of students for creating and constructing authentic
knowledge. Students’ phenomenological experiences by means of the PhenoMethod may finish or
improve when students reach new and authentic meaning. It is clear that individuals’ awareness of
phenomenon is always active and this process cannot end till end of life.
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“Identifying phenomenon” is the second stage of the PhenoMethod. It refers to individuals” being
busy with getting new meaning from life-world while interacting with phenomena. Individuals are
interested in the existence of phenomenon to make explanation about it. Individualistic interest is a
key issue pointing out the identification of phenomenon and reaching the meaning of it for
individuals. Identifications of phenomenon reflect uniqueness of individuals’ perception and
experience and create the authentic definitions, which do not mean the same for every individual
(Selvi, 2008b). New knowledge about phenomenon comes out by means of perception, imagination
and creativity of individuals. This knowledge includes some images that have not clear meanings
about it. Individuals cannot reach clear meanings that may be described as rough or draft meanings
about phenomenon, but they need to be clarified. Identifying phenomenon includes individuals” own
certain intention towards phenomenon. It can be defined as clear task or topic for individuals because
individuals want to learn more about it. This tendency is conducted with freedom to search for
meaning by means of individuals’ perception and observation. This task or topic that comes out or is
clarified by means of individuals’ free intention and inquiry should not be given or defined by others.

Students’ attention, interest and intentionality focusing on phenomenon form the second stage of
the PhenoMethod and leads students to interact with phenomenon. At the second stage of the
PhenoMethod, students must feel free when they search for meaning and behave as creators and
meaning-makers. In learning-teaching process, teachers must support freedom of thinking and
encourage students to create new meanings about phenomenon based on their own perceptions and
imaginations. If students feel free about their own attempts to search for meaning, they try to reach
authentic and unique explanations about the life-world. As teachers stimulate students’ interest and
intentionality, students behave authentically while creating and constructing their own ideas in any
case at school. During school studies, the importance of behaving authentically and freedom of
thinking must be stressed by teachers. Teachers should give students chance and credit for identifying
phenomenon by means of their own inquires. Learning-teaching process must be designed in a way
that aims at promoting students’ freedom of thinking, perception and their own intentionality.

The third stage of the PhenoMethod is “accessing new authentic meaning about the phenomenon”. In
this stage, individuals make an effort to acquire and explain new meaning of phenomenon that they
quoted it in the first stage of PhenoMethod. Individuals reach clear meaning by means of their own
free search and observation. Individualistic search for meaning may come to an end after accessing
and acquiring new knowledge. The process of accessing new authentic meaning varies from one
individual to another depending on the perceptions, observations and experiences of them. The
process of accessing new authentic meaning refers to creation and construction of new knowledge that
has never been noticed, been aware, created and constructed before. Individual must behave as a
meaning-maker in order to explain and construct knowledge. During the meaning making process,
individuals try to reach clear meaning that nobody reaches, constructs and explains. At the end of
meaning making process, totally original and authentic meaning comes out. Originality is a very
important criterion for this knowledge because the main focus of the PhenoMethod application in this
stage is “accessing new authentic meaning about the phenomenon”.

At this stage, teachers should give students the responsibilities to access new knowledge by their
own observations. Learning-teaching activities should be planned to make students reach, create and
construct their individualistic meaning about phenomenon. Teachers can stress the importance of
creating and constructing subjective knowledge and they should encourage students to reach their
own subjective knowledge. Creation and construction of new meaning by students should be
activated through classroom studies at school. Students’ interests and attitudes should be converted to
creation and construction of subjective knowledge by means of their experiences rather than gaining
objective knowledge based on subject-matter understanding. Students should gain new skills of
creating and constructing authentic meaning by means of their own activities. At this stage, students
acquire and improve skills related to lifelong learning.
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The fourth stage of the PhenoMethod, “reflecting one’s own authentic meaning about the
phenomenon”, is related to the fact that individuals share their own original meanings with others. The
fourth stage can be defined as the reporting stage about knowledge that includes the results of
creation and construction process of individuals. Individuals prefer their ways of sharing information
depending on their own individualistic characteristics. All students have their own authentic
knowledge about subject and object. However, current learning-teaching processes and methods
cannot take subjective meaning reflected by students into consideration. Most students refrain from
reflecting their own knowledge because they feel that other students and teacher may not approve of
the subjective and authentic meaning. Thus, students mostly hide their own feelings, thoughts,
observations and ideas as treasure and prefer inner speech to analyze and criticize for improving or
leaving them. However, the idea of free reflection of students’ meanings improves motivation of
learning at school. This stage includes students’ communication and interaction with other students
and teachers about their own meaning.

In learning-teaching process, students can use many tools to reflect and share their own authentic
knowledge. Students must be encouraged to reflect their knowledge by means of different and
suitable tools. It is known that students must prepare some reports to reflect the results of their own
school studies such as writing, drawing, speaking, physical performance and so on. While reflecting,
they should use information and communication technologies, real objects, their own bodies, writing
and speaking skills. In this stage, students learn how to reflect and share their meaning with other
individuals and groups. The fourth stage of PhenoMethod is mainly bounded with communication
abilities and facilities of learning teaching environment of students. It also includes harmony with
individualistic courage and social adaptabilities of students.

An example may explain how the PhenoMethod is implemented in the classroom. Most people
do an experimental study during the primary school. For example, at the primary school, teachers
assign students homework to make an experimental observation about planted seeds such as a bean,
wheat and lentil. Students do the research step by step. Every day, students observe this seed
experiment and take some notes of the observation results of the seed bowl in which they planted the
seed (Selvi, 2005). Each student makes his/her own experimental observation about certain topics and
she/he creates and constructs his/her own authentic knowledge. During this homework, students’
interest and attention focuses upon the certain phenomenon that teachers assign as homework. At the
end of the research process, students access the knowledge that they create and construct by means of
their free attempts. After reaching the new meaning or knowledge, they share their own knowledge
with teachers and other students based on their observation notes and writings.

This homework activity includes applying some stages of PhenoMethod. However, it doesn’t
totally include the implementation of the PhenoMethod stages. At the beginning of the study, teachers
give topics for students and teachers cannot apply the first stage of PhenoMethod. In some cases,
teachers ignore one or two stages of the PhenoMethod as seen in the study of seed experiment. It
means that depending on the features of learning-teaching environment and learning-teaching
activities, some stages of PhenoMethod may be ignored by teachers. During the seed study, the
second, third and fourth stages of the PhenoMethod can easily be applied. If we analyze our seed
experiment, most of the teachers and students may apply the second, third and fourth stages of the
PhenoMethod, but in some cases, if teacher aim at improving students” awareness about phenomenon
and observation skills, they must apply the first stage of the method. It is said that stages of the
PhenoMethod may be applied separately depending on the learning-teaching process. The example
shows that from time to time, some stages of the PhenoMethod have been applied in the classroom in
past and are being applied at present, but this application has many problems because students and
teachers have so little idea about the background of the method applied in their school activities.
Thus, teachers must be aware of the advantages and disadvantages of the method and plan how to
apply the PhenoMethod while studying with students.
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Discussion

The PhenoMethod includes four stages that begin with being aware of or noticing a phenomenon.
After awareness stage, students’ attention and interest turn towards the phenomenon. It means that
in the second stage, students’ interest and attention are directed to students’ interaction with
phenomenon. In the third stage, students reach new knowledge or meaning about the phenomenon
and at the last stage, students must share new knowledge with other students and teachers. The four
stages of the PhenoMethod form totally individualistic and unique process of meaning making which
is creation and construction of knowledge. All four stages of the PhenoMethod are connected with
radical constructivism that supports creating authentic meaning of individuals. The PhenoMethod
stages are described as beginning of I-focused realms. The [-focused realm can be explained as students’
own experiences. Students focus on a phenomenon and try to deeply analyze all details about it
during the I-focused process. In the fourth stage, an individual focuses on his/her own experiences and
perceptions. At the end of the fourth stage, an individual reaches his/her own authentic knowledge.
This knowledge can create the method of phenomenological inquiry. The I-focused process is related to
radical constructivism and many authentic and creative works occur in this process. The I-focused
process is affected by individuals’ unique preferences, tendencies and self-actualization.

The I-focused process is applied in artistic and visual arts studies such as drawing, painting,
dancing, and writing. During the creation and construction process, individuals must feel free to
access and reflect their own perceptions of phenomena. Reaching and reflecting this kind of
knowledge requires totally individualistic and unique perception and observation by which
individuals can create new knowledge no one has perceived and created even before. The
phenomenological ways of thinking can be promoted by means of reaching and reflecting innovative
and creative studies such as ideas, processes and products. At the end of the creation process,
individuals reach new authentic knowledge. If the stages of the PhenoMethod are applied, it will
easily be noticed that individuals follow the same way during their own learning. The application of
this method is very close to phenomenological research method that aims at getting authentic
knowledge from life-world by means of perceptions of self. However, it is known that most courses in
school curriculum including artistic studies such as painting, visual arts, and writing cannot include
free creation and reflection of students. Usually during these courses, teachers give certain topics and
also certain ways of creation and reflection process for students and the I- focused process may not be
applied in courses at school. The I-focused process and PhenoMethod include tools and vehicles for joy
to learning. Students learn what they want after that teacher shows direction for the students’ learning
by using social constructivist approach.

After implementing four stages of the PhenoMethod, social constructivism can be applied in the
classroom. In other words, after the I-focused process, an individual follows You-focused and We-focused
processes. The You-focused and We-focused processes are related to social constructivism. The You-
focused and We-focused processes give information about individual experiences that are the expression
of the I-focused process results. Other students and teachers give feedback for the I-focused process of
students who create and construct new meaning by means of the You-focused and We-focused
processes. During the You-focused and We-focused process, teachers and students can discuss a new
knowledge related to learning topics. Thus, classroom activities can be arranged according to social
constructivism. This means that students create their own knowledge by means of PhenoMethod after
the whole group in the classroom and teachers discuss self-experiences and reflections of students.
The social constructivist process must begin after applying the radical constructivist process of
creation and construction of meaning.

Classical and current education paradigms prepare individuals as economic and social being and
limit human capabilities. However, an individual must be promoted as a whole being. Neil (1979)
stated that current approach that is subject-matter understanding becomes too abstract for students’
learning and teaching. It is known that education is the system of transmission of knowledge from one
generation to another, but education should develop an individual as a whole being. According to
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Tymieniecka (2008, p.3) education aimed at “fostering of the creative planning of human existence in
all its many threads”. Education has double face, one is the individualization of self and the other is
the socialization of self as a social being. It is known that the aim of phenomenology is the full
development of self. Thus, education must encourage improving capability of individual both as a self
and social being by means of applying phenomenological pedagogy. Grassom (2008) stated that
Western civilization’s pursuit of knowledge has tended to focus upon the knowledge from outer
world that is objective knowledge. Nevertheless, school teachers and students must study objective
knowledge from outer world and also subjective knowledge from inner worlds of students by means
of the PhenoMethod.
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Genis Ozet

FenoMethod-Yeni Bir Ogretme ve Ogrenme Yontemi

Fenomenolojik felsefe, fenomenolojik arastirma yontemini uygulayarak bireylerin &znel
deneyimleri ve gozlemlerine dayali olarak olgulari anlamaya ve anlamlandirmaya ¢alismaktadir. Bu
anlam arama siirecinde uygulanan fenomenolojik felsefenin uygulamis oldugu arastirma siireci,
bilimsel yontemde uygulanan asamalar benzerlik gostermektedir. Bu siiregte birey kendi 6zgiin
anlamlarini arastirmakta ve yapilandirmaktadir. Birey kendi basina anlam olusturma arastirmasin
stirdiirmekte ve bu siirecte bagkalarindan etkilenmeden yaraticigini, hayal giiciinii, problem ¢dzme
becerisini ise kosmakta ve etkilesime girdigi olgu ile ilgili yepyeni anlamlar1 6zgiirce olusturmaktadir.
Bu tiir anlam arama yaklasiminin esas oldugu uygulamalar gesitli disiplinlerde gérmek miimkiindiir.
Fenomenolojik arastirma yontemi olarak adlandirilan arastirma yontemi bilimsel ¢alismalarda yaygin
olarak kabul gormektedir. Fenomenolojik arastirma yontemi basta psikoloji, tip, ekoloji, sosyoloji,
ekonomi ve egitim gibi pek ¢ok alandaki arastirmalarda uygulanmaya baslamistir. Fenomenoloji
arastirma yonteminin farkli disiplinlerde uygulanmasi sonucunda disiplinlere 6zgii fenomenoljik
yaklasim ve fenomenolojik yoOntemler ortaya c¢ikmuistir. Ornegin, fenomenolojik psikoloji ve
fenomenolojik pedagoji yaklasimi psikolojide ve egitimde gittikge daha yaygin olarak uygulanmaya
ve tartisilmaya baslanmistir. Tipta fenomenolojik tedavi yontemi, psikolojide fenomeonolojik terapi
yontemi, arastirma alaninda fenomenolojik arastirma yontemi ve basta egitim olmak iizere tiim
alanlarla ilgili olan fenomenolojik diisiinme biciminden s6z edilmektedir. Bu c¢alismada, 6zellikle
feneomenolojik diisiinme ve yeni bilgi olusturma siireclerinin egitim alaninda daha yaygin olarak
uygulanmasina olanak saglayacak olan yeni bir &gretme-dgrenme ydnteminin/FenoMetod un
tasarlanmasina yonelik tartisma yapilmistir.

FenoMetod yoOnetimini tasarlama diisiincesi Selvi (2008) tarafindan ilk defa dile getirilmis ve
FenoMetod yonteminin temel ilkeleri agiklanmistir. Bu ¢alismada ise yontemin uygulanma asamalari
acgiklanmaya ¢alismistir. FenoMetod yontemi “olgu farkindaligr”, “olgunun tamimlanmasi”, “olgu ile ilgili
yeni otantik anlama erisme” ve “olgu ile ilgili sahip olunan otantik anlami yansitma” gibi dort temel
agsmadan olusmaktadir. Olgu farkindalig: asamasinda 6grenci dikkati ve algis1 olguya yonelir ya da
ogrencinin ilgisi 6gretmen tarafindan olguya yénlendirilir. Ogrencinin y6nelmis oldugu olgu adeta
tirnak ya da parantez igine alinir, yani bireyin algi alanina girer. Bu yonelim ile bireyin dikkati o
olguya yonelmis olur. Bu ilk yonelimden dolay1 birey olgu hakkinda bazi ipuglari ya da net olmayan
bazi bilgiler edinir. Ancak bu yonelime dayali olarak olusan bilgi sadece o olgu hakkinda farkindalik
olusturmay saglar. Bu siirecte, olgu ile etkilesime girmede 6grencinin 6zgiirliigii cok dnemlidir. Bu
ozgiirlitk onun olguya yonelmesi, onu arastirmas: ve ondan yeni anlamlar olusturmasinda 6énemli
etkiye sahiptir. Eger 6gretmen ya da baskalar1 6grencinin dikkatini ¢eken olguya yonelme ve arama
ozgiirliiglinii engeller ise bundan sonraki asamalara gecilmeden Ogrenenin anlam olusturma ve
O0grenme arzusu da engellenmis olur. FenoMetod'un ikinci asamasi ise “olgunun tammlanmast”
asamasidir. Bu asamada 6grenci; etkilesime girdigi olgu hakkinda yaptig1 gozlemler, algilama giicii ve
deneyimlerine dayali olarak yeni bilgiler aramaya ve olusturmaya baslar. Ogrenci kasitl ve amacgh
olarak olguya yonelir, olguya odaklamir, kendi deneyimleri gozlem giicii, hayal giiciinden
yararlanarak olgu hakkinda bilgiler olusturmaya baslar. Bu yolla olgu hakkinda yeni ve otantik
anlamlar olusturarak agiklamalar ya da tanimlamalar yapmaya calisir. Bu anlam olusturma siirecinde
fenomenolojik arastirma siireci ve fenomenolojik diisiinme bi¢imi uygulanmakta ve olgu ile ilgili
tamamen yeni bilgi ortaya ¢ikarilmaya calisilmaktadir.

FenoMethod'un iiglincii asamasi ise “olgu ile ilgili yeni otantik anlama erisme” asamasidir. Ikinci
asamada ortaya ¢ikan sonuglara dayali olarak bir olgu ile ilgili yeni tanimlara ulagilmas: bu asamada
gerceklesir. Bu asamada 6grenci anlam olusturucu roliinii iistelenir ve bir bilim adami gibi davranir.
Olusturulan bu bilgi, daha 6nce bagkalar tarafindan ayni bigimde olusturulmamais yeni bir bilgi ya da
anlamdir. Anlam olusturma siirecinde aktif olarak bulunan her 6grenci kendi 6zgiin anlamlarinm
olusturdugu i¢in o anlam ayni bicimde bir bagkasi tarafindan olusturulamaz. Ogretmenin, O0grenme-
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Ogretme siirecinde 6grencilerin bu tiir anlam olusturmalarini tesvik edecek etkinliklere yer vermesi bu
etkinlikleri tesvik etmesi bu yontemin uygulanmasinda olduk¢a 6nemlidir. Elde edilen bu bilgiler
FenoMethod'un doérdiincii asamasinda yani “olgu ile ilgili sahip olunan otantik anlami yansitma”
asamasinda bagkalar1 ile paylagilir. Ondan o6nceki asamalarda bilgiyi ya da anlami olusturma
tamamen bireysel ve igsel bir siire¢ olup bagkalari ile elde edilen bilgilerin paylasilmasi ve tartisiimasi
50z konusu degildir. Dordiincii asamada ise bu bilgi bagkalarina yansitilarak paylasima agilir. Bu
asamadan sonra bireysel olarak olusturulmus ve yansitilmis bilgiler {izerinde baskalar1 ile tartisma
yapilabilir. FenoMethod'un doért asamasi, radikal yapilandirmaciligin smiflarda uygulanmasina
olanak vermektedir. Radikal yapilandirmacilik siirecleri tamamlandiktan sonra sosyal
yapilandirmacilik uygulamalar: ile 6grencilerin ortaya ¢ikardigi yeni anlamalar iizerinde tartismalar
yliriitiilerek hem radikal yapilandirmacilik hem de sosyal yapilandirmacilik siniflarda uygulanmis
olur. Bu asamalarin etkili bicimde gerceklesmesi i¢in 6gretmenin olguya yonelme ve se¢me, olguya
odaklanma, onun hakkinda diisiinme, anlam olusturma konusunda 6grencilere 6zgiirlitk vermesi ve
ortaya ¢ikan anlamlar1 kabul edecegi konusunda 6grenciyi cesaretlendirmesi gerekmektedir.
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Ogretmen Adaylarinin Elestirel Diisiinme Egilimleri ve Yansitici
Diisiinme Diizeylerinin Incelenmesi*

Investigation of Critical Thinking Tendency and Reflective Thinking
Levels of Teacher Candidates

flke EVIN GENCEL*, Dilek GUZEL CANDAN"
Oz

Yansitict  diisiinme; bireylerin neyi, nasi, ne sekilde daha etkili ve verimli
Ogrenebileceginin cevabini bulmasinda etkili bir diisiinme bigimidir. Elestirel diisiinme de yansitici
ve mantikli diisiinme stiirecini icermektedir. Elestirel ve yansitici diisiinme becerileri, nitelikli
Ogretmenlerin egitiminde ve Ogretmenlerin kendi Ogrenme Ogretme siireglerinin bilincinde
olmalarinda etkili oldugu diisiiniilen iki 6zelliktir. Bu ¢alismada; 6gretmen adaylarmin elestirel ve
yansitici diisiinme diizeylerinin gesitli degiskenler agisindan incelenmesi ve bu iki diisiinme bigimi
arasinda anlaml bir iliski olup olmadigmin belirlenmesi amaglanmustir. Veri toplama araci olarak
Kember (2000) tarafindan gelistirilen ve Tiirk¢eye uyarlamas:i Bagsol ve Evin Gencel (2013)
tarafindan yapilan “Yansitici Diisiinme Diizeyini Belirleme Olgegi” ile Kkdemir (2003) tarafindan
Tiirkceye uyarlanmis olan “California Elestirel Diisiinme Egilimi Olgegi” kullamilmigtir.
Arastirmada 6gretmen adaylarinin elestirel diisiinme egilimleri ve yansitici diisiinme diizeylerinin
cesitli degiskenler agisindan farkhilastig1, bu iki diisiinme bigimi arasinda pozitif yonde ve anlamh
iliski oldugu, yansitici diisiinme diizeyi puanlarmin elestirel diistinme egilimi puanlarinin
%14'tinti agikladig: belirlenmistir.

Anahtar sozciikler: Yansitic1 diisiinme, elestirel diisiinme, 6gretmen egitimi, 6gretmen
adaylar1

Abstract

Reflective thinking is an effective way of thinking for individuals in finding what, how,
in what way to learn more effectively and efficiently. Critical thinking also involves a reflective
and logical thinking process. The critical and reflective thinking skills are the two characteristics
which are considered effective in teachers’” awareness of their own learning and teaching process
and the training of qualified teachers. The aim of the study was examining the teacher
candidates' critical and reflective thinking levels in terms of various variables and to determine
whether there is a significant relationship between those two thinking types. As data collection
tools, "Reflective Thinking Determining Level Scale" which was developed by Kember (2000)
and adapted to Turkish by Basol ve Evin Gencel (2013) and "California Critical Thinking
Disposition Inventory" which was translated into Turkish by Kékdemir (2003) were used. The
study found that the teacher candidates’ critical thinking tendency and reflective thinking levels
differed in terms of various variables. There is a positive and significant relationship between
these two ways of thinking and the critical thinking tendency explains 14% of the variance
related to the level of reflective thinking.

Key words: Reflective thinking, critical thinking, teacher education, teacher candidates
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Giris

[nsanin en 6nemli 6zelliklerinden biri olan diisiinme yetenegi, eylemlerin sorgulanmasini ve
gelecekte yapilacaklarin analizini saglamaktadir. Bireylerin diisiinme yeteneklerini bilingli
kullanabilmeleri 6nemlidir. Egitim ve Ogrenme alaninda yapilan calismalar incelendiginde, son
donemde diisiinme becerileri konusuna yogunlagsildigi ve farkli diisiinme becerilerinin
gelistirilmesine yonelik programlarin hazirlanmasina iligkin fikirlerin 6ne siiriildiigii goriilmektedir.
Tiirkiye’de yapilandirmaci egitim anlayisinin benimsenmesi ile birlikte elestirel diisiinme, 6zenli
diisiinme, yaratici ve yansitici diisiinme gibi diisiinme tiirleri egitim programlari kazanimlar: arasinda
yer almuistir. Ogretmenlerin sahip oldugu niteliklerin ve diisiinme becerilerinin egitimin kalitesini
etkiledigi goz oniinde bulunduruldugunda, onlarin hizmet Oncesi egitim siireglerinde edindikleri
ozelliklerin incelenmesi 6nemli goriilmektedir. Elestirel ve yansitici diisiinme becerilerinin baglantili
oldugunu vurgulayan ¢alismalar mevcuttur. Brabeck (1980) elestirel diisiinmeyi yansitici diisiinme
icin zorunlu fakat yeterli olmayan bir beceri olarak ele almaktadir. Gibbons ve Gray (2004),deneyimler
tizerine yapilan yansitmalarin elestirel diisiinmeyi destekledigini ifade ederek, elestirel diisiinme
becerisinin belli alanlarda uygulama yapip yapilanlar {izerinde diisiinme ve yansitma yoluyla
gelistirilebilecegini belirtmektedir. Coleman, Rogers ve King (2002) ile Jones (2003) da elestirel
diisiinme becerisinin gelistirilmesinde yansitict diisiinme ve Ogrenme giinliiklerinin 6nemine
deginerek bu iki diisiinme bi¢imi arasindaki baglantiya dikkat cekmektedir.

Temelleri Socrates, Platon, Descartes gibi onemli bilim insanlari tarafindan atilan elestirel
diisiinmenin modern ¢ag temsilcisinin Dewey oldugu kabul edilmektedir. Han ve Brown (2013) ile
Fisher (2001)'in aktardiklarina gore Dewey elestirel diisiinmenin yansitici diisiinme ile baglantisina
dikkat cekmektedir. Bir ¢ok yazar elestirel diisiinmeyi, bireylerin neye inanacagma veya ne
yapacagina iliskin mantikli ve yansitict diisiinme siireci olarak ele almaktadir (Ennis, 1996, Howard,
Tang ve Austin, 2014; Lipman, 2003; Paul, 1993;). Lai (2011) de elestirel diisiinmeyi tiime varimsal ya
da tiimden gelimsel akil yiiriitme yaparak ¢ikarimda bulunma, karar verme, problem ¢dzme gibi
becerilerin bilegkesi olarak ifade etmektedir.

Elestirel diisiinmenin temelinde bilgiyi etkili bir sekilde elde etme, degerlendirme ve elde edilen
bilgiyi kullanma yetenegi oldugunu belirten Demirel (2002), elestirel diisiinmenin tutarlilik,
birlestirme, uygulanabilme, yeterlilik, iletisim kurabilme gibi kurallar1 bulundugunu ifade etmektedir.
Bu kurallar, diisiinceler arasindaki uyumu, ¢ok boyutlu bakis agisini, islevselligi, deneyimlerden
yararlanabilmeyi ve etkili iletisim becerisini vurgulamaktadir. Elestirel diisiinme, bireylerin diisiinme
siireclerini sekillendiren, diizenleyen, sonuglarmin farkinda olunan, kendini diizeltmeye acik ve
kontrollii bir diisiinme siirecidir (Fisher 2001; Lipman 2003; Ritchart ve Perkins 2005).

Tiirkiye’de yapilandirmaci egitim anlayisiyla birlikte elestirel diisiinmenin 6nemi ve konuya
yonelik ilgi artmistir. Calismalarin artmasiyla birlikte elestirel diisiinme becerisi ve elestirel diisiinme
egiliminin birbirinden farkli oldugu, bireylerin elestirel diisiinme becerisine sahip olmasina ragmen
elestirel diisiinmeyi aliskanlik haline getirmemis olabilecegi ifade edilmistir. Elestirel diisiinme
egilimine sahip bireylerin olaylara sistematik ve analitik bakis agisiyla yaklasmay1 aliskanlik edinen,
her kosulda nesnelligini korumaya g¢aba gosteren, 6zgiivenli, acik fikirli ve 6grenme merak: olan
kisiler oldugu belirtilmektedir (Facione ve Facione, 1992; Tortop ve Eker, 2013). Yansitici diisiinme de
sorgulama, kendini degerlendirme gibi ozellikleri igermektedir. Diger anlatimla bireyin yansitici
diistinmesi ayn1 zamanda kendisine elestirel bir gozle bakabilmesini gerektirir.

Yansiticl diistinme; etkin, stirekli ve dikkatli bir bicimde diisiinme siirecidir. Yansitic1 diiglinme
siirecinde bireyler mevcut deneyimleri yeniden diizenleyip yapilandirmakta, eylemlerini buna gore
sekillendirmektedir. Boylelikle yaptiklari yansitmalar ile 6grenmeye devam etmektedir (Dewey, 1991;
Moon 2004; Tripp, 2003). Schon (1987) bir seyi yaparken gercekte neyin yapildigiin diisiiniilmesi
gerekliligini vurgulayarak “eylem ici yansitma” ve “eylem iizerine yansitma” olarak iki yansitma tiirii
tanimlamaktadir. Killion ve Todnem (1991) buna kisinin eylemden edindigi deneyimleri yeni
durumlara uygulamasi olarak tanimladigi “eylem igin yansitma” kavramini ekleyerek alanyazina
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katk1 saglamaktadir. Mezirow (1991)'a gore yansitici diisiinme, problem ¢dzme veya varsayimlarin
elestirilmesini icermektedir. Yukarida deginildigi gibi yansitic1 diisiinme, uygun olan diisiincelerin
tiretildigi, secildigi ve uygun olmayanlarin ayiklandig bir siire¢ olmasi bakimindan elestirel diisiinme
ile baglantili goriilebilir (Gelter, 2003). Kember ve arkadaslar1 (2000) yansitici diisiinme kavramini
Mezirow’un goriislerine dayali olarak incelemekte ve yansitmanin en {ist diizeyinin elestirel yansitma
oldugu belirtilmektedir. Bu asama, bireyin nigin algiladigi, diisiindiigii, hissettigi ve belli bir sekilde
davrandigimin farkinda olus hali olarak agiklanmaktadir (Kember ve arkadaslari, 2000; Kember,
McKay, Sinclair ve Frances, 2008).

Yansitic1 diisiinme, sonuglarin degerlendirilmesini de igeren, mantik ve bilgiye dayali karar alma
siireci olarak da agiklanmaktadir (Taggart& Wilson 2005). Yansitict ve elestirel diisiinme, 6grenme
siireclerinde farkindalik olustururken bireylerin yeterli ve yetersiz oldugu alanlar1 belirlemesi ve
gelisimini artirmak icin eylem plani yapmasini saglayan diisiinme bicimi olarak da ifade edilmektedir
(Ersozlii ve Kazu, 2011). Norton (1997) yansitici diisiinme ile etkili 6gretim arasinda olumlu iliski
oldugunu ifade etmektedir. Ayrica etkili 6gretmenlerin dikkatli, kendini meslegine adamais, yaratici,
gliclii, icsel kontrole sahip, yetenekli, yansitict diisiinenler oldugunu belirlemistir. Ote yandan
yansitict diisiinen bir dgretmenin kendini siirekli gelistirdigi, yeniledigi ve yasam boyu Ogrenen
oldugu ifade edilmektedir (Semerci, 2007; Duban ve Yanpar Yelken, 2010). Ogretmen adaylarinin
meslek becerilerini kazanmalarinda yansitici ve elestirel diisiinme aliskanligin1 edinmelerinin 6nemi
vurgulanarak bu diisiinme bigimlerini gelistirmenin 6gretmen egitiminin temel amaglar1 arasinda yer
aldig1 ifade edilmektedir (Ayers, 2001; Loughran, 2002; Willard-Holt ve Bottomley, 2000). Alanyazin
incelendiginde elestirel diisiinmenin analiz etme, kestirimde bulunma, akil yiiriitme, yargilama gibi
bir ¢ok karmasik siireci igerdigi ve yansitic diisiinme ile baglantili goriildiigii soylenebilir.

Aybek (2007) de dgrencilerin ezberden uzak, cagdas yaklasimlarin uygulandigs, 6zgiir, korku ve
baski olmayan bir sinifta diisiinebilen, sorgulayabilen ifade edebilen, diisiincelerini tartisabilen
nitelikte yetistirilmelerinde en 6nemli faktoriin 6gretmen oldugunu vurgulamaktadir. Elestirel ve
yansitict diisiinen 6gretmenler dgrencilerine bu yonde model olacaktir. Bu baglamda dgretmenlerin
yansitic ve elestirel diisiinme becerilerine sahip olmalari, kendilerinin ve dgrencilerinin gelisimlerinin
saglikli olarak siirdiiriilmesinde, 6gretme Ogrenme ortaminin etkili bi¢cimde sekillendirilmesinde
onemli oldugu diisiiniilmektedir. Ogretmenlerin hizmet Oncesi egitimleri siirecinde séz konusu
beceriler bakimindan durumlarinin belirlenmesi ve varsa eksikliklerin giderilmesi icin Oneriler
olusturulmasi, elestirel ve yansitici diisiinme arasindaki iligkilerin incelenerek alan yazma katki
saglama diislincesi arastirmanin temel gerekgesini olusturmustur. Bu gerek¢e dogrultusunda
calismada asagidaki sorulara cevap aranmistir.

Ogretmen adaylarmnin;
* Elestirel diisiinme egilimleri ve yansitici diisiinme diizeyleri nedir?

* Elestirel diisiinme egilimi ve yansitici diisiinme diizeyi puanlar1 kitap, gazete okuma ve
sosyal medya kullanma sikliklarina gore anlamli farkliliklar gostermekte midir?

* Elestirel diisiinme egilimi ve yansitici diisiinme diizeyi puanlari arasinda anlaml bir iligki var
midir?

* Elestirel diisiinme egilimi puanlarinin yansitici diisiinme diizeyi puanlarini yordama diizeyi
nedir?
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Yontem

Arastirma Modeli

Calismanin amaglar1 dogrultusunda, tarama modellerinden tekil ve iliskisel tarama bir arada
kullanilmigtir. Bir¢ok arastirmada hem tekil hem iligkisel taramalara olanak veren diizenlemeler
yapilmaktadir. Tekil tarama modellerinde, degiskenlerin tek tek tiir ya da miktar olarak mevcut
durumlari ortaya konmakta ve arastirma konusuyla ilgili davranis, tutum, beklenti, gereksinim, bilgi
diizeyi gibi Ozellikler tek bir 6lgme islemi ile belirlenmeye ¢alisilmaktadir. Iliskisel tarama modelleri
ise iki veya daha ¢ok sayidaki degisken arasinda birlikte degisim varligini ve derecesini belirlemeyi
amaclamaktadir (Karasar, 2000; Lodico, Spaulding & Voegtle, 2010).

Calisma Grubu

Aragtirmanin c¢alisma grubunu 2013-2014 egitim-6gretim yilinda Canakkale Onsekiz Mart
Universitesi Egitim Fakiiltesi Rehberlik ve Psikolojik Danismanlik bdliimiinde &grenim goren
ogretmen adaylar1 (N=157) olusturmustur. Bu grup, uygun ornekleme yoluyla belirlenmistir. Mujis
(2004)’e gore maliyet ve kolay ulasilabilirlik acisindan egitim arastirmalarinda en yaygin olan
tekniklerin basinda uygun Ornekleme gelmektedir. Ancak s6z konusu teknigin evrenin temsil
edilebilirligi yoniinden smirliliklar1 vardir. Bu yonii ¢alismanin bir siurliligi olarak ifade edilebilir.
Ote yandan rehberlik ve psikolojik danisma &gretmen adaylari; hangi egitim kademesinde olursa
olsun ogrencilerin bir ¢ok konudaki problemlerini ¢6zebilmelerinde en yakin danisma noktasinda
bulunacaklarindan katilimci olarak segilmeleri énemli goriilmiistiir. Katilimcilarin %23.7’si birinci
smif, %26.3'11 ikinci sinif, %26,9"u {igiincii siif ve %23.1'i dordiincii sinifta 6grenim gormektedir.

Veri Toplama Araglar

Aragtirmanin verileri, Yansitict Diisiinme Diizeyini Belirleme Olgegi ve California Elestirel
Diistinme Egilimi Olgegi ile toplanmustur.

California Elestirel Diisiinme Egilimi (jlgegi (CEDEO): Facione, Facione ve Giancarlo (1998)
tarafindan gelistirilen ve Kokdemir (2003) tarafindan Tiirk¢eye uyarlanan 51 maddelik 51i Likert
tipindeki dlgegin analitiklik, acikfikirlilik, meraklilik, kendine giiven, dogruyu arama ve sistematiklik
olmak {izere alt1 alt boyutu bulunmaktadir. Cronbach Alpha giivenirlik katsayisinin .61-.78 araliginda
oldugu belirlenen 6lgegin Alpha giivenirlik katsayis1 bu ¢alismada .67-.85 araliginda hesaplanmuistir.
Kokdemir'den Olgegin Ogretmen adaylarinin elestirel diisiinme egilimlerini belirlemede
kullanilabilecegine yonelik izin alinmistir.

Yansitict Diisiinme Diizeyini Belirleme Olcegi (YDDBO): Kember ve arkadaslari (2000) tarafindan
gelistirilen YDDBO, Basol ve Evin Gencel (2013) tarafindan katilimcilarmn Ogretmen adaylarmndan
olustugu c¢alismalarinda Tiirk¢eye uyarlanmistir. 16 maddeden olusan 51i Likert tipindeki Olcekte
aliskanlik, anlama, yansitma ve kritik yansitma olmak iizere dort alt boyut bulunmaktadir. Cronbach
Alpha giivenirlik katsayis1 .62-.76 araliginda oldugu belirlenen 6lgegin alpha giivenirlik katsayisi bu
calismada .63-.68 araliginda hesaplanmigtir.

Verilerin Coziimlenmesi

Aragtirmanin verileri SPSS 17.00 programi ile ¢6ziimlenmistir. Verilere 6ncelikle Kolmogorov-
Smirnov ve Shapiro-Wilk normallik testi uygulanmis Normallik testi sonuglar1 Tablo 1'de
sunulmustur.
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Tablo 1

Normallik Testi Sonuglart

Kolmogorov-Smirnov Shapiro-Wilk

Istatistik Istatistik

degeri s.d. P degeri s.d. P
Elestirel Diiginme .032 156 .200 .992 156 .529
Yansitic1 Diistinme .063 156 .200 .992 156 .549

p>.05

Tablo 1'de goriildiigii gibi, veriler normal dagilim gostermistir. Bu nedenle verilerin
¢ozlimlenmesinde parametrik testler kullanilmistir.

Aragtirmada, veri toplama araglarindan elde edilen ortalama puanlarin degiskenlere gore
karsilastirilmasinda tek yonlii varyans ¢oziimlemesi kullanilmistir. Varyans ¢dziimlemesi sonucunda
gruplar aras: farkliligin kaynagini belirlemek icin Scheffe testi yapilmistir. Elestirel diisiinme egilimi
ile yansitic1 diisiinme diizeyi arasindaki iliskiyi inceleyebilmek i¢in Pearson korelasyon ¢oziimlemesi,
elestirel diistinme egilimi puanlarinin yansitict diisiinme diizeyi puanlarini yordama diizeyini
belirlemek icin basit dogrusal regresyon ¢dziimlemesi yapilmistir.

Bulgular

Aragtirmanin ilk sorusu dogrultusunda, 6gretmen adaylarmin yansitici diisiinme diizeyleri ve
elestirel diisiinme egilimleri bakimindan nasil bir dagilim gosterdiginin belirlenmesi icin 6l¢eklerden
elde edilen puanlara ait betimsel istatistik sonuglar1 hesaplanmis ve Tablo 2’de sunulmustur.

Tablo 2’de goriilen CEDEOQO ve YDDB(O'den elde edilen ortalama puanlar (}=221.63;f=53.58),
Olceklerden alinabilecek en yiiksek ve en diisiik puana gore belirlenen aralik genislikleri (Tekin, 1993)

goz oOniinde bulunduruldugunda elestirel diisiinme egilimlerinin “iyi”, yansitict diigiinme
diizeylerinin “orta” araliginda oldugu belirlenmistir.

Tablo 2
Ogretmen Adaylarinin CEDEO ve YDDBO Puanlarina [liskin Betimsel Istatistikler

" Toplam . .
Olgek N S A Minimum Maksimum
Ortalama
CEDEO 156 4,34 20,65 221,63 178,00 277,00
YDDBO 156 3,34 5,44 53,58 37,00 68,00

Elestirel diistinme egilimi puanlarmin kitap, gazete okuma ve sosyal medya kullanma
sikliklarina gore anlaml farklilik gosterip gostermedigini belirlemek igin uygulanan F testi sonuglari
ve hesaplanan etki faktorii Tablo 3’te sunulmustur.
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Tablo 3

CEDEO Puanlarimn Kitap, Gazete Okuma ve Sosyal Medya Kullanma Sikligina Gére Aritmetik Ortalama,
Standart Sapma ve F Testi Sonuglar

CEDEO  Siklik N X S F Anlamlilik n?
Kitap Nadiren 60 215,20 21,31 6,88* 1-2;1-3 .08
Okuma gy 1 74 223,54 18,25

Her zaman 22 232,72 21,28
Gazete Nadiren 86 216,45 21,36 7,37* 1-2;1-3 .09
Okuma g i 55 226,36 18,03

Her zaman 15 233,93 16,79
Sosyal Nadiren 19 215,63 19,16 1,48 .02
Medya g g1k 66 220,53 18,94

Her zaman 71 224,25 22,34

*p<.05

Tablo 3’e gore ogretmen adaylarmin elestirel diisiinme egilimi puanlar1 onlarin gazete ve kitap
okuma sikliklarina gore anlamli farklihik gostermektedir. Her zaman (X=232.72) ve sik sik
(X=223.54)kitap okudugunu belirten Ogretmen adaylarimin elestirel diigiinme egilimi puanlari,
nadiren kitap okudugunu ifade eden 6gretmen adaylarmin elestirel diisiinme egilimi puanlarindan
(X=215.20) anlamli diizeyde ytiksektir (Fe1s3 = 6.88, p<.05). Kitap okuma siklig1 azaldikga elegtirel
diisiinme egilimi puanlarininda azaldig1 dikkat ¢ekmektedir. Benzer bulgu 6gretmen adaylarinin
gazete okuma sikliklari igin de s6z konusudur. Nadiren gazete okuyan 6gretmen adaylar1 en diisiik
(X =216.45), her zaman gazete okuyan dgretmen adaylar1 en yiiksek (X=233.93) ortalama puan elde
etmistir. Scheffe testi sonuglarina gore her zaman ve sik sik gazete okuyan ogretmen adaylarinin
elestirel diisiinme egilimi puanlar1 nadiren gazete okuyanlardan anlamli diizeyde yiiksektir (F (2153
=6.88, p<.05). Kitap ve gazete okuma siklig1 degiskenleri icin hesaplanan etki biiytiikliikleri (n2=.08,
1n?=.09) ortalamalar arasi farkliliklarin orta diizeyde oldugunu gostermektedir (Green ve Salkind,
2005:157).

Tablo 3’te elestirel diisiinme egilimi puanlarinin sosyal medya kullanma sikligina gore
farklilastig1 goriilmektedir. Sosyal medyay1 sik ve her zaman kullanan 6gretmen adaylarinin ortalama
puanlar1 (X=224.25; X=220.53) nadiren kullanan ogretmen adaylarin ortalama puanlarindan
(X=215.63) ytiksektir ancak ortalama puanlar arasinda gozlenen bu farklhilik istatistiksel olarak
anlamli degildir.

Ogretmen adaylarmnin yansitict diisiinme diizeyi puanlarmin kitap, gazete okuma ve sosyal
medya kullanma sikliklarina gore anlamli farklilik gosterip gostermedigini belirlemek icin uygulanan
F testi sonuglar1 ve hesaplanan etki faktorii Tablo 4’'te sunulmustur.
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Tablo 4

YDDBO Puanlarmmin Kitap, Gazete Okuma ve Sosyal Medya Kullanma Sikligina Gore Aritmetik Ortalama,
Standart Sapma ve F Testi Sonuglar

YDDBO Sikhik N iz S F Anlamlihik ”
Kitap Nadiren 60 52,77 4,70 3,93* 1-3;2-3 .05
Okuma Sik sik 74 53,38 5,43

Her zaman 22 56,45 6,55
Gazete Nadiren 86 52,95 5,53 1,31 .02
Okuma Sik sik 55 54,45 533
Her zaman 15 54,93 5,16
Sosyal Nadiren 19 51,90 5,99 1,23 .02
z[jl‘f;’;ml Sik sik 66 54,12 5,17
Her zaman 71 53,54 5,51
*P<.05

Tablo 4'te goriildiigii gibi 6gretmen adaylarmin yansitici diisiinme diizeyi puanlari, onlarin kitap
okuma siklig1 agisindan anlamli farkliliklar gostermektedir. Nadiren kitap okuyan Ogretmen
adaylarinin (X =52.77) sik kitap okuyanlardan (X =53.38) ve sik kitap okuyan gretmen adaylarinin da
her zaman kitap okuyanlardan (X=56.45) anlamli diizeyde diisiik ortalama puan elde ettikleri
belirlenmistir (F @153 =3.93, p<.05). Diger bir anlatimla kitap okuma siklig1 arttik¢a yansitici diisiinme
diizeyi puanlari da artmistir. Ortalamalar arasindaki farkliigin etki biiyiikliigiiniin n?=.05 oldugu
belirlenmistir.

Tablo 4’e gore nadiren gazete okuyan Ogretmen adaylarinin yansitict diisiinme diizeyi puan
ortalamalarinin (X =52.95),s1k (X=54.45) ve her zaman (X =54.93) gazete okuyanlardan daha diisiik
oldugu goriilmektedir. Ortalama puanlar arasinda gozlenen farkliliklar istatistiksel agidan 6nemli
degildir (F 153 =1.31, p>.05). Yansiticl diisiinme diizeyi puanlart sosyal medya kullanimi siklig
agisindan  incelendiginde; sosyal medyayr nadiren kullanan Ogretmen adaylarmin puan
ortalamalarinin en diisiik (X=51.90), sik kullanan 6gretmen adaylarinin en yiiksek (X =54.12)oldugu
goriilmektedir ancak saptanan bu farkliliklar istatistiksel agidan anlamli degildir (F (2153 =1.23, p>.05).

Ogretmen adaylarinin elestirel diisiinme egilimi puanlari ile yansitici diisiinme diizeyi puanlar:
arasinda anlamh bir iliski olup olmadigini belirlemek icin Pearson korelasyon ¢oziimlemesi yapilmis
ve bulgular Tablo 5'te sunulmustur.

Tablo 5
CEDEQ ile YDDBO Puanlart Arasindaki Tliskiye Ait Korelasyon Tablosu

YDDBO
Pearson Korelasyon Katsayisi (r) 374
CEDEO Anlamhlik (p) .00
N 156
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Tablo 5'de goriildiigii gibi, 6gretmen adaylarinin elestirel diisiinme egilimi puanlar ile yansitic1
diisiinme diizeyi puanlar1 arasinda pozitif yonde, anlamli ve orta diizeyde bir iliski oldugu
belirlenmistir. Orta diizeyde (r=.374) iliskinin p=0,000 anlamlilik diizeyinde olmas1 dikkat gekici bir
durum olarak diistiniilebilir. Biiyiikoztiirk (2002: 32)’e gbre bu olas1 bir sonugtur. Korelasyon katsayisi
ornekleme bagli olarak, bazen ¢ok diisiik olmasina karsilik anlamli ya da yiiksek olmasina karsilik
anlamli ¢ikmayabilecegi belirtilmektedir. Tablo 5 incelendiginde Ogretmen adaylarinin elestirel
diisiinme egilimleri arttikga yansitici diisiinme diizeylerinin de arttig1 soylenebilir.

Ogretmen adaylarinin elestirel diisiinme egilimi puanlarinin yansitict diisiinme diizeyi
puanlarini yordama diizeyini belirlemek ic¢in basit dogrusal regresyon c¢oziimlemesi yapilmis,
sonuglar Tablo 6’da sunulmustur.

Tablo 6
CEDEO ileYDDBO Puanlar: Arasindaki Iliskiye Ait Regresyon Modeli

Model

Bagimli Degisken B Se p T p
Yansitic1 Diisiinme

Sabit 145.46 15.28 9.52 .00
Yansitic1 Diisiinme 1.422 284 37 5.01 .00

R=.37; R?=.14; F1,159=25.10 ; p<.05

Tablo 6’da elestirel diisiinme egiliminin, yansitic1 diisiinme diizeyine iliskin varyansin %14'{inii
[R=.374, R?=.140] agikladig1 goriilmektedir. R anlamhiligini sinayan varyans ¢oziimlemesine gore iki
degisken arasindaki iliski anlamlidir [Fq,154=25.10, p<.05]. Beta degeri ($=.37) bu iliskinin pozitif yonlii
oldugunu gostermektedir. Diger bir anlatimla elestirel diistinme egiliminin, yansitici diisiinmenin
anlaml bir yordayicist oldugu goriilmektedir. Regresyon ¢oziimlemesi sonucuna gore yansitici
diisiinme diizeyi puanini yordayan regresyon denklemi su sekildedir:

YDDBO= 1.422xCEDEQO+145.466

Sonug ve Tartisma

Ogretmenlerin sahip oldugu nitelikler, gelecek nesillerin sekillenmesinde son derece etkilidir. Bu
baglamda onlarin hizmet Oncesi egitim siireglerinde edindikleri 6zelliklerin incelenmesi 6nemli
goriilmektedir. Elestirel diisiinme egilimi ve yansitici diisiinme becerileri, 6gretmenlerin ve 6gretme
O0grenme siirecinin niteliginde etkili oldugu diisiiniilen Ozelliklerdendir. Bu baglamda eldeki
arastirmada, Ogretmen adaylarinin elestirel diisiinme egilimleri ve yansitici diisiinme diizeyleri,
aralarindaki iliski ve yordama giicii incelenmistir. Arastirmaya katilan 6gretmen adaylarinin elestirel
diisiinme egilimlerinin “iyi” yansitici diisiinme diizeylerinin “orta” diizeyde oldugu belirlenmistir.

Calismada, kitap okuma aliskanligina sahip olan katilimcilarin elestirel diisiinme egilimlerinin
digerlerinden anlamli diizeyde yiiksek oldugu belirlenmistir. Kitap okuma siklig1 ile yansitici
diistinme diizeyi arasinda da benzer iligkinin oldugu saptanmistir. Her zaman kitap okudugunu ifade
eden katilimcilar YDDBO'den en yiiksek ortalama puani elde eden grup olmustur. Kitap okuma
sikhiginin yani sira okunan kitap tiirii ve okudugunu anlama, sorgulama aliskanligi da kuskusuz
diisiinme bicimlerini gelistirmede etkili olmaktadir. Sen (2009) tarafindan Tiirk¢e d6gretmen adaylar:
ile yapilan calismada elestirel diisiinme ile kitap okuma arasinda anlamli bir iliski bulunmamasina
karsin Susar Kirmizi, Fenli ve Kasap (2014) kitap okuma aligkanlig: ile elestirel diisiinme egilimi
arasinda olumlu ve anlaml iliski oldugunu belirlemistir. Eldeki arastirmayla benzer sonuglara ulasan
yazarlar, okuma aliskanliginin elestirel diisiinme egiliminin 6nemli bir belirleyicisi oldugunu ifade
etmistir. Demirer, Cintas Yildiz ve Siinbiil (2011) de okuma aliskanliginin elestirel diisiinmeyi
gelistiren bir yasam boyu 6grenme kaynagi oldugunu ifade etmektedir. C)zensoy (2011) tarafindan
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yapilan arastirmada da okumanin ve 6zellikle sorgulayarak okumanin elestirel diisiinme becerisini
artirdig ifade edilmektedir. Karasakaloglu, Saracaloglu ve Yilmaz Ozelgi (2012) de elestirel bakis
acistyla gerceklestirilen okuma etkinliklerinin sorgulama, anlam ¢ikarma ve {iist bilisi gelistirme
agisindan Onemini vurgulayarak bir anlamda bu siirecin yansitici diisiinme agisindan Onemini
vurgulamaktadir. Hatton ve Smith (1995) de gelistirilen programlarda ogrencilere kurgusal ve
kurgusal olmayan kitap okuma gorevlerinin verilmesinin yansitici diisiinmeyi gelistirmede etkili
oldugunu ifade etmektedir. Hong ve Lin (2011) kitap okuma kuliiplerinin hem olumlu, hem {ist
bilissel diisiinmeyi gelistirdigini belirtirken, Murphy, Rowe, Ramani ve Silverman (2014) da
okumanin elestirel diisiinmeyi destekleyen bir etkinlik oldugunu vurgulamaktadir.

Yukaridaki bulgularla tutarli olarak ¢alisma grubunun gazete okuma sikliginin, elestirel
diisiinme diizeylerini olumlu yonde etkiledigi sonucuna ulasilmistir. Yansitict diisiinme agisindan
bakildiginda her zaman gazete okudugunu belirten 6gretmen adaylar: lehine anlamli farklilik oldugu
belirlenmekle birlikte bu durumun istatistiksel agidan anlamli olmadig1 saptanmistir. Sen (2009)’in
calismasinda elestirel diisiinme egiliminin gazete okuma siklig1 degiskeninden bagimsiz oldugu
saptanmuis, kitap ve gazete okuma aliskanlig: ile elestirel diisiinme egilimi arasinda anlamli bir iliski
bulunmamasinin sasirtict oldugunu ve beklentilerin disinda bir sonu¢ oldugunu vurgulamistir.
Nitekim Facione ve Facione (1997) ile Hawkins (2012) goniillii olarak okumaya ayrilan zaman ile
elestirel diisiinme egilimi arasinda olumlu iliski oldugunu ifade etmektedir. Bu baglamda egitim
fakiiltelerinde okuma ve elestirel okuma etkinlikleri gerceklestirmelidir. Okumaya yonelik 6grenci
topluluklar1 kurulup kitap ve gazete okumaya 6zendirici gesitli etkinlikler gerceklestirilmesi, gazeteci
ve yazarlarin konusmaci oldugu konferanslar diizenlenmesi saglanabilir. Kiitiiphane kaynaklarinin
kullanimina yonelik egitimlerle okuma ilgileri artirilmaya ¢alisilmalidir.

Aragtirmada; Ogretmen adaylarinin elestirel diisiinme egilimleri ve yansitict diisiinme
diizeylerinin, sosyal medya kullanim sikligina gore anlamli farkliliklar olusturmadig: belirlenmistir.
Bu noktada sosyal medya araglarmin hangi amaglarla kullanildiginin da incelenmesi gerekliligi ortaya
cikmaktadir.Internet ve sosyal medya araglari bilingli kullanildiginda ve informal 6grenmeye hizmet
ettiginde gelisime katki saglayici olmaktadir. Bu anlamda medya okuryazarligi egitimi verilmesi
onemli goriilmektedir (Kartal, 2013; Yakin ve Evin Gencel, 2013).

Calismada elestirel diisiinme egilimi ile yansitict diisiinme arasinda pozitif yonde ve orta
diizeyde iliski oldugu belirlenmistir.Regresyon ¢oziimlemesi de elestirel diisiinme egiliminin,
yansitici diisiinmenin anlamli bir yordayicis1 oldugunu gostermistir. Bu bulgu, 6grenme siirecinde
sorgulayic1 yansitmanin yansitici diisiinmede en iist diizeyi oldugu, sorgulayici yazma ile elestirel
diisiinme becerisinin gelistigi, sorgulama ve yansitmanin iligkili oldugu yoniindeki bulgularla (Bloom,
1981; Colley, Andrea & Carol, 2012; Duban ve Yanpar Yelken, 2010; Kolb, 1984; Mezirow, 1991) aymn
yondedir. Egitim fakiiltelerinde Kolb’'un deneyimsel 6grenme kuramina dayali egitim, basamakl
Ogretim, etkin Ogrenme teknikleri gibi uygulamalarla s6z konusu diisiinme becerilerinin
gelistirilmesine c¢alisilabilir. Yansitici ve elestirel diisiinebilen bireyler yasam boyu o6grenme ve
gelismeyi benimsemektedir.

Rehberlik ve psikolojik danigsma; hangi egitim kademesinde olursa olsun 6grencilerin bireysel,
psikolojik bir ¢ok konudaki problemlerini ¢dzebilmelerinde en yakin danisma noktasi oldugu icin
onemlidir. Bu birim 6grencinin bireysel sorunlarinin ¢oziimiinde rehber rol oynadig: gibi 6gretmen-
aile-6grenci {icgeninde yasanan sorunlarin ¢6ziimiinde de daima 6grenciye destek vermektedir. Bu
sorunlarin ¢oziimii icin Oncelikle 6grenciyi gelisimsel psikolojik olarak her yoniiyle ele almasi,
ardindan olasi ¢oziim yollarina iliskin etrafina diisiinmesi gerekmektedir. Bu siirecte 6grenciye en iyi
sekilde rehberlik edebilmek icin aileler, Ogretmenler ve Ogrenciler ile goriismelerde
bulunabilmektedir. Tiim bu goriismeler sonucunda elde edilen bilgiler, 6grencinin 6zellikleri rehber
Ogretmen tarafindan analiz edilir. Bu analiz sonucunda rehber 6gretmen 6grencinin sorunlarmin en
iyi ve en saglikli sekilde ¢oziilmesi icin gerekli rehberligi yapar. Rehber 6gretmenin sorunlari ¢ézme,
yoneltme, danismanlik gibi gorevlerini yerine getirmesinde durumlara elestirel yaklasma, sorgulama,
yansitma, olasi sonuglar1 goz dniinde bulundurma konularindaki etkilili§i onlarin yansitic1 ve elestirel
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diisiinme becerileri ile ilgilidir. Rehber 6gretmenler i¢in bu derece 6nemli olan diisiinme becerilerinin
hizmet Oncesi egitim siireclerinde incelenmesi ve gelistiriimeye yonelik faaliyetlerde bulunulmasi
onemli goriilmektedir. Bu nedenle arastirmada rehberlik ve psikolojik danismanhik boliimii
ogrencileri incelenmistir.Farkli boliim ve branslardakiogretmen ve 6gretmen adaylarinin séz konusu
becerilerini inceleyen nicel, nitel ve karma arastirma desenlerinin kullanildig1 ¢alismalarin program
gelistirme ve 6gretmen yetistirme alanlarina katk: saglayacag: diisiiniilmektedir.

Diisiinme becerileri, egitim siire¢lerinde temel becerilerdir. Genelde tiim 6gretmenlerin 6zelde
rehber o6gretmenlerin elestirel ve yansitici diisiinebilme becerilerine sahip olmasi 6grenme 6gretme
siireclerini tasarlama, 6grencilere model olma, sorun ¢dzme ve egitim siireglerinin niteligini artirmada
etkili olacaktir. Rehber 6gretmenin elestirel ve yansitict diisiinebilme becerileri 6grenciler ile ilgili
alinacak kararlarda, yapilan yoneltme ve yerlestirme hizmetlerinde, danismanlik siireglerinde,
sorunlarin ¢dziimiinde anahtar rol oynamaktadir. Sonug olarak, Gipe ve Richards’in (1992) “yansitici
diisiinme bir sorgulama siireci olup kendini gelistirmeyle sonuglanir” ifadesi de goz oOniinde
bulundurularak egitim fakiiltelerinde 6gretmen adaylarinin diisiinme becerileri agisindan incelenmesi
ve gelistirmeye yonelik etkinliklerin yapilmasinin énemli oldugu diisiiniilmektedir.
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Extended Abstract

Investigation of Critical Thinking Tendency and Reflective Thinking Levels of Teacher Candidates

Reflective thinking is like a mechanism which supervises individuals’ own learning processes.
This thinking system is an effective way of thinking for individuals in finding what, how, in what way
to learn more effectively and efficiently. Critical thinking also involves a reflective and logical thinking
process. Both are also effective in the process of thinking and the development of lifelong learning.
The qualities which teachers have affect the quality of education. In this context, it seems important to
examine the teachers' properties acquired in the pre-service training process.

When the studies in the field of learning and teaching are examined, it is seen that thinking skills
are focused on and different ideas are put forward for the development of different thinking skills in
the preparation of programs. With the adaption of a constructivist approach to education in Turkey,
such thinking types as critical thinking, rigorous thinking, creative thinking and reflective thinking are
among the elements developed in training programs. Critical and reflective thinking skills are
highlighted by many authors and associated with each other. These two qualities are considered
effective in teachers’ awareness of their own learning and teaching process and the training of
qualified teachers.

Teachers also act as models for the development of students' thinking skills as well as many other
issues. It has been emphasized that a teacher is the most important factor in preparing students as
individuals who express themselves, question and discuss their thoughts in a fear-free, modern
environment which discourages memorization.

This study aims to examine the situation of teachers in terms of those skills in the process of pre-
service training. It also aims to provide recommendations for dealing with deficiencies and contribute
to the literature by examining the relationship between critical and reflective thinking.

In line with this rationale, the following questions are examined in this study:
Among teacher candidates;

*  What are the critical thinking and reflective thinking levels?

*  Is there a significant difference between critical thinking and reflective thinking level scores
according to book reading, newspaper reading and frequency of social media use?

* Is there a significant relationship between the level of critical thinking scores and reflective
thinking?

*  What is the predicting level of the critical thinking score over the reflective thinking score?

For the purposes of this study, the single screening model and relational screening model were
used together. The sample of the study consists of (N = 157) teacher candidates who study at
Canakkale Onsekiz Mart University, Faculty of Education in the department of Guidance and
Psychological Counseling. 23.7% of the study group are in their first year, 26.3% are in their second
year, 26.9% are in their third year and 23.1% are in their fourth year in the program. As data collection
tools, "Reflective Thinking Determining Level Scale" which was developed by Kember (2000) and
adapted to Turkish by Basol ve Evin Gencel (2013) and "California Critical Thinking Disposition
Inventory" which was translated into Turkish by Kékdemir (2003) were used.

With regard to the first question of the study, focusing on what teachers' levels of reflective
thinking and critical thinking tendencies showed; it was determined that critical thinking tendency
was “good” and level of reflective thinking was "medium". With regard to teacher candidates’ critical
thinking levels: it is noteworthy that the lower the frequency of reading books is, the lower the critical
thinking tendency score is. A similar finding also appeared for newspaper reading frequency of
teacher candidates. Teachers rarely reading newspapers have obtained a minimum score of (X=
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216.45), the teachers always reading newspapers have gained a maximum score of (X= 233.93).
According to the Scheffe test, the critical thinking tendency scores of the teacher candidates who
always and often read newspapers were significantly higher than those who rarely read newspapers
(F @153 =6.88, p<.05). In the study, it has been determined that the levels of critical thinking skills of
participants who usedsocial media were higher than the others, however; this result is statistically of
no significance.

With regard to teacher candidates' reflective thinking level: teacher candidates’ reflective
thinking level scores showed no significant differences in terms of their frequency of reading; however
the more the frequency of reading books was, the more the level of reflective thinking score increased.
It was determined reading newspapers and social media usage frequency of teacher candidates
affected the level of reflective thinking, but; this result is statistically of no significance.

A significant and moderate correlation in positive direction has been observed between the
critical thinking tendency score and reflective thinking level scores of the teacher candidates. In
summary, it could be stated that as the teacher candidates’ critical thinking tendency level increased,
reflective thinking level increased. As a result of the analysis done in order to determine the regression
level of teacher candidates’ critical thinking tendency scores over reflective thinking level scores, the
critical thinking tendency seems to explain 14% [R = .374, R 2 = .140] of the variance related to the level
of reflective thinking [Fq,1549=25.10, p<.05]. Beta value (3 = .37) indicates this relationship is positive. In
other words, the critical thinking tendency seems to be a significant predictor of reflective thinking.

The results showed that the participants’ critical thinking tendency and reflective thinking levels
differed in terms of various variables. There was a positive and significant relationship between these
two ways of thinking and the critical thinking tendency explained 14% of the variance related to the
level of reflective thinking were among the findings of the study.

In the study, it was determined there was a positive and moderate relationship between reflective
thinking and critical thinking tendency. Regression analysis also showed that the critical thinking
tendency was a significant predictor of reflective thinking. The findings of the study are in line with
the findings of most of research (Bloom, 1981; Duba and Yanpar Yelken, 2010; Kolb, 1984; Mezirow,
199; Colley, Andrea and Carol, 2012) which reveal a relationship between questioning and reflecting.
In faculties of education, with applications such as active learning techniques, education based on
Kolb's experiential learning theory, stepped education can be investigated to develop these skills.
Individuals who are able to think reflectively and critically have embraced lifelong learning and
development. The research studies which examine these skills based on quantitative, qualitative and
mixed methods can contribute to the curriculum development and teacher training.
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Ogretmen Adaylarinin Oz-diizenleyici Ogrenme Stratejilerini
Kullanma Diizeylerinin incelenmesi’

An Investigation of Teacher Candidates’ Level of Using Self-regulated
Learning Strategies

flke EVIN GENCEL", Ozge ERDOGAN™, Ozge AYDIN**
Oz

Bu calismanin amaci, fen bilgisi ve simuf &gretmeni adaylarmin “Ogretim ilke ve
Yontemleri” dersinde 6z-diizenleyici 6grenme stratejilerini kullanma diizeylerini ve cinsiyet,
ogrenim gordiikleri anabilim dali ve akademik basarinin bu stratejilerin kullanimi tizerindeki
etkilerini belirlemektir. Aragtirmanin verileri “Ogrenmede Motive Edici Stratejiler Olgegi” ile
toplanmistir. Arastirmaya Hacettepe Universitesi Egitim Fakiiltesi Fen Bilgisi Ogretmenligi (n=98)
ve Sinif Ogretmenligi (n=108) anabilim dallarinda dgrenim gormekte olan ve “Ogretim ilke ve
Yontemleri” dersini alan toplam 206 6gretmen aday1 katilmistir. Tarama modelinin kullanildig:
arastirmadan elde edilen veriler ortalama, standart sapma, t testi ve tek yonlii varyans analizi
kullanilarak analiz edilmistir. Elde edilen bulgular dogrultusunda, &gretmen adaylarmin 6z-
diizenleyici 6grenme stratejilerini orta diizeyde kullandiklari, bu stratejileri kullanma diizeylerinin
cinsiyet ve akademik basarilarina gore farklilik gosterdigi, ancak 6grenim gordiikleri anabilim
dalina gore farklilasmadig1 sonucuna ulasilmistir.

Anahtar sozciikler: Oz-diizenleme, motivasyon, Ogrenme stratejileri, motivasyonel
inanglar, 6gretmen egitimi, 6gretmen aday1

Abstract

The aim of the study is to determine the use of self-regulated learning strategies by
Science and Primary Education teacher candidates within the framework of the course
“Instructional Principles and Methods” and to find out the effects of variables like gender, the
departments they attend and their achievement on the use of these strategies. The data of the
study have been collected via the “Motivated Strategies for Learning Questionnaire”. The
participants are a total of 206 teacher candidates taking the course “Instructional Principles and
Methods”. They are the students of Hacettepe University, Faculty of Education, departments of
Science Education (n=98) and Primary Education. In the study, in which the survey model has
been used, the data obtained has been analyzed through mean, standard deviation, t-test and
ANOVA. In the light of the findings obtained by this survey, it is seen that teacher candidates
who have participated in the study moderately employ the self-regulated learning strategies.
Furthermore, it is has been found that the use of these strategies differ in terms of gender and
achievement, but their departments are found not to have any effects.

Key words: Self-regulation, motivation, learning strategies, motivational beliefs, teacher
training, teacher candidate
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Giris
Glintimiizde egitimin en dnemli hedeflerinden biri, 6grenmenin sorumlulugunu {istlenen, kendi
o0grenme siireclerini kontrol eden, bu siireglere etkin olarak katilan, kendi yeteneklerine giivenen, bu
yeteneklerini olumlu bir sekilde kullanan bireyler yetistirmek ve onlarin yasam boyu Ogrenme
becerilerini gelistirmektir. Ogrenmenin yasam boyu devam eden bir etkinlik oldugu dikkate
alindiginda, bireyin bu hedeflere ulagmasinda ve Ogrenme siirecini yonlendirebilmesinde 0z-
diizenleme becerisi 6nem kazanmaktadir (Haslaman ve Agkar, 2007; Israel, 2007; Zimmerman, 2002).

Sosyo-biligsel kuramcilar, 6z-diizenleyici 6grenmenin model alma ve yaparak Ogrenme
deneyimleri araciligiyla sosyal, cevresel ve fiziksel etkenlerden etkilendigini one siirmektedir.
Zimmerman ve Martinez-Ponz (1990), 6z-diizenleyici 6grenmeyi tamimlarken Bandura'nin sosyal
biligsel kuramini temel almiglardir (Shores ve Shannon, 2007). Schunk ve Zimmerman (1994:309, Akt.
Boekaerts, 1997), 0z-diizenlemeyi Ogrencilerin hedeflerine ulasmak icin kendi bilis, davranis ve
duygularini harekete gegirme siireci olarak tanimlamaktadir. Kisaca bireyin kendisi tarafindan kisisel
hedeflerine ulagsmay:1 saglayacak sekilde planlanmis ve diizenlenmis diisiinceler, duygular ve
eylemler olarak da ifade edilebilir (Zimmerman, 2005). Oz-diizenlemeli o0grenme, hem biligsel hem de
motivasyonel 0z-diizenlemeden olusan karmasik ve etkilesimli bir siirectir (Boekaerts, 1997). Bu
siirecte 6grenme hedeflerini belirleyip buna yonelik c¢alismalar yapan bireyler, gerceklestirdikleri
ogrenmeleri degerlendirerek kendi kendilerine doniit saglar ve diizenlemeler yaparlar.

Kauffman’a (2004) gore 6z- diizenleme, 0grenenin 6grenme etkinliklerini kontrol etmeye ve
yonetmeye yonelik ¢abasidir. Pintrich (2000), 6z-diizenlemeyi, 6grencilerin kendi 6grenme hedeflerini
belirledikleri ve bilisleri, motivasyonlar: ile davranislarini diizenlemeye calistiklar: aktif bir siireg
olarak tamimlamaktadir. Ogrencilerin kendi 6grenme siireglerini anlayabilmeleri, bu siiregleri kendi
ozelliklerine gore diizenlemelerine yardimci olma olanag1 vermektedir. Diger bir deyisle 6grencilerin
kendi 6grenme siireglerini anlamalari, 6z-diizenleme becerilerine sahip olmalariyla saglanabilir (Alci
ve Altun, 2007). Kisacas: 0z- diizenleme, dgrencilerin {ist-bilis, motivasyon ve davranis agisindan
kendi 6grenme siireglerine etkin olarak katilmasidir (Zimmerman, 2001).

Ogrencﬂerin basarilari, biiyiik 6lciide kendi 6grenme bigimlerinin farkinda olmalarina ve kendi
ogrenmelerini yonlendirmelerine baglidir (Erdem, 2005). Ogrenciler hem kendi 6grenme 6zelliklerini
taniyarak, hem de 6grenmede yararlanilan teknikleri kullanarak etkili 6grenmeyi gergeklestirebilirler
(Ozer, 1998). Bireyin kendi kendine 6grenmesini kolaylastiran tekniklerin her biri 6grenme stratejisi
olarak tanimlanmaktadir. Ogrenme stratejileriyle, 6grencinin bilgiyi isleyerek ve kalict bicimde
O0grenmesini saglamak amaglanir. Bu nedenle 6grenme stratejileri, 6grencinin, dgretilecek yeni bilgiyi
se¢cme, diizenleme ve biitiinlestirme bi¢imini etkilemesi beklenen davranis ve diistincelerden olusur
(Weinstein ve Mayer, 1986). Ogrenme stratejileri, bellek ve bilissel islemleri de iceren, dgrenci
tarafindan kullanilan ve dgrenmeyi etkileyen, davranis ve diisiinme islemleridir. Pressley’e gore,
Ogrenme stratejileri islemlerin Otesinde, Ogrenmeyi dogrudan etkileyen 6grenme yoneticileridir.
Ogrenme ile ilgili herhangi bir problemle basa ¢ikmak icin 6grencilerin kullandig1 yontemlerdir
(Arends, 1998: 415). Baska bir deyisle 6grenme stratejileri 6grenme-dgretme siirecinde 6grencilerin
yeni bilgileri kazanmalarinda ve diger alanlarda kullanmalarinda 6grencilere yardimei olacak beceri,
davranis ve diisiinceleri kapsar.

Ogrencﬂerin kendi 6grenme siireclerini izlemeleri 6z-diizenleme igin biiyiik 6nem tasir. Bu
izlemeler sonucunda &grenci kendini degerlendirerek gerekli diizenlemeler yapar. Ogrenme
stireclerini yonlendirebilen ve kendi 6grenme stratejilerinin farkinda olan 6grenciler bilissel stratejileri
nasil kullanacaklarini bilirler. Bu baglamda bilissel stratejiler, 6z-diizenlemede etkin olarak rol
oynamaktadir (Butler, 2002). Oz-diizenleme ve biligsel stratejiler birbirini destekler bir dongii
icindedir. Diger bir deyisle 6z-diizenleme becerisinin gii¢lii olmas1 6grencilerin biligsel stratejileri iyi
kullanabildigini gostermektedir (Karakas, 2009).
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Pintrich, Smith, Garcia ve Mc Keachie (1993), biligsel stratejiler ile kaynaklari yonetme
stratejilerini Oz-diizenleme stratejileri tanimlamasi altinda ele almaktadir. Biligsel stratejiler,
ogrencilerin bir gorevi tamamlamak ya da 6grenmeyi gerceklestirmek amaciyla 6grenme deneyimleri
sirasinda kullandiklari bilissel siire¢ ve davraniglar: ifade etmektedir. Biligsel stratejiler bilgiyi se¢me,
ayrintilara inmeye ve diizenlemeye yardimci olur ve tekrarlama, ayrintilandirma, orgiitleme, elestirel
diisiinme ve {ist-bilissel 6z-diizenleme stratejilerini kapsar. Kaynaklar1 yonetme stratejileri ise hem
ogrencilerin cevrelerine uyum saglamalarina, hem de kendi hedeflerine ulasmak ve ihtiyaclarimi
karsilamak igin gevrelerindeki ortami degistirmelerine yardimci olmaktadir. Baska bir deyisle bu
stratejiler 6grencilerin hedeflerine ulasmak i¢in gevrelerindeki ortam1 kontrol etmeleri anlamina gelir.
(Hofer, Yu ve Pintrich, 1998, Akt., Altun ve Erden, 2006; Kivinen, 2003). Bu strateji, zaman ve ¢alisma
cevresinin diizenlenmesi, ¢abanin diizenlenmesi, arkadastan 6grenme ve yardim arama boyutlarin
igermektedir.

Ancak biligsel ve {iist-biligsel stratejiler cogu zaman dgrencilerin basarilarini arttirmak igin yeterli
olmayabilir. Ogrencilerin hem bu stratejileri kullanabilmeleri, hem de kendi giiclii ve zayif oldugu
noktalarin farkinda olarak 6grenme siireclerini basariyla tamamlayabilmeleri i¢in motive olmalar1 da
gerekmektedir (Pintrich ve De Groot, 1990). Motivasyon, 0grenme stratejilerini verimli kullanmak
isteme ya da 0z-diizenleyici 6grenenin, 6grenmenin artmasina iliskin inanci olarak tanimlanabilir
(Haglaman, 2005). Ogrencinin akademik yasamin gerektirdigi temel etkinliklere iliskin motivasyon
diizeyi yeteri kadar yiiksek olmalidir. Motivasyon, basari igin gerekli bilissel ve davranigsal
etkinliklere ayrilan enerjinin miktarin1 belirlemektedir. Ogrencinin basarili olma gereksinimi,
okumaya ve Ogrenmeye olan ilgisi, kendisine bir amac belirleyip belirlemedigi, amaclarinin
konusunda kendine iliskin yeterlilik algisi ve neden &grendigine iliskin bilislerinin tiimii onun
motivasyon diizeyini etkilemektedir (Bozanoglu, 2005). Ogrencﬂerin motivasyon diizeyleri onlara 6z-
diizenleyici 6grenciler olarak kendi 6grenme siireclerini kendilerinin diizenlemelerinde yardimci
olmaktadir. Bu baglamda 6z-diizenlemeye dayali 6grenme ortamlarinin hazirlanmasinda hem bilissel
ve list-biligsel strateji kullanimi, hem de motivasyon etkin rol oynamaktadir.

Zimmerman(1990)'e gore 0z-diizenlemeli Ogrenciler sadece ogrenme g¢iktilarina yonelik
calismakla kalmamakta, 6nceden dnlemler alarak 6grenme firsatlarini arastirmaktadirlar. Bu da aymn
zamanda motivasyonel bir siirectir; Ogrencilerin Ogrenmeye istekli olmalar1 ve konuya ilgi
duymalarmi gerektirir. Pintrich ve digerlerine (1993) gore 6z-diizenlemenin ikinci degiskeni olan
motivasyonel inanglar; 6grencilerin, objelere, olaylara veya konu alanlarina iliskin goriislerini,
kararlarini ve degerlerini isaret eder (Boekaerts, 2002). Motivasyonel inanglar, hedef yonelimi, amaca
odaklanma, konu degeri, 6grenme inanglari, 6z-yeterlik ve sinav kaygisin1 kapsamaktadir.

Oz-diizenleme becerileri Ogrencilerin O0grenme siiregleri {izerinde davramssal, bilissel ve
motivasyonel olarak etkin rol oynar (Ainley ve Patrick, 2006). Ogrenmenin etkili ve kalic bir gekilde
gerceklesmesi igin Ogrenenlerin 6z-diizenleme becerilerini etkili bir sekilde kullanmalari
gerekmektedir. Oz-diizenleme becerilerini etkili bir sekilde kullanan ogrenciler, bu becerileri hem
siifta hem de simf disinda uygulayabilirler (Nota, Soresi ve Zimmerman, 2004). Oz-diizenleme
becerisine sahip bir 6grenci kendi 6grenme siireclerine aktif olarak katilabilir. Ayrica belli bir 6grenme
hedefine ulasmak igin hangi stratejiyi kullanacagini bilir, 6grenme siirecinde kendi yontem ve
stratejilerini belirler, kaynaklar1 yonetir, bunlarin etkinligini gdzden gegirir ve farkli sekillerde geri
bildirim elde eder (Steffens, 2006; Sungur ve Tekkaya, 2006; Zimmerman, 2001; Zimmerman, 2002).
Ayrica motivasyonunu devamli kilabilmek igin ¢aba sarf eder. Icsel ve digsal dikkat dagitan her
unsuru ortadan kaldirmak adina gesitli stratejiler ortaya koyar (Weinstein, Husman ve Dierking, 2000;
Montalvo ve Torres, 2004).
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Zimmerman (1990) 6z-diizenlemeli 6grenen bireylerin 6zelliklerini su seklide ifade etmektedir:

»  Oz-diizenlemeli Ogrenenler egitim gorevlerine kendinden emin bir sekilde yaklasir, caba
gosterir ve kaynaklar: kullanurlar.

* Ne zaman bir bilgi veya beceriyi kullanacaklarini ve ne zaman kullanmayacaklarini bilirler.

. ihtiyag duyduklar1 bilgiyi arastirir ve Ogrenmek icin gerekli adimlari gergeklestirirler.
Zorluklarin iistesinden gelebilirler.

+ Ust-bilissel acidan O0grenme siirecinde planlama yapar, hedefleri belirler, diizenler, kendini
izler ve kendini degerlendirirler.

. Ogrenme yaklasimlarinda 6z-farkindaliklar: olan, bilgili ve karar verebilen bireylerdir.
* Motivasyonel acidan 6z-yeterliklerinin yiiksek olduguna inanirlar ve konuya ilgi duyarlar.

* Davranissal olarak &grenmelerini en iist diizeye c¢ikaracak ortamlari seger, yapilandirir ve
yaratirlar.

Giliniimiizde bilginin &grenciler tarafindan yapilandirilmasi, 0z-diizenleme becerilerinin
gelistirilmesini daha da Snemli kilmistir. Ogrencilerin 0z-dlizenleme becerilerine sahip olmalar1 ve
sahip olduklari bu becerileri nasil kullanacaklarini 6grenmeleri egitimin daha nitelikli olmasin
saglayacaktir. Ogrencilerin yasam boyu 6grenmelerine yardim edecek 6grenmeyi 6grenme becerisini
kazanmalar1 igin Oncelikle 6gretmenlerin bu beceriye sahip olmalari ve bu beceriyi kullanmalari
gerekmektedir. Bu baglamda 6gretmenin etkili 6grenme stratejilerine iliskin bilgisi ve bu stratejileri
kendi 6grenmesine uygulama konusundaki yeterliligi 6grencilerine bu konuda model olusturmalar1
agisindan da onemlidir. Ayrica Ogretmenin kendi dgrenmesinde kullandigi stratejilerin farkinda
olmasi, Ogrencilerini daha iyi tanimasini saglayarak Ogretimi planlamasma katkida bulunacaktir.
(Giirsimsek, 2002). Ancak 6gretmen adaylarinin bu beceriye hangi diizeyde sahip olduklarini ortaya
koyan ¢alismalar sinirlidir ve bu tiir ¢alismalara ihtiyag vardir.

Alan yazinda yapilan calismalar incelendiginde yurt disinda &grencilerin 6z-diizenleme
becerilerine etki eden faktorlerin arastirildigi, 06z-diizenleme becerilerinin gelistirilmesinin
hedeflendigi ve 0©z- diizenlemeye dayali O6grenme ortamlarinin etkiliginin incelendigi cesitli
arastirmalara rastlamak miimkiindiir. Ulkemizde de son yillarda bu konuda yapilan arastirmalarin
onem kazandig1 goriilmektedir (Canca, 2005; Haslaman ve Askar, 2006; Alct ve Altun, 2007; Ciltas ve
Bektas, 2009; Sagirli, Ciltas, Azapagas1 ve Zehir, 2010; Bulus, Duru, Balkis ve Duru, 2011; Ciltas, 2011).
Bu baglamda 6gretmen adaylarinin 6z-diizenleme becerilerini kullanma diizeylerinin belirlenmesine
ve bu becerilerin gelistirilmesine yonelik farkli arastirmalara gereksinim oldugu sdylenebilir. Ozellikle
yiiksek ogretim diizeyinde yapilacak ¢alismalar, 6gretim elemanlarinin 6gretme-6grenme ortamlarins,
Ogretmen adaylarinin 0z-diizenleme becerilerini kazanmalarma yardimc olacak sekilde
diizenlemelerine de katki saglayacaktir.

Arastirmanin Amaci ve Onemi

Ogretmen adaylarinin 6gretmenlik meslegini yapmaya basladiklarinda 6z-diizenleme becerisini
ogrencilerine kazandirabilmeleri ve siniflarinda 6grenme ortamini buna gore diizenleyebilmeleri icin
oncelikle kendilerinin bu beceriyi kazanmis olmalar1 gerekmektedir. Buradan hareketle yapilan
calismanin amac1 H.U. ilkbgretim boliimiinde 6grenim gormekte olan fen bilgisi ve smif 6gretmeni
adaylarinin “Ogretim Ilke ve Yontemleri” dersinde 6z- diizenleyici 6grenme stratejilerini kullanma
diizeylerini belirlemektir. Bu amaca ulasmak i¢in asagidaki sorulara yanit aranmaistir:

1. Fen bilgisi ve smf Ogretmeni adaylarinin ”Ogretim flke ve Yontemleri” dersinde, 6z-
diizenleyici 6grenme stratejilerini kullanma dfiizeyleri nedir?

2. Oz—dﬁzenleyici O0grenme stratejilerine kullanma diizeyleri arasinda cinsiyete gore anlaml bir
farklilik var midir?
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3. Oz—dﬁzenleyici Ogrenme stratejilerini kullanma diizeyleri arasinda anabilim dalina gore
anlamli bir farklilik var midir?

4. Oz—dﬁzenleyici Ogrenme stratejilerini kullanma diizeyleri arasinda genel akademik
ortalamaya gore anlamli bir farklilik var midir?

Yontem

Arastirmanin Modeli

Bu arastirma, fen bilgisi ve smif 6gretmeni adaylarinin 6z-diizenleyici 6grenme stratejilerini
kullanma diizeylerine iliskin goriislerinin belirlenmesinin amaglandigr durum saptamaya yonelik
betimsel bir arastirmadir. Arastirmanin gergeklesmesinde tarama modeli kullanilmistir. Tarama
modelleri, gegmiste ya da halen var olan bir durumu var oldugu sekliyle betimlemeyi amaglayan
arastirma yaklasimlaridir (Karasar, 1995).

Calisma Grubu

Aragtirma 2011-2012 egitim-6gretim yilinda Hacettepe Universitesi ilkégretim Bolimii Fen
Bilgisi ve Sinif Ogretmenhgi anabilim dali ikinci sinifta 6grenim gormekte olan ve giiz déneminde
”Ogretim Ilke ve Yontemleri” dersini alan 206 Ogretmen aday ile yiriitiilmiistiir. Katilimcilarin
demografik 6zellikleri Tablo 1’de verilmistir.

Tablo 1

Ogretmen Adaylarinin Demografik Ozellikleri

Degiskenler f % Toplam
Kiz 162 78,6
Cinsiyet Erkek 44 21,4 206
Fen Bilgisi Ogretmenligi 98 47,6
Ana Bilim Dali Sinif Ogretmenligi 108 52,4 206
0,00-1,49 0 0
Genel Akademik Ortalama 1,50-2,49 97 47,1 206
2,50-3,49 104 50,5
3,50-3,99 5 2,4

Tablo 1 incelendiginde ¢alisma grubunun %78,6'sinin kizlardan, 21,4’tiniin erkeklerden olustugu
goriilmektedir. Ogretmen adaylarinin  %47,6’st  Fen Bilgisi Ogretmenliginde, %52,4'tt  Simnf
Ogretmenliginde O0grenim gormektedir. Ogretmen adaylarinin %47,1’inin genel akademik ortalamasi
1,50-2,49 arasinda, %50,5’inin 2,50-3,49 arasinda, %?2,4’uiniin ise 3,50-3,99 arasindadr.

Veri Toplama Aract

Aragtirmada fen bilgisi ve sinif 6gretmeni adaylarmin sahip olduklari 6z-diizenleme becerilerini
belirlemek amaciyla Pintrich, Smith, Garcia ve Mc Keachie (1991) tarafindan gelistirilen, Altun ve
Erden (2006) tarafindan gegerlik ve giivenirlik ¢alismasi yapilan ”Ogrenmede Motive Edici Stratejiler
Olgegi” (Motivated Strategies for Learning Questionaire: MSLQ) kullanilmistir. Olgek ilk olarak 1986
yilinda “Michigan Universitesi Yiiksekogretimi Gelistirme ve Ulusal Arastirma Merkezinde” gorev
yapan bir arastirma grubu tarafindan olusturulmustur. Daha sonra 1991 yilinda Pintrich, Smith,
Garcia ve Mc Keachie tarafindan gelistirilmistir. MSLQ sosyal-bilissel kurami taban alarak, iiniversite
Ogrencilerinin 0grenme stratejilerini ve motivasyonlarini degerlendirmek amaciyla olusturulmus
toplam 81 sorudan olusan, 7’li Likert tipi bir Olgektir. Olgek, “Motivasyonel Inanglar”, “Bilissel ve
Bilig-iistiit  Oz-diizenleme” ve “Kaynaklari Yonetme Stratejileri” olmak iizere ii¢ boyuttan
olusmaktadir. S6z konusu boyutlarin altinda toplam 15 alt boyut yer almaktadir. Olgegin boyutlar1 ve
alt boyutlardaki ilgili maddelere Tablo 2’de yer verilmistir (Altun ve Erden, 2006).

Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi / 2014 Cilt: 4, Say1: 8



74 M. Demirel, O. Erdogan, O. Aydn

Tablo 2
Ogrenmede Motive Edici Stratejiler Olgeginin Alt Boyutlar:

Boyutlar Alt boyut Maddeler
Hedef yonelimi 1,16,22,24

Tg" . Amaca odaklanma 7,11,13,20

2 T:; Konu degeri 4,10,17,23,26,27

._E s Ogrenme inanglari 2,9,18,25

s Oz-yeterlik 5,6,12,15,20,21,29,31
Sinav kaygisi 3,8,14,19,28
Tekrarlama 39,46,59,72

2 -g E) Ayrintilandirma 53,62,64,67,69,81

% 5; :_,;_,7 C)rgﬁtleme 32,42,49,63

E ;; (% Elegtirel Diisiinme 38,47,51,66,71
Bilis-iistii 6z-diizenleme 33,36,41,44,54,55,56,57,61,76,78,79
Zaman ve ¢alisma ¢evresinin 35,43,52,65,70,73,77,80

éﬂ GE) EJ diizenlenmesi 37,48,60,74

é -E '_,g Cabanin diizenlenmesi 34,45,50

3 = & Arkadagtan grenme 40,58,68,75

Yardim arama

Altun ve Erden (2006) tarafindan dlgegin dilsel esdegerlik ve test-tekrar test ¢alismasi yapilmistir.
Arastirmacilar Olgegin yapi gegerliligini belirlemek amaciyla faktor analizi yapmislardir. Faktor
analizi igin gesitli faktér ¢oziimii ve dondiirme teknikleri denenmis, ancak, kolay yorumlanabilir
sonuca ulasildigi i¢in temel bilesenler analizi kullanilmistir. Faktor analizine 6l¢egin 6zgiin formunda
bulunan 81 madde ile baslanmistir. Olgegin toplam varyansin % 51’ini agiklayan ve 6zdegeri 1 den
biiyiik 18 faktorde toplandigr goriilmiistiir. Bu analiz sonucunda faktor yiikii .35'in altinda olan ve
ayni1 zamanda toplam korelasyonu .30'un altinda olan 57. madde &lgekten ¢ikartilmistir. Olgekle ilgili
kuramsal c¢alismalara dayanilarak, oOlgcegin maddelerinin en ¢ok 15 faktdrde toplanabilecegi
diisiiniildiigiinden analizler tekrarlanmistir. Varimax dik dondiirme teknigi maddelerin 15 faktore
dagilmasini saglayacak sekilde faktor analizi yapilmistir. Bunun sonucunda, Olgegin toplam
varyansinin %50’sini agiklayan ve 6zdegeri 1 den biiyitk maddelerin 6l¢egin orijinalinde oldugu gibi
15 faktorde toplandig1 goriilmiistiir. Olgegin 81 maddeli Tiirkge formunun biitiini igin i¢ tutarlik
glivenirliligi 0,95 alfa katsayisi iken 80 maddeli formun Cronbach Alfa katsayis1 0,93'tiir. Bu arastirma
kapsaminda toplanan verilerden Olgegin giivenirlik katsayisi ise 0,94 olarak hesaplanmistir.
Arastirmada kullanilan bu 6lgegin Tiirkiye’deki 12-18 yas grubundaki dgrenciler icin de uyarlama
calismasi yapilmistir. Bu 6lgek Biiyiikoztiirk ve digerleri tarafindan yapilan ilkdgretim ikinci kademe
ve lise dgrencilerinin ders ve sinif diizeylerine gore 6grenme stratejileri ve giidiillenme diizeylerinin
belirlendigi arastirmada kullanilmistir (Cakmak, Akgiin, Karadeniz, Biiyiikoztiirk ve Demirel, 2008).
Ancak yapilan bu arastirma iiniversite ogrencilerine yonelik oldugu igin Altun ve Erden (2006)
tarafindan uyarlanan formu tercih edilmistir. Ayrica arastirmada 6gretmen adaylarmin cinsiyet, ana
bilim dal1 ve genel akademik ortalamalarini belirttikleri kisisel bilgi formuna da yer verilmistir.

Olgegi gelistiren arastirmacilar, 6z-diizenleme becerisinin siniftan sinifa ve konudan konuya degisen
baglam odakli 6zellik gosterdigini ve bu nedenle yapilan ¢alismalardan elde edilen sonuglarin belli bir ders
baglaminda degerlendirilmesini 6nermektedirler (Altun ve Erden, 2006). Egitim fakiiltelerinde 6gretmen
adaylarma verilen ”Ogretim flke ve Yontemleri” dersinde Ogrenme ve Ogretim ilkeleri, 6gretimin
planlanmasi, 6grenme-ogretim stratejileri, 6gretim yontem ve teknikleri ile bunlarin uygulanmasinda
Ogretmenin gorev ve sorumluluklar1 detayli bir sekilde incelenmektedir. Bu baglamda o6gretmen
adaylarmin bu derse iliskin 6grenmelerinde 6z-diizenleme stratejilerini kullanma diizeyleri nitelikli bir
egitim-0gretim i¢in oldukga 6nemlidir. Buradan hareketle bu arastirmada, 6gretmen adaylarinin “C)gretim
flke ve Yontemleri” dersine iligkin 6z-diizenleme stratejilerini kullanma diizeyleri belirlenmistir.
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Verilerin Analizi

Verilerin analizinde SPSS 11.5 programi kullanilmistir. Elde edilen veriler normal dagilima sahip
oldugundan verilerin analizinde parametrik testlerden yararlanilmistir. Verilerin normal dagilima
sahip oldugunu belirlemek amaciyla, betimsel istatistiklerden ¢arpiklik katsayilar1 incelenmis, [-1,+1]
araliginda degere sahip oldugu (carpiklik katsayisi: -0,269) belirlenmistir. Ayrica, normal dagilim
egrisiyle birlikte histogram grafigi kontrol edilmistir. Ogretmen adaylarmin 6z-diizenleyici 6grenme
stratejilerini kullanma diizeylerinin belirlenmesinde ortalama ve standart sapma; Ogretmen
adaylarinin kullandiklar1 bu stratejilerin gesitli 6zelliklere gore degisiklik gosterip gostermedigini
belirlemek amaciyla ikili karsilastirmalarda “t testi”, ikiden ¢ok degiskenli karsilastirmalarda ise “tek
yonlii varyans analizi” kullanilmistir.

Bulgular

Birinci Alt Probleme Iliskin Bulgular

Ogretmen adaylarmin ”Ogretim lke ve Yontemleri” (OIY) dersinde, 0z-diizenleyici Ogrenme
stratejilerini kullanma diizeylerine iliskin ortalama ve standart sapma degerleri Tablo 3'te sunulmustur.

Tablo 3

Ogretmen Adaylarinin OIY Dersinde Oz-diizenleyici Ogrenme Stratejilerini Kullanma Diizeylerine Iliskin
Betimsel Istatistikler

N X ss
Ogrenmede Motive Edici Stratejiler (Olcegin tiimii) 206 4,8 0,70
1. Alt Boyut: Motivasyonel 1nanglar 206 5,1 0,76
2. Alt Boyut: Biligsel ve Bilis-iistii Stratejiler 206 4,8 0,97
3. Alt Boyut: Kaynaklar1 Yonetme Stratejileri 206 4,3 0,55

Tablo 3 incelendiginde, Ogretmen adaylariin (O1Y) dersinde 0z-dilizenleyici Ogrenme
stratejilerini kullanma diizeylerine iliskin ortalama degerinin 4,8 oldugu goriilmektedir. Olgegin aralik
genigligi (a=dizi genisligi/yapilacak grup sayisi) formiilii ile hesaplanarak (6/7=0,86) secenekler ve
sinirlar belirlenmistir (Kaptan, 1995). Buna gore, 0gretmen adaylarinin 6z-diizenleyici 6grenme
stratejilerini orta diizeyde kullandiklar1 sdylenebilir. Bu bulgu, Tortop ve Eker (2014)'1n bulgulari ile
ortiismektedir. Bununla birlikte 6gretmen adaylarinin, motivasyonel inanglarina iliskin ortalama
degerinin 5,1, bilissel ve bilis-iistii stratejilerine iliskin ortalama degerinin 4,8 ve kaynaklar1 yonetme
stratejilerine iliskin ortalama degerinin ise 4,3 oldugu goriilmektedir. Bu bulgu, 6gretmen adaylarinin
motivasyonel inanglarinin diger boyutlardan daha yiiksek oldugunu ortaya koymaktadir.

Ikinci Alt Probleme Iliskin Bulgular

Ogretmen adaylarinin (O1Y) dersinde, 0z-dlizenleyici Ogrenme stratejilerini kullanma
diizeylerinin cinsiyet degiskenine iligkin t-testi sonuglari Tablo 4’te sunulmustur.

Tablo 4

Ogretmen Adaylarimun OIY Dersinde Oz-diizenleyici Ogrenme Stratejilerini Kullanma Diizeylerinin Cinsiyet
Degiskenine Gore t-testi Sonuglar

Cinsiyet N Xf ss t P
Kiz 162 49 0,69
Erkek 44 4,5 0,68 3,023 0,003
Toplam 206

p<0,05
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Tablo 4’e gore kiz ve erkek Ogretmen adaylarinin (O1Y) dersinde 0z-diizenleyici 6grenme
stratejilerini kullanma diizeyleri arasinda anlamli bir farklilik oldugu goriilmektedir (p<0,05). Kiz
Ogretmen adaylarinin (O1Y) dersinde 0z-dlizenleyici 6grenme stratejilerini kullanma diizeylerine
iliskin ortalama degeri 4,9, erkek 6gretmen adaylarinin (O1Y) dersinde 0z-dlizenleyici 6grenme
stratejilerini kullanma diizeylerine iliskin ortalama degeri ise 4,5dir. Buna gore, kiz Ogretmen
adaylarinin 0z-diizenleyici Ogrenme stratejilerini kullanma diizeylerinin daha yiiksek oldugu
sOylenebilir. Bu durum kiz 6gretmen adaylarinin 6gretmenin goérev ve sorumluluklarina ve 6gretmen
yeterliliklerine yonelik ilgilerinin daha fazla olmasindan kaynaklanmis olabilir. Elde edilen bu sonug
0z- diizenleme stratejilerinin kullanilma diizeyleri ile cinsiyet arasindaki iligskiyi inceleyen diger
calismalarla (Zimmerman ve Martinez-Pons, 1990; Kivinen, 2003; Canca, 2005; Caligkan ve Selcuk,
2010) paralellik gostermektedir.

Uciincii Alt Probleme Iliskin Bulgular

Ogretmen adaylarinin (O1Y) dersinde, 0z-dlizenleyici Ogrenme stratejilerini kullanma
diizeylerinin 6grenim gordiikleri anabilim dalina gore t-testi sonuglar1 Tablo 5’te verilmistir.

Tablo 5

Ogretmen Adaylarimin Ogretim Ilke ve Yontemleri Dersinde Oz-diizenleyici Ogrenme Stratejilerini Kullanma
Diizeylerinin Ogrenim Goriilen Anabilim Dalina Gére t-testi Sonuglari

Ogrenim Gériilen A.B.D N X’ ss t p
Sinif Ogretmenligi 108 7 0,70
Fen Bilgisi C)gretmenligi 98 4,9 0,70 -1,630 0,105
Toplam 206

p>0,05

Tablo 5'e gore sinif 6gretmeni adaylarinin (O1Y) dersinde 0z-dlizenleyici 6grenme stratejilerini
kullanma diizeylerine iliskin ortalama degeri 4,7 ve fen bilgisi 6gretmen adaylarinin (O1Y) dersinde
0z-dilizenleyici 6grenme stratejilerini kullanma diizeylerine iliskin ortalama degeri ise 4,9’dur. Buna
gore farkli anabilim dallarinda 6grenim goren dgretmen adaylarinin (O1Y) dersinde 0z-diizenleyici
Ogrenme stratejilerini kullanma dfiizeyleri arasinda anlamli bir farklilik olmadig1 goriilmektedir
(p>0,05). Bu bulgu strateji kullaniminin 6grenim goriilen alana gore inceleyen calismalardan (Bulus,
Duru, Balkis ve Duru, 2011; Bulus, 2006) farklilik gostermektedir.

Dérdiincii Alt Probleme Iliskin Bulgular

Ogretmen adaylarinin (O1Y) dersinde, 0z-dlizenleyici Ogrenme stratejilerini kullanma
diizeylerinin genel akademik ortalama degiskenine iliskin ortalama ve standart sapma sonugclar: Tablo
6’da, varyans analizi testi sonuglari ise Tablo 7’de sunulmustur.

Tablo 6

Ogretmen Adaylarimun (OIY) Dersinde Ogrenmede Oz-diizenleyici Ogrenme Stratejilerini Kullanma
Diizeylerinin Genel Akademik Ortalama Degiskenine Gére Ortalama ve Standart Sapma Sonuclar:

Genel Akademik Ortalama N X Ss

1,50-2,49 97 4,6 0,72
2,50-3,49 104 49 0,63
3,50-3,99 5 54 0,75
Genel Ortalama 206 4,8 0,70
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Ogretmen adaylarmin (O1Y) dersinde 0z-dlizenleyici Ogrenme stratejilerini kullanma
diizeylerinin genel akademik ortalama degiskenine gore ortalamalar1 ve standart sapmalari
incelendiginde, akademik ortalamadaki artis ile Slgekten alinan puan ortalamas: arasinda dogrusal bir
iliski oldugu goriilmektedir.

Tablo 7

Ogretmen Adaylarinin (OIY) Dersinde Oz-diizenleyici Ogrenme Stratejilerini Kullanma Diizeylerinin Genel
Akademik Ortalamaya Gore Varyans Analizi Sonuclar:

Serbestlik Kareler

Varyansin kaynagt Kareler toplam1 derecesi ortalamast F- degeri p
Gruplar arasi 6,834 2 3,417
Gruplar igi 94,048 203 0,463 7,375 0,001
Toplam 100,882 205

p<0,05

Tablo 7’ye gore Ogretmen adaylarinin genel akademik ortalamalar: ile (O1Y) dersinde oz-
diizenleyici Ogrenme stratejilerini kullanma diizeyleri arasinda anlamli bir farklihik oldugu
goriilmektedir (p<0,05). Farkliligin hangi gruplar arasinda oldugunu belirlemek i¢in yapilan “Scheffe
Testi” sonucunda, genel akademik ortalamasi 1,50-2,49 arasinda olan Ogretmen adaylari ile genel
akademik ortalamas 2,50-3,49 ve 3,50-3,99 arasinda olan 6gretmen adaylari arasinda; genel akademik
ortalamasi yiiksek olan 0gretmen adaylarinin lehine farklilik oldugu goriilmektedir. Buna gore genel
akademik ortalamasi yiiksek olan &gretmen adaylarmin (OIY) dersinde, 6z-diizenleyici dgrenme
stratejilerini kullanma diizeylerinin daha yiiksek oldugu sdylenebilir. Ogretmen adaylarinin strateji
kullanma diizeyleri ile genel akademik ortalamalari arasinda anlaml bir fark olmasi, basarili olan
Ogretmen adaylariin bilis-iistii stratejilere daha fazla yer vermelerinden, 6grenme siirecinde kendi
yontem ve stratejilerini belirlemelerinden kaynaklanabilecegi diisiiniilmektedir. Arastirmadan elde
edilen bu sonug strateji kullanimi ile akademik basari arasindaki iliskiyi inceleyen calismalar ile
paralellik gostermektedir. (Eom ve Reiser, 2000, Haslaman ve Askar, 2007, Nota, Soresi ve
Zimmerman, 2004; Pintrich ve De Groot, 1990; Pintrich, Smith, Garcia ve McKeachie, 1993; Uredi ve
Uredi, 2005; Yumusak, Sungur ve Cakiroglu, 2007).

Tartisma ve Sonug

Oz-diizenleyici 6grenme becerileri, okulda ogretilmesi gereken temel beceriler arasinda
goriilmektedir(Boekaerts, 1997). Ciinkii bu beceriler bireyin yalnizca okulda kendi &grenmesine
rehberlik etmesini degil, ayn1 zamanda bireyin kendini egitmesini ve okul sonrasinda da kendini
gelistirmesini saglar. Oz—dﬁzenleyici O0grenme becerilerinin gelismesi i¢in 6gretmenlerin, 6grencilerin
kendi Ogrenme yasantilarini diizenleyebilecekleri giiclii Ogrenme ortamlar1 olusturmalari
gerekmektedir. Ogrenciler Ogretme-0grenme siirecine aktif bir sekilde katilmaya motive olmali ve
dogrudan ve dolayli 6grenme yollariyla kendi bilgilerini yapilandirmalidar.

Bu arastirmada fen bilgisi ve sinif 6gretmeni adaylarinin “O1Y” dersinde 0z-diizenleyici 6grenme
stratejilerini kullanma diizeylerinin belirlenmesi amaglanmis ve sonugta adaylarin bu stratejileri orta
diizeyde kullandiklari sonucuna ulasilmistir. Ancak Ogretmenin Ogrenme esnasinda kullandig:
stratejilerin farkinda olmas: onun 6gretimi planlamasina katk: saglayacag i¢in, 6gretmen adaylarinin
0z-dlizenleme stratejilerini daha yiiksek diizeyde kullanmalar1 beklenmektedir. Arastirmanin bu
bulgusuna benzer olarak Tortop ve Eker (2014), 6gretmen adaylariyla yaptiklar calismalarinda fenle
ilgili derslerde 6z-diizenleme becerilerinin orta diizeyde oldugunu belirtmislerdir.
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Aragtirmada 6gretmen adaylarmin motivasyonel inanglarinin nispeten yiiksek oldugu ancak
kaynaklar1 yonetme stratejilerinin ise daha diisiik oldugu tespit edilmistir. Motivasyonel inanglar,
hedef yonelimi, amaca odaklanma, konu degeri, 6grenme inanglari, 6z-yeterlik ve smnav kaygis
basliklar altinda ele alinmaktadir. Kaynaklar1 yonetme stratejileri ise 6grencilerin gevrelerini kontrol
etmesi ve yoOnetmesi icin kullandiklari stratejilerdir (Pintrich, 1999). Arastirmadan elde edilen
bulgulardan hareketle 6gretmen adaylarinin amaca odaklanma, 6grenmeye olan inanglari, kendilerini
yeterli hissetmeleri, smnav kaygisi tasimalar1 bakimindan yeterli ve istenen diizeye yakin olduklari
ancak zaman, emek, calisma ortami ve yardim stratejilerini ise yeterli ve istenen diizeyde
kullanmadiklar1 s6ylenebilir.

Aragtirmada kiz Ogretmen adaylarinin 0Oz-diizenleyici Ogrenme stratejilerini kullanma
diizeylerinin erkeklere kiyasla daha yiiksek oldugu belirlenmistir. Bu durum kiz O6gretmen
adaylarinin 6gretmenlige ve 0gretimin planlanmasina yonelik ilgilerinin, erkek 6gretmen adaylarina
gore daha fazla olmasindan kaynaklanmis olabilir. Bu bulgu, kiz 6grencilerin 6gretmenligi daha gok
igsellestirmeleri ve dolayisiyla 6z-diizenleme becerilerini kullanmaya daha fazla motive olduklari
seklinde de yorumlanabilir. Arastirmanin bu bulgusu Canca (2005) tarafindan yapilan arastirma ile
paralellik gostermektedir. Arastirmada &gretmen adaylarinin bilissel ve bilis-iistii 6z-diizenleme
stratejileri kullaniminin kiz 6gretmen adaylarinda daha yiiksek oldugu sonucuna ulasilmistir.
Zimmerman ve Pons (1990) tarafindan yapilan arastirmada ise cinsiyet farkliliklari agisindan kiz
ogrencilerin kayit tutma ve izleme, gevresel yapi, hedef belirleme ve planlamada erkek 6grencileri
gectikleri belirlenmistir. Alct ve Altun (2007), Anadolu lisesi 6grencilerinin matematik dersine yonelik
0z-diizenleme ve bilis-iistii becerilerinin cinsiyet, sinif diizeyi ve okulda se¢mis olduklar1 alanlarina
gore farklilasip farklilasmadigini belirlemeye calismislardir. Bu calismada, cinsiyete ve lise simif
diizeyine gore 6grencilerin 6z-diizenleme ve bilis-iistii becerilerinde anlaml farkliliklar oldugu, buna
karsin alanlara gore séz konusu becerilere iligskin bir farklilik olmadig1 ortaya konmustur. Baykara
(2011), ingilizce Ogretmeni adaylarinin, 6gretmen yeterlik algisi ile bilis-Otesi 6grenme stratejileri
arasinda anlamli bir iliskinin olup olmadigi ve adaylarin 6gretmen 6z-yeterlik algilar ile bilis-Gtesi
Ogrenme stratejilerinin, cinsiyet ve smif diizeylerine gore farklilasip farklilasmadigini belirlemeye
calismistir. Bilis-Otesi 0grenme stratejileri, sinif diizeylerine ve cinsiyete gore degismemekle birlikte,
orgiitleme stratejilerinde kiz adaylarin lehine anlamli farklilik belirlenmistir. Bununla birlikte
arastirmanin bu bulgusu Caliskan ve Selguk (2010) tarafindan yapilan ve iiniversite 6grencilerinin
fizik problemlerini ¢6zmede 6z-diizenleme stratejilerini kullanma diizeylerini ve cinsiyet ile 6grenim
gordiikleri {iniversitenin 0z-diizenleme stratejilerini kullanma tiizerindeki etkilerini belirleyen
calismalariyla paralellik gostermemektedir. Bu ¢alisma sonucunda, iiniversite diizeyinde fizik dersi
alan 6grencilerin fizik problemlerini ¢dzerken bir¢ok 6z-diizenleme stratejisini siklikla kullandiklari,
cinsiyet ve iiniversite degiskenlerine gore 6grencilerin strateji kullanimlar1 arasinda énemli bir fark
olmadig1 belirlenmistir. Uredi ve Uredi (2005) tarafindan yapilan ve ilkdgretim sekizinci simnif
ogrencilerinin 6z-diizenleme stratejileri ile motivasyonel inanglarinin matematik basarisint yordama
gliciinii incelendigi calismada, erkek Ogrencilerde 0z-diizenlemenin matematik basarisina iliskin
yordama giicliniin kiz 6grencilerden daha yiiksek oldugu sonucuna ulasilmistir.

Aragtirmadan elde edilen bulgular incelendiginde farkli anabilim dallarinda 6grenim goren
ogretmen adaylarmin “OIY” dersinde &z-diizenleyici 6grenme stratejilerini kullanma diizeyleri
arasinda anlaml bir farklilik olmadig: goriilmektedir. Ancak farkli ¢alisma alanlarinin farkh zihinsel
faaliyetleri 6nemsemesi ve bunlar1 uyarmasi gerekir. Diger bir ifade ile farkl: alanlarda farkli 6grenme
siire¢ ve materyalleri, etkinlikleri ile karsilasildig i¢in 6grenenlerde bunun sonucunda farkli 6grenme
stratejileri olusur (Bulus, Duru, Balkis ve Duru, 2011). Bu arastirmada ise farkli anabilim dallarinda
Ogrenim goren Ogretmen adaylarinin benzer diizeyde 6z-diizenleme becerilerine veya Ogrenme
stratejilerine sahip olduklar1 sdylenebilir. Elde edilen bu sonug strateji kullaniminin 6grenim goriilen
alana gore inceleyen bazi ¢alismalar ile (Bulus, Duru, Balkis ve Duru, 2011; Bulus, 2006) paralellik
gostermemektedir. Bulus ve digerleri (2011) tarafindan yapilan c¢alismada fen bilgisi 0gretmen
adaylarinin, smif 6gretmenligi ve okul Oncesi 0gretmen adaylarina gore stratejileri daha yiiksek
diizeyde kullandig1 sonucuna ulasilmistir.
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Son yillarda 6z-diizenleme ile ilgili yapilan arastirmalarda 6grenme stratejileri ve motivasyonel
inanglar ile ders basarisi arasinda pozitif yonde anlamli bir iligski oldugu ortaya konmustur (Tekbyik,
Camadan ve Gulay, 2013). Bununla birlikte akademik basari {izerinde etkili olan en Onemli
etmenlerden birinin de 6z-diizenleme becerilerinin kullanimi oldugu bir¢ok arastirmaci tarafindan
belirtilmektedir (Ainley ve Patrick, 2006; Pintrich ve De Groot, 1990; Winters, Greene ve Costich,
2008). Alan yazinda yer alan ¢alismalara benzer sekilde bu arastirmada da genel akademik ortalamasi
yiiksek olan 6gretmen adaylarinin “O1Y” dersinde, 0z-dlizenleyici 6grenme stratejilerini kullanma
diizeylerinin daha yiiksek oldugu sonucuna ulasilmistir. Bu durum akademik ortalamalar1 yiiksek
olan Ogrencilerin 6grenmede etkin olarak rol aldigi, kendilerine sunulan bilgileri eski bilgilerle
iliskilendirdikleri ve belirledikleri amaglara ulasabilmeleri igin hangi stratejileri kullanmalar1
gerektigini bildikleri seklinde yorumlanabilir. Arastirmadan elde edilen bu bulgu Pintrich ve De
Groot (1990), Nota, Soresi ve Zimmerman (2004), Yumusak, Sungur ve Cakiroglu (2007) tarafindan
yapilan arastirmalar ile paralellik gostermektedir. Bununla birlikte Eom ve Reiser (2000), 6z-
diizenleyici 6grenme stratejileri kullaniminin basar1 ve motivasyon tizerindeki etkisini inceledikleri
calismalarinda; yiiksek diizeyde 0Oz-diizenleme becerilerini kullananlarin, diisitk diizeyde
kullananlara kiyasla bilgisayar tabanli dersleri daha iyi 6grendikleri sonucuna varmislardir. Ayrica
Uredi ve Uredi (2005), yaptiklar1 ¢alismanin sonucunda 6z-diizenleme stratejileri ve motivasyonel
inanglarin matematik basarisina iliskin toplam varyansin %30 unu agikladigini bulmuslardir. Pintrich,
Smith, Garcia ve McKeachie (1993) 6grencilerin giidiilenme ve kullandiklar1 6grenme stratejilerini
belirlemek amaciyla gelistirdikleri MSLQ (Motivated Strategies for Learning Questionnaire) 6l¢egini
uyguladiklari ¢calismada, 6grenme stratejileri ile 6grencilerin akademik basarilari arasinda pozitif iliski
oldugunu ifade etmislerdir. Buna benzer olarak Haslaman ve Askar (2007) tarafindan yapilan
arastirmada; 6grencilerin deger verme, dissal hedefe yonelme, hedef belirleme, yineleme, 6z-yansima,
oz-yeterlik algisi, ¢aba gosterme, baskalariyla ¢alisma ve zaman ydnetiminden olusan 6z-diizenleyici
O0grenme stratejilerinin, basarinin %71 ini agikladig1 belirlenmistir.

Sonug olarak arastirmadan elde edilen bulgular, 6gretmen adaylarinin 6z-diizenleyici 6grenme
stratejilerini orta diizeyde kullandiklarmni ve Ogretmen adaylarinin bu stratejileri kullanma
diizeylerinin cinsiyet ve genel akademik ortalamalarina gore farklilik gosterdigini, ancak 6grenim
gordiikleri anabilim dalina gore farkliik gostermedigini ortaya koymaktadir. Oz-dﬁzenleyici
ogrenme, Ogrencilerin kendi Ogrenmelerini diizenleyebilmelerinin ve egitim durumlarmin bu
becerileri gelistirecek sekilde diizenlenmesinin Onemini vurgulamaktadir. Ogretmenlerin 0z-
diizenleyici 6grenme stratejilerini kullanma becerilerinin, smifta olusturacaklar1 6gretim hizmetinin
niteligine yansiyacag diisliniildiigiinde, 6gretmen adaylariyla bu konuda yapilacak c¢alismalar 6nem
kazanmaktadir. Akademik basari ile strateji kullanim1 arasinda gozlenen dogrusal iliski de konunun
Onemini arttirmaktadir. Ogretimin diizenlenmesinde 6z-diizenleyici 0grenme ortamlarinin
olusturulmasinin, 6gretmen adaylarinin 6grenme stratejilerini kullanma becerilerini ve motivasyonel
inanglarmi gelistirecegi diisiiniilmekte ve 6gretim ortamlarinda bu amaca hizmet edecek etkinliklere
yer verilmesi Onerilmektedir.
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Extended Abstract

An Investigation of Teacher Candidates’ Level of Using Self-regulated Learning Strategies

Today, one of the most significant objectives of education is to raise individuals who are able to
take the responsibility of learning, control their learning processes, take part in these processes
actively, rely on their abilities and use these abilities in the right way, and to improve their life-long
learning skills. When learning is considered to be a life-long activity, self-regulation skills gain more
importance in terms of the individual’s reaching his goals and directing his learning process. Self-
regulated learning is an active, constructive process whereby learners set goals for their learning and
then attempt to monitor, regulate and control their cognition, motivation and behaviour, guided and
constrained by their goals and the contextual features in their environments. These self-regulatory
activities can mediate the relationships between individuals and the context and their overall
achievement (Pintrich, 2000). Self-regulation has three main strategies as cognitive, meta-cognitive and
resource management strategies. Nonetheless, cognitive and meta-cognitive strategies cannot be
enough to increase the achievements of students most of the time. It is also necessary to motivate the
students to make them use these strategies and be aware of their strengths and weaknesses so as to
help them complete their learning process successfully. (Pintrich & De Groot, 1990).

The aim of the study is to identify the use of self-regulated learning strategies by teacher
candidates within the framework of the course “Instructional Principles and Methods” and to
determine the effects of variables like gender, the departments they attend and their achievement on
the use of these strategies.

The survey has been made by using the survey model. The dependent variable of the study is
self-regulated learning skills, whereas the independent variables are gender, departments and
academic average. The study has been conducted with a total of 206 pre-service teachers taking the
course “Instructional Principles and Methods”. They were students of Hacettepe University, Faculty
of Education, Departments of Classroom Teaching and Science Education. 78,6% of the study group
has included female students and 21,4% male students. 47,6% of the participants have been studying
in the Department of Science Education and 52,4% Primary Education. 47,1% of the general academic
average of the teacher candidates is between 1,50-2,49; 50,5% is between 2,50-3,49; 2,4% is between
3,50-3,99.

The data of the study have been collected through the “Motivated Strategies for Learning
Questionnaire” developed (MSLQ) by Pintrich, Smith, Garcia and Mc Keachie (1991) and adapted into
Turkish by Erden and Altun (2006). The questionnaire was first formed by a research group working
at Michigan University Centre for Developing Higher Education and National Research in 1986. Later
in 1991, it was developed by Pintrich, Smith, Garcia and Mc Keachie. The “Motivated Strategies for
Learning Questionnaire” consists of 81 questions and it is a seven-point Likert scale. The scale has 15
sub-dimensions in total. Altun and Erden (2006) made the factor analyses of the scale to determine the
construct validity. By using the Varimax rotation technique, factor analysis was done in a way that
items would disperse onto 15 factors. As a result of this, the items explaining the 50% of the varience
and whose eigenvalue is more than 1 were seen to gather on 15 factors. For the total of the Turkish
form of the scale having 81 items, the internal consistency reliability is 0,95. Through the data collected
in this study, the reliability co-efficient was found to be 0,94. The effects of the variables on this use of
the strategies were analysed through t-tests. And ANOVA was employed in the analysis including

more than two variables.

Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi / 2014 Cilt: 4, Say1: 8



84 M. Demirel, O. Erdogan, O. Aydn

In the study, it is seen that pre-service teachers moderately use self-regulated learning strategies
in learning. However, teacher candidates are expected to use these strategies at a higher level since the
teacher’s being aware of the strategies he uses while learning contribute to the planning of instruction.
It has been determined in the study that the motivational beliefs of the teacher candidates are
relatively high; however their resource management strategies remain at a lower level. Motivational
strategies take place under the titles of goal orientation, focusing on the goal, subject value, learning
beliefs, self-efficacy and exam anxiety. Furthermore, resource management strategies are the strategies
that students use to control and conduct their environment. In the light of the findings obtained by the
study, it can be said that teacher candidates are close to an adequate level in terms of focusing on the
goal, learning beliefs, feeling self-sufficient and having exam anxiety. Nevertheless, on account of
timing, effort, study environment and helping strategies, they are not at the expected level. However,
their strategies in regard to time, effort, study environment and seeking help are not adequate. It is
found that female teacher candidates use the self-regulated learning strategies in learning at higher
levels in contrast to male participants. In addition, it is found that the level of the use of self-regulated
learning strategies by female teacher candidates is higher than the males yet there is not a significant
difference between Science and Primary Education teacher candidates about the same topic. In recent
years, the studies conducted about self-regulation have revealed there exists a significant relationship
among learning strategies, motivational beliefs and academic achievement in the positive sense.
Similar to the studies present in literature, this study has shown the level of the use of self-regulated
learning strategies of teacher candidates having high academic averages is high in the course
“Instructional Principles and Methods”. This situation can be interpreted as that high academic
average students have an active role in learning, associate their prior knowledge with new presented
knowledge and know which strategies are needed to use in order to reach target objectives. In the
organization of instruction, it is considered that conducting self-regulating learning environments will
develop the prospective teachers’ skills using learning strategies and motivational beliefs, and it is
suggested that these kinds of activities should be included in teaching environments.
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Hayat Bilgisi Dersinin Sosyal Bilgiler ve Fen Bilimleri Dersleri
Bakimindan Islevselligi incelenmesi*

The Functionality of the Life Sciences Course with Regard to Social
Studies and Science Courses

Mehmet GULTEKIN®, Zeynep KILIC™
Oz

Bu aragtirmanin amaci, ilkégretimde Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen ve
Bilimleri dersleri bakimindan islevselligini belirlemektir. Arastirma, nitel yontemlerden durum
calismasi ile gergeklestirilmistir. Arastirmada katilmcilarin belirlenmesinde amagh Orneklem
yontemlerinden kritik durum 6rneklemesinden yararlanilmigtir. Arastirma kapsaminda 4. sinuftaki
Fen Bilimleri ve Sosyal Bilgiler derslerinde 9 hafta olmak iizere her ders igin toplam 27 saat gézlem
ve 10 smuf dgretmeni ile goriisme yapilmistir. Arastirma verilerinin ¢éziimlenmesinde betimsel
analiz teknigi kullanilmistir. Arastirmanin bulgularina goére Fen Bilimleri ve Sosyal Bilgiler
derslerinde dgrencilerin 6n bilgilerinin ortaya ¢ikarilmasinda, dgrencilerin yeni bilgiler arasmnda
iliski kurmasinda Hayat Bilgisi dersine vurgu yapildig1 sonuglarina ulagilmistir. Simuf 6gretmenleri
de Hayat Bilgisi dersinin ilkokul programlarinda yer almasi gereken ve Sosyal Bilgiler ve Fen
Bilimleri dersleri i¢in 6n kosul bir ders oldugunu belirtmiglerdir.

Anahtar sozciikler: Hayat Bilgisi, Sosyal Bilgiler ve Fen Bilimleri.

Abstract

The purpose of this study is to examine the place of Life Sciences course with regard to
Social Studies and Science courses. The study was carried out through a case study within a
qualitative design. In the process of designating the participants in the study, a purposeful
sampling technique was used. Within the scope of the study, in the 4th grade Sciences and Social
Studies courses, 27 hours of observation throughout 9 weeks and 10 interviews with classroom
teachers were done. The results of the study show that in Sciences and Social Studies courses,
Life Sciences course plays an important role in the process of activating students” background
knowledge and establishing connections to new knowledge. Classroom teachers also stated that
Life Sciences course should be included in primary school curriculum and that this course is a
pre-requisite for Social Studies and Science courses.

Key words: Life Sciences, Social Studies and Sciences.
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Giris

Hké’)gretim, daha ilerideki egitim basamaklarinin temelini olusturmas: ve bu basamakta edinilen
bilgi ve becerilerin daha sonraki Ogrenim yasantilarini etkilemesi bakimindan 6nemli bir isleve
sahiptir (Erden, 1998: 175; Giiltekin, 2007: 65). Nitekim ilkogretimde kazandirilan bilgi ve beceriler
bireyin yasama atildig1 zaman kendisi ve iginde bulundugu toplum icin daha iiretken ve verimli
olmasini saglamakta; ayni zamanda st egitim basamaklarindaki 6grenmelerinin temelini
olusturmaktadir (Fidan ve Erden, 1998: 215). Hkégretimir\; ogrencilere biligssel becerileri dgretmek,
¢ocugun toplumda yasayabilmesi icin gerekli beceri ve tutumlar: gelistirmek ve ¢ocuklara toplumun
amaclarimni, degerlerini, sembollerini kazandirarak onlarin degerler sistemi olusturmalarini saglamak
gibi amaglar1 bulunmaktadir (Fidan ve Baykul, 1994: 10-11). Ayrica ilkogretimde yer alan dersler
araciligi ile ¢ocuklar ileriki yasamlarinda kullanabilecek bilgi ve beceriler kazanarak yasadig: topluma
yararly, iyi, sorumluluk sahibi ve etkin birer vatandas olarak yetisir. Hkt’)gretimin ilk basamag1 olan
ilkokulda 6grencilerin bu amaca ulagsmasina katk: saglayan derslerden biri de Hayat Bilgisi dersidir.

Hayat Bilgisi dersi cesitli bicimlerde tanimlanmaktadir. Cilenti'ye (1988: 28) gore Hayat Bilgisi
dersi; dgrencilerin kendisini ve gevresini tanimasinin saglandigi, cevresine uyum gostererek, ¢ok
yonlii ve yaratict diisiinme, problem ¢6zme gibi Ozelliklerinin temellerinin atildigi bir derstir.
Binbasioglu (2003: 36) ise Hayat Bilgisi dersini, ¢ocuga icinde bulundugu toplumsal ve kiiltiirel
gevresini incelemesine olanak vererek cevre ile ilgili dogru bilgiler ve ¢evreye uyumda iyi aliskanliklar
ve gerekli beceriler kazandirmak amaciyla diizenlenen bir ders olarak tanimlarken, Sénmez (2005: 4)
“Dogal ve toplumsal gercekle kanitlamaya dayali bir bag kurma siireci ve bu siirecin sonunda elde
edilen dirik bilgiler” biciminde tanimlamaktadir. S6zer (1998: 28) ise Hayat Bilgisinin, temel diizeyde
bir biitiin olarak dogal, toplumsal, sanatsal, cagdas diisiince ve degerlerin tiimiinii icinde
bulundurmasiyla ilgili oldugunu vurgulamaktadir.

Hayat bilgisi dersine yonelik yapilan tanimlarin kimi ortak oOzelliklere sahip oldugu
goriilmektedir. Hayat Bilgisi dersine yonelik bu ortak 6zellikler soyle siralanabilir (Deveci, 2008: 3):

* Cocugun bilgiden ¢ok yasamla ilgili iyi tutum ve davranislar kazanmasi,

* Yasamla doga arasinda bir koprii kurmasi, ¢ocugun gevresine bilingli bir sekilde uyum
saglamasi,

* Yasamla ilgili bir konunun, 6grencinin gelisim 6zelliklerine uygun olmasidir.

Hayat Bilgisi, ¢ocuklara gelisim ozelliklerine uygun bicimde yasamla ilgili temel beceri ve
aliskanliklar kazandiran, ¢ocuklarin gevresine elestirel bir yaklasimla uyum saglamasina yardim eden
bir derstir. Baymur (1946) Hayat Bilgisi dersinin okullarda okutulmasini zorunlu kilan nedenleri soyle
aciklamaktadir (Akt: Bektas ve Karadag, 2013: 114).

* Cocuklarin, cevrelerinde olup bitenlere kars: gosterdikleri derin ilgiye cevap vermek,
* Cocuklara cevrelerini tanitmak,

* Cevreye ait kazanilacak bilgiler yoluyla, eski zamanlara veya baska cevrelere ait edinilecek
bilgilere temel olusturmak,

* Cocuklarin ilk siniflarda gevrelerinin dogal ve toplumsal yasamini incelerken daha sonra
alacagi derslere hazirlanmalarini saglamak,

* Cocuklarin zihin gelisimlerine katkida bulunmak.

Cocuklarin hem kendilerini hem de iginde yasadiklari toplumu ve diinyay1 tanimalar: igin
tasarlanan ve toplu 6gretim yaklasimina dayali olarak olusturulmus Hayat Bilgisi dersi, 1924, 1936,
1948, 1968, 1998 ve 2004 ilkogretim programlarinda yer almistir (MEB, 2009). 2004 yilinda Mili Egitim
Bakanligi, bilim ve teknolojideki gelismelerin bilime yansimasi, egitimde kalite ve esitligin artirilmast,
ekonomiye ve demokrasiye duyarliligin saglanmasi, bireysel ve ulusal degerlerin kiiresel degerler
icinde gelistirilmesi, sekiz yillik temel egitim icin program biitiinliigiiniin saglanmasi, yatay ve dikey
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eksende kavramsal biitiinliigiin olusturulmasi, 6gretim programlarmnin Avrupa Birligi normlar ile
uyumlu hala getirilmesi gibi gerekgelerle ilkgretim programlarini yeniden hazirlamistir (Yasar, 2005:
330). En son hazirlanan 2004 Hayat Bilgisi C)gretim Programinin vizyonu, Hayat Bilgisi dersine ayrilan
zamanin biiyiik bir boliimiinde 6grencilerin kendi girisimleriyle gerceklestirecekleri ve 6gretmenlerin
ogrencilere dogrudan bilgi aktarmak yerine sadece ve sadece yol gosterecegi etkinlikler araciligiyla,

. Ogrenmekten keyif alan,
* Kendisiyle, toplumsal gevresiyle ve doga ile barisik,
* Kendini, milletini, vatanini ve dogay1 taniyan, koruyan ve gelistiren,

* Gilindelik yasamda gereksinim duyulan temel bilgilere, yasam becerilerine ve c¢agin
gerektirdigi donanima sahip,

* Degisikliklere dinamik bir bigimde uyum saglayabilecek kadar esnek, utlubireyler
yetistirmektir.

Yenilenen Hayat Bilgisi Ogretim Programinda, Hayat Bilgisi dersinin temel amacinn,
ogrencilerin giinlitkk yasamda ihtiya¢ duyduklari ve kullanabilecekleri yasam becerilerini
kazanmalarina yardimci olmanin yani sira ¢ocuklarin ileride alacaklar1 Fen Bilimleri ve Sosyal Bilgiler
derslerine temel olusturabilmeleri i¢in bazi kavramlarin tanitilacagi; boylece gocuklarin temel bilgi ve
becerilerle donanmis, istenen kisisel niteliklere sahip birer yurttas olarak yetismelerinin saglanmasi
oldugu belirtilmektedir (MEB, 2009: 69). Bu yoéniiyle Hayat Bilgisi dersinin iiglincii ve dordiincii
sinifta okutulan Fen Bilimleri (Fen ve Teknoloji) dersi ve dordiincii sinifta okutulan Sosyal Bilgiler
derslerine temel olusturmas: bakimindan 6zel bir yere sahip oldugu goriilmektedir. Kabapinar'in
(2012: 2) da belirttigi gibi, Hayat Bilgisi dersi, cocugun dogumundan itibaren gecen 6-7 yildan bu yana
diinyay1 nasil anlamlandirdigina iliskin yasantilar1t merkeze alarak bundan sonraki yasamina iliskin
bilgi, beceri ve degerleri kazandirmaya cgevresini sosyal ve fiziki boyutta anlamasma katkida
bulunmaya calisan ve bu dersin, temel olarak Sosyal Bilgiler ile Fen Bilimleri derslerinin bir araya
gelmesiyle ortaya ¢ikmis disiplinler arasi bir derstir. Ciinkii Hayat Bilgisi konular1 arasinda yer alan
tarih, cografya, yurttaslik gibi konular1 sosyal bilimlerden saglik, giivenlik, biyoloji, fizik ve kimya
konularinin en basitlestirilmis halleri ise fen bilimlerinden gelmektedir. Goriildiigii gibi Hayat Bilgisi
dersinden beklenen en 6nemli beklentilerden biri de Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji)
derslerine katki saglamasidir. Bagka bir deyisle Hayat Bilgisi, Sosyal Bilgiler ve Fen Bilimleri (Fen ve
Teknoloji) derslerinin 6n kosul dersi konumundadir. Nitekim, 2004 Hayat Bilgisi Ogretim
Programinda yer alan birey, toplum ve doga 6grenme alanlar1 ile Okul Heyecanim, Benim Essiz
Yuvam, Diin, Bugiin, Yarin temalarinda Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) derslerine
alt yap1 hazirlayacak bilgi, beceri ve kisisel nitelikler vurgulanmuistir.

Hayat Bilgisi dersi, ilkokul programinda diger derslere temel olusturan mihver bir derstir. Hayat
Bilgisi, Sosyal Bilgiler ve Fen ve Teknoloji yeni adiyla Fen Bilimleri derslerine temel olusturan bir
derstir. Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) derslerine ne kadar
temel olusturdugu ve ne kadar katki sagladiginin belirlenmesi 6nemlidir. Ancak Hayat Bilgisi
dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri bakimindan islevselligine iliskin
¢ok az arastirma bulunmaktadir. Bu kapsamda Giines ve Demir (2007) yaptiklar ”ﬂkégretim
Miifredatindaki Hayat Bilgisi Derslerinin, Ogrencileri Fen Ogrenmeye Hazirlamadaki Etkileri” adli
calismalarinda ilkogretim programinda okutulmakta olan Hayat Bilgisi derslerinin 6grencileri fen
Ogretimine hazirlamadaki etkilerini arastirmislardir. Arastirma sonuglarina gore Hayat Bilgisi
dersinin 6grencileri fen 6grenmeye hazirlamada son derece etkili, ancak yetersiz oldugu saptanmuistir.
Yildirim (2011) ise “Hayat Bilgisi Dersinin Ogrencilerin Fen Ogrenmeye Hazirlamadaki Etkisinin
@gretmen Diisiincelerine Gore Degerlendirilmesi” adli calismada Hayat Bilgisi dersinin 6grencileri
fen 6grenmeye hazirlamadaki etkisi konusunda Ogretmen goriislerini belirlemeyi amaclamistir.
Arastirma sonuglarina gore 6gretmenler, Hayat Bilgisi Ogretim Programini konu kavram-kazanimlara
hazirlik boyutunda yer alan tiim ifadelerin yeterliligi konusunda kararsiz kaldiklarini ifade
etmiglerdir.
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Arastirmanin Amaci

Bu arastirmanin amaci, ilkdogretimde Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen ve Bilimleri
dersleri bakimindan islevselligini belirlemektir. Bu amagla arastirmada su sorulara yanit aranmistir:

1. Hayat Bilgisi Dersinin ilkokul programindaki yeri ve islevi nedir?
. C)gretmenlerin Hayat Bilgisi dersine iliskin genel goriisleri nelerdir?
. C)gretmenlerin Hayat Bilgisi dersinin programdaki yerine iliskin genel goriisleri nelerdir?

2. Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri bakimindan
islevselligi nedir?

. C)gretmenlerin Hayat Bilgisi dersinin Fen Bilimleri (Fen ve Teknoloji) dersi bakimindan
islevselligi konusundaki goriisleri nelerdir?

. C)gretmenlerin Hayat Bilgisi dersinin Sosyal Bilgiler dersi bakimindan islevselligi
konusundaki goriisleri nelerdir?

Yontem

Hkégretimde Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri
bakimindan islevselligini belirlemeyi amaglayan bu arastirma, nitel arastirma yontemlerinden durum
calismas ile gerceklestirilmistir. Durum calismasi, nitel arastirma semsiyesi altindaki arastirma
tiirlerinden biridir. Durum ¢alismalar1 farkli amaglarla yapilir. Eger arastirmacinin amaci, bir giincel
olgunun agik olarak kavramsallastirilmasi ve betimlenmesi ise betimleme amacli durum galismasi
yapilir. Bu tiir durum calismalarinda galisilan olgunun belirgin niteliklerinin betimlenmesini
gerektirir. Eger arastirmacinin amact durum ya da durumlarda yer alan olgular arasindaki oriintiileri
ortaya ¢ikarmak ise agiklama/yorumlama amagli durum calismast yapilir. Arastirmact durum
calismasinda, olguya karar vermede ve olguyu kesinlestirmede degerlendirme amagh durum
calismasini gergeklestirir (Gall, Gall ve Borg, 1999: 289-290; Akt: Ersoy, 2006: 68-69).

Bu arastirmada, durum ¢alismasi tiirlerinden ig ice ge¢mis coklu durum deseninden yararlanilmistir
(Yin, 2003: 44; Yildirim ve Simsek, 2011: 292). i¢ ice gecmis ¢oklu durum deseninde arastirmaya dahil
edilen her bir durum kendi icinde alt birimlere ayrilarak calisilir. Bu arastirmada da Hayat Bilgisi
dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersi bakimindan islevselliginin ne
oldugunun yanit: arastirildig: igin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri olmak
tizere iki durum sz konusudur. Yine c¢alisma, Stake’in (2005: 446) siniflandirilmasinda arastirmaci,
arastirma sorusu ile ilgili olarak daha fazla bilgi edinmek istedigi icin aragsal durum galismasina
girmektedir. Arastirmada i¢ ice ge¢mis ¢oklu durum galisma deseninin alt birimlerini bir ilkokuldaki
4. smuflar olusturmaktadir. Bu kapsamda, 4. smifta Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji)
dersi gozlemlenerek Hayat Bilgisi dersinin sozii edilen derslerdeki islevselligi ortaya konmaya
calisilmistir. Bir durum g¢alismasinda, arastirilacak durumun neden o durum olarak belirlendiginin
aciklanmas1 gerekmektedir. Durum c¢alismalar1 gilincel bir olgunun gergek yasam baglaminda
arastirilmasinda ve olgu ile baglam arasinda belirgin ¢izgilerin belirlenemedigi durumlarda olgu ile
baglam arasindaki oriintiileri ayrintili bir bicimde derinlemesine belirleyebilmek i¢in kullanilir (Yin,
2003: 13). Bu calismada da arastirilacak durum, Hayat Bilgisi dersi baglami iginde bu dersin Fen
Bilimleri(Fen ve Teknoloji) ve Sosyal Bilgiler dersleri bakimindan islevselliginin ayrintili bir bi¢cimde
belirlenmesidir.

Katilimcilar

Aragtirmada katilimcilarin sayisi, arastirmacinin ne 6grenmek istedigine, arastirmacinin amacina,
neyin giivenilir ve kullanisli olduguna ve sahip olunan zaman ve kaynaklarla neler yapilabilecegine
baghdir (Patton, 2001: 244). Bu arastirmada da Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen
Bilimleri(Fen ve Teknoloji) dersleri bakimindan islevselligini belirlemek i¢in gézlem yapilacak smifin

Uluslararasi Egitim Programlari ve Ogretim Calismalar1 Dergisi / 2014 Cilt: 4, Say1: 8



Hayat Bilgisi Dersinin Islevselligi 89

ve arastirmaya katilacak Ogretmenlerin belirlenmesinde amacli 6rneklem yontemi kullanilmistir.
Gozlem yapilacak smifin belirlenmesinde amacl 6rneklem yontemlerinden kritik durum érneklemesi
kullanilmistir. Bu arastirma durum calismasi bigiminde desenledigi ve veri toplama teknigi olarak
katilimer gozlem teknigi kullanildig: icin kritik durum 6rneklemesinin uygun olacag: diistiniilm{istiir.
Kritik durum orneklemesinin en 6nemli vurgusu “bu, burada oluyorsa, baska benzer durumlarda
kesinlikle olur.” ifadesidir (Yildirim ve Simsek, 2011: 110). Arastirma, Eskisehir il merkezinde bir
ilkokulda gergeklestirilmistir. Buna gore, arastirmada incelenen durum bu ilkokulda gerceklesiyorsa
(Sosyal Bilgiler, Fen ve Bilimleri derslerinde Hayat Bilgisi dersinin islevselligi) diger ilkokullarda da
benzer durumlarda da gergeklesir diisiincesi ile hareket edilmistir.

Aragtirmaya katilacak Ogretmenlerin se¢iminde ise amaghi Orneklem yontemlerinden Olgiit
ornekleme kullanilmistir. Bu 6rnekleme yontemindeki temel anlayis onceden belirlenmis Olgiiti
karsilayan durumlarin calisilmasidir (Yildirim ve $imsek, 2011: 112). Arastirmaya katilacak
Ogretmenlerin se¢iminde; 6gretmenlerin farkli sosyo-ekonomik diizeylerde bulunan resmi ilkdgretim
okullarinda smif 6gretmeni olarak gorev yapiyor olmasi, bundan onceki yillarda dordiincii sinufi
okutmus olmasi ya da bu yil dordiincii sinifi okutuyor olmas: ve arastirmaya goniillii olarak katilmasi
olmak tizere ii¢ 6l¢tit kullanilmigtir.

Arastirmanin uygulama oOncesinde Milli Egitim il Midiirligiinden gerekli izinler alinmistir.
Uygulamanin yapilacagi okulun miidiiri, sif dgretmenleri ve 6grenci velileri ile konusulup gerekli
izinler alinmustir. izinler alindiktan sonra 4. smifta okutulan Sosyal Bilgiler ve Fen Bilimleri (Fen ve
Teknoloji) derslerinde gozlemler yapilmistir. Gozlem stiresi 9 hafta olmak iizere her ders igin 27 saat
olarak gerceklestirilmistir. Arastirmada gozlemin yani sira 10 sinif 6gretmeni ile de goriismeler yapilmustir.

Tablo 1

Aragtirmaya Katilan Ogretmenlerin Kisisel Ozellikleri

Ogretmen Cinsiyet Yas Kidem Sinif Diizeyi
O1 Kadin 35 12 4.sinif
o2 Erkek 38 15 4.sinif
03 Erkek 42 22 4.sinif
O4 Erkek 44 23 3.smuf
05 Erkek 41 21 3.smuf
O6 Kadin 44 24 3.smuf
o7 Kadin 35 13 3.smuf
08 Kadin 41 24 3.smuf
09 Kadin 43 21 4.sinif
O10 Kadin 43 21 4.sinif

Tablo 1'de goriildiigii gibi arastirmaya 6 kadin, 4 erkek olmak tiizere toplam 10 sinf 6gretmeni
katilmistir. Arastirmaya katilan Ogretmenlerin yaslar1 35-44 kidemleri ise 12-24 arasinda
degismektedir. 5 smif 6gretmeni 4. siniflari, 5 6gretmen ise 3. siniflar1 okutmaktadir.

Veri Toplama Araglar

Durum c¢alismalarinda, arastirmanin giivenirligini saglamak ve arastirilmak istenilen durumun
ayrintili bir bicimde betimlenmesi ve yorumlanmasini saglamak igin birden fazla kaynaktan veri
toplanur. Goriisme, dokiimanlar, arsiv kayitlari, gozlem, katilimci gozlem ve ortaya konan {iriinler,
durum calismalarinda veri toplama araci olarak kullanilabilir (Yin, 2003, s. 78). Bu ¢alismanin verileri
de, katilimci gozlem ve goriisme yoluyla toplanmistir. Boylece ¢alisilacak durumun tiim ayrintilari ile
betimlenmesi ongoriilmiistiir.
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Katilimer Gozlem: Gozlem, herhangi bir ortamda ya da kurumda olusan davranisi ayrintili olarak
tanimlamak amactyla kullanilir. Katiimc1 gozlemde arastirmaci temel olarak gozlemcidir ve bir
Olclide de olsa katilimcilarla etkilesim igindedir. Katihmc1 gozlemde, arastirmaci arastiracagi
durumun yer aldigi ortamda bulunur ve bdylece arastirmaci tarafindan arastirma ortami ve
katilimcilarin davranislar: daha iyi anlasilir (Anagiin, 2012, ss.87-90). Bu ¢alismada, katilimci gozlem
kapsaminda ilkokul 4. simifta Fen Bilimleri (Fen ve Teknoloji) ve Sosyal Bilgiler dersleri
gozlemlenmistir. Gozlem yapilan smiflarda, Ogrencilerin smif icinde arastirmaciya alismasi ve
arastirmacinin sinifin bir pargast olmak icin bir hafta boyunca Fen Bilimleri (Fen ve Teknoloji) ve
Sosyal Bilgiler dersleri disinda diger derslerde de bulunmustur. Goézlem sirasinda arastirmaci, Sosyal
Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) derslerinde smifta bulunmus, 6grenci velilerinin siuf
igerisinde kamera kullanimina izin vermemesinden dolay1 alan notlar1 tutmustur.

Goriisme: Goriisme, Onceden belirlenmis ve ciddi bir amag igin yapilan, soru sorma ve
yanitlamaya dayali karsilikli ve etkilesimli bir iletisim stireci olarak tanimlanmistir (Stewart ve Cash,
1985, s.7; Akt: Yildirim ve $imsek, 2011, s.92). Arastirma kapsaminda, once yari yapilandirilmis
sorulardan olusan bir goriisme formu hazirlanmistir. Goriisme formu, gegerlik calismasi icin alanda
calisan uzmanlara verilerek incelemeleri saglanmistir. Daha sonra goriisme sorularinin anlasilir olup
olmadig1 ve arastirmanin amacini karsilayip karsilamadigini belirlemek igin bir 6gretmen ile 6n
goriisme yapilmistir. Bu goriismenin verileri analize dahil edilmemistir. On goriismeden sonra
goriisme formuna son sekli verilmistir. Veri toplama araci hazirlandiktan sonra, arastirma
kapsaminda Eskigehir il merkezinde farkli sosyo-ekonomik diizeylerde bulunan ii¢ ilkokulda gorev
yapan 10 smif 6gretmeni ile goriisme yapilmistir. Goriismeler 6gretmenlerin belirledigi tarih ve saatte,
gorev yaptiklari okullardaki veli goriisme odalarinda gerceklestirilmistir. Ogretmenlere asagidaki
sorular sorulmustur:

* Hayat Bilgisi dersine iliskin genel goriisleriniz nelerdir?

* Hayat Bilgisi dersinin ilkokul programlarinda yer almasi konusunda goriisleriniz nelerdir?
Aciklar misiniz?

* Hayat Bilgisi dersinin Fen Bilimleri (Fen ve Teknoloji) dersi bakimindan islevselligi
konusundaki goriisleriniz nelerdir? (Hayat Bilgisi dersi, 6grencileri Fen Bilimleri (Fen ve
Teknoloji ) dersine hazirliyor mu? Fen Bilimleri dersi i¢in 6n hazirlik olusturuyor mu? Aciklar
misiniz?)

* Hayat Bilgisi dersinin Sosyal Bilgiler dersi bakimindan islevselligi konusundaki goriisleriniz
nelerdir? (Hayat Bilgisi dersi, 6grencileri Sosyal Bilgiler dersine hazirliyor mu? Sosyal Bilgiler
dersi icin 6n hazirlik olusturuyor mu? Agiklar misiniz?)

* Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri bakimindan
islevselligi konusunda baska eklemek istediginiz seyler var m1? Varsa Agiklar misiniz?

Verilerin Analizi

Verilerin analiz siiresince, arastirmacilar tarafindan tutulan alan notlar1 ve 6gretmenlerle yapilan
goriismeler bilgisayar ortamina aktarilmistir. Arastirma verilerinin ¢dziimlenmesinde betimsel analiz
teknigi kullanilmistir. Betimsel analizde, elde edilen veriler, daha 6nceden belirlenen temalara gore
Ozetlenir ve yorumlanir. Goriisiilen ya da gozlenen ortamlarin ozellikleri carpici bir bicimde
yansitmak amaciyla dogrudan alintilara yer verilir (Yildirim ve $imsek, 2011, s.224). Bu siiregte ilk
olarak arastirma sorular1 dogrultusunda bir kodlama anahtar1 olusturulmustur. Kodlama anahtarina,
gozlem alan notlarindan ve goriisme sorularindan elde edilen veriler islenmistir. Kodlama anahtarma
gore islenen veriler, arastirmacinin amaci baglaminda betimsel olarak analiz edilmistir. Analiz edilen
veriler, goriisme sorular1 temel alinarak yorumlanmis, goézlem verileri ile desteklenmistir, dogrudan
alintilara yer verilmistir. Ayrica arastirmanin giivenirligi hesaplanmistir. Bu kapsamda, goriisme
sorularina verilen yanitlar ve gozlem i¢in tutulan alan notundaki veriler arastirmacilar tarafindan ayri
ayr1 kodlanmis, kodlamalar Kkarsilastirilarak giivenirlik calismalari yapilmistir. Arastirma
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glivenirliginin hesaplanmasinda; Miles ve Huberman’in Giivenirlik: Goriis birligi/Goriis birligi+
Ayriligi (Miles ve Huberman, 1994: 64) formili kullamilmistir. Bu formiile gore yapilan
hesaplamalarin %70’in iizerinde ¢ikmasi arastirmanin giivenilir oldugunu gostermektedir. Bu ¢alisma
i¢in giivenirlik %80 bulunmus ve arastirma icin giivenilir kabul edilmistir. Giivenirlik calismalar1
sonucunda bulgular, dogrudan alintilarla desteklenerek ve arastirmacilar tarafindan aciklanarak
yorumlanmistir.

Bulgular

Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri bakimindan
islevselligini belirlemek amaciyla yapilan bu arastirmada bulgular, Hayat Bilgisi dersinin ilkokul
programindaki yeri ve islevive Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve
Teknoloji) dersleri bakimindan islevselligi basliklar1 altinda verilmistir. Ogretmen goriisleri ve gozlem
bulgulan sekiller halinde sunulmus, ayrica dgretmen goriislerinden ve alan notlarindan dogrudan
alintilara yer verilmistir.

Hayat Bilgisi Dersinin Ilkokul Programindaki Yeri ve Islevi

Aragtirmaya katilan sinif 6gretmenlerinin Hayat Bilgisi dersine iliskin goriisleri Sekil 1'de
verilmistir.

Gelecege
hazirlayan bir
ders

Davranig
kazandiran bir

ders
-

Yagami dgreten
bir ders

e Hayat

Bilgisi

Degerleri,

Okula uyamu gevresini,
kolaylagtiran bir dogay

ders Ogreten bir
ders

Sekil 1. Simif 6gretmenlerinin Hayat Bilgisine iligkin goriisleri

Sekil 1'de goriildiigi gibi sinif 6gretmenlerinin Hayat Bilgisi dersini, 6grencilere yasami 6greten,
ogrencileri gelecege hazirlayan, Ogrencilerin okula uyumu kolaylastiran, 6grencilere degerleri,
cevresini, dogay1 6greten ve davranis kazandiran bir ders olarak gordiikleri anlasilmaktadir.

Ogretmenlerden O1 “Hayat Bilgisi dersini 6§rencileri sinirl cevreden ¢ikararak icinde yasadigr toplumu
ve diinyay: daha iyi anlamaya, tanmimaya yardimc: olacak bir ders olarak anlamlandiriyorum. Kisacast hayati
degisik etkinliklerle Ggrenmelerini saglayan bir ders.” bigiminde goriis bildirirken O5 “Hayat Bilgisi dersi
dnemsedigim derslerden biri. Goriiyorum bazi 6gretmen arkadaslarim Hayat Bilgisi dersini, bir matematik dersi
gibi 6nemli gormiiyor. Ama bana gore nemli bir ders. Ciinkii 03rencileri okula daha kolay alismasini saglayan
bir ders. Neden? Ciinkii cocuk matematikte zorlaniyor ya da soyut geliyor konular ama Hayat Bilgisi dersi
ogrencilere geldikleri, gordiikleri hayattan konular iceren bir ders.” ve O2“Cok yararli ve gerekli bir ders.
Ogrencileri gelecege hazirlamada, onlari hayata hazirlamada yardimct olan bir ders.” bigiminde goriis
bildirerek Hayat Bilgisi dersini 6grencilere yasami 6greten, 6grencilerin okula uyumunu kolaylagtiran
ve Ogrencileri gelecegi hazirlayan onemli ve yararli bir ders olarak gordiiklerini ifade etmislerdir.
Yine 6gretmenlerden O7“Hayat Bilgisi dersi 6grencilere davrams kazandiran bir ders. Iste 6grenciler sunif
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kurallarimi bu derste 63reniyorlar Srne§in onun icin bu dersi yararl buluyorum.” ve O9“Onemli derslerden
birisi Hayat Bilgisi dersi. Cocuklar bu ders ile dogayi, cevresini, degerleri dgreniyor. Bence 03renciler igin
faydali bir ders.” bigiminde goriis bildirerek Hayat Bilgisi dersini 6grencilere davranig kazandiran ve
ogrencilere degerleri, dogay1 ve cevresini 6greten bir ders olarak gordiiklerini belirtmislerdir.

Hayat Bilgisi dersi, 6grencilere yasam becerileri ve kisisel nitelikler kazandirarak, dgrencileri
yasama ve iist 0grenime hazirlar. Alintilardan anlasilacagl tizere sinif 6gretmenleri de Hayat Bilgisi
dersinin dgrencilere davranis ve beceri kazandirarak 6grencileri yasama hazirladigini vurgulamistir.
Ayrica Hayat Bilgisi dersi, 0grencinin gevresini, i¢inde yasadigi toplumu anlamaya calismasini
saglayarak 0grencinin merakini gidermeye ¢alisan bir derstir. Ogretmenler de Hayat Bilgisi dersinin
bu 6zelligine dikkat ¢ekmislerdir.

Smif ogretmenlerinin Hayat Bilgisi dersinin ilkokul programlarinda yer almasi konusundaki
goriisleri Sekil 2’de gosterilmistir.

ISEVE

Bilgisi

Iki ayr1
dersolarak
yer almali

Sekil 2. Simif 6gretmenlerinin Hayat Bilgisi dersinin ilkokul programlarinda yer almas ile ilgili goriisleri

Sekil 2'de gortldiigii gibi Hayat Bilgisi dersinin ilkokul programlarinda yer almasi konusunda
sinif 6gretmenlerinin bir kismi1 yer almali, diger kismui ise iki ayr1 ders olarak yer almali bi¢ciminde
goriis bildirmislerdir.

Ogretmenlerden 02 “Bence olmali ve dogru. Ciinkii 6grenciler bu yaslarda daha somut diisiindiikleri
icin bu ders ile olaylara daha somut ve biitiinciil bakabiliyorlar.” bigiminde goriis bildirirken, 06 “Cocuklar:
sadece kendi cevresini bildikleri icin, Hayat Bilgisi dersi ile kendi yasamlart diginda da bir yasam oldugunu
cocuklara gésteren bir ders oldugunu goriiyorlar. Ben olmasina karst degilim. Olmali programda.” ve O7
“Kesinlikle yer almali. Dedigim gibi 63rencilere yasama hazirlayan onlari farkli bir pencereden bakmasini
saglayan bir ders.” bigiminde goriis bildirerek Hayat Bilgisi dersinin ilkokul programlarinda yer almasi
gerektigini vurgulamuslardir. Yalmzca dgretmenlerden O8 “Hayat Bilgisi dersi konularina bakacak olursak
ya cocuklarin 4. smifta gordiikleri Sosyal Bilgiler, Fen ve Teknoloji derslerinde gordiikleri konularin benzeri.
Onun igin bu ders yerine ayri ayr1 belki cocuklar birinci simiftan itibaren Sosyal Bilgiler, Fen ve teknoloji dersini
gormeliler. Buna hazirlik var sanwyorum. Fen dersi iiciincii simifa alindi diye biliyorum. Bu ders yerine iki ayri
ders olmali.” bigiminde goriis bildirerek Hayat Bilgisi dersi yerine Sosyal Bilgiler ve Fen ve Teknoloji
olmak tiizere iki ayr1 ders olarak ilkokul programlarinda yer almasi gerektigini belirtmistir.
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Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri (Fen ve Teknoloji) dersleri bakimindan
islevselligi

Sinif 6gretmenlerinin Hayat Bilgisi dersinin Sosyal Bilgiler dersi bakimindan islevselligine iliskin
goriisleri Sekil 3'te verilmistir.

Sosyal

Bilgiler

dersine
basamak
olugturma

ISEVE
Bilgisi

Sosyal / \

Bilgiler
dersine 6n
hazirlik
olugturma

Sosyal
Bilgiler dersi
icin temel

olugturma

Sekil 3. Simif 6gretmenlerinin Hayat Bilgisi dersinin Sosyal Bilgiler dersi bakimindan
islevselligine iliskin goriisleri

Sekil 3'te goriildiigii gibi sinif 6gretmenleri Hayat Bilgisi dersini Sosyal Bilgiler dersine basamak,
on hazirlik ve temel olusturdugu bir ders olarak gormektedir. Ogretmenlerden O1 “Hayat Bilgisi dersi
ayni zamanda Sosyal Bilgiler dersine de basamak olusturmaktadir. Tarih bilincinin olusmasinda onemlidir.
Toplumlarin birlikte yasama siirecine 151k tutmaktadir.” bigiminde goriis bildirerek Hayat Bilgisi dersinin
Sosyal Bilgiler dersi igin basamak olusturdugunu ifade etmistir. O1’in ifade ettigi durum gozlem
sirasinda alan notuna soyle yansimistir: “Ogretmen etkilesimli tahtadan ‘Atatiirk ve Milli Miicadele’
konusunu acti. Hazirlik calismalarini ve kavramlart okudu. Ogretmen 6§rencilere ‘Daha dnceki yillardan
aklimizda Hayat Bilgisi dersinde kalanlar1 Atatiirk’iin ozelliklerini soyleyin. Herkes 1 dakika diisiinsiin.
Herkesin diisiincelerini alacagim.” dedi. (18.11.2013, Sosyal Bilgiler).Sinif 6gretmenin ifade ettigi gibi ve
alan notundan anlagilacag: {izere Hayat Bilgisi dersinin Sosyal Bilgiler dersine 6n hazirlik ve temel
olusturdugu sdylenebilir.

Yine 6gretmenlerden O2 “Hayat Bilgisi dersi Sosyal Bilgiler dersine 6n hazirlik dersi. Cocuklarin Sosyal
Bilgiler dersine geciste ¢ok faydasi var. Bence Hayat Bilgisi dersinde Sosyal Bilgiler konularm daha yogun
islenmesinde fayda var.” ve O5 “Hayat Bilgisi dersi Sosyal Bilgiler dersine hazirlik olarak Gnemli bir
konumdadir. Vatanimi, milletini, diinyay: tamitarak, gecmisten Grnekler vererek 0grencileri bir iist seviyeye
hazirlamaktadir. Onemli tarihleri vurqulayarak ve bunlari isleyerckten bu gerceklestirilmektedir.” bigiminde
goriis bildirerek Hayat Bilgisi dersinin Sosyal Bilgiler dersi i¢in 6n hazirlik olusturdugunu
belirtmiglerdir. Yine 6gretmenlerden O10 “Hayat Bilgisi dersi Sosyal Bilgiler dersi icin zemin hazirliyor.
Hayat Bilgisi dersi temel diizeyde de olsa 6grencileri Sosyal bilgiler dersine hazirliyor.”  bigiminde goriis
bildirerek Hayat Bilgisi dersinin Sosyal Bilgiler dersi icin temel olusturdugunu ifade etmistir.
Ogretmenlerin ifade ettikleri durum alan notunda da “Ogretmen ‘Gegen yildan hatirlamiyor musunuz,
Sude. Gecen yil bunu anlatmistim. Atatiirk’iin ilkelerini sayarken soylemistim, soyad: kanunu ne zaman ¢ikt.
Hig hatirlayan cikmadi. Gegen sene bir yere yazdik. 1934 dedi.” (Arastirmaci, 6gretmene teneffiiste gecen sene
hangi derste soyadi kanunun tarihini sordugunu sordu. Ogretmen Hayat Bilgisi dersi dedi.) (4.11.2013, Sosyal
Bilgiler),“Ogretmen ‘Gegen yil hatirliyor musun? Kollar: saga sola acarak bir sey yapiyorduk?’ Baki soruya
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yanit verdi: ‘Hatirltyorum, yon bulma’ Ogretmen ‘1. soru yonlerle ilgili. Pusulay: hatirlayan var mi?’.....
Ogretmen ‘Gegen yil hava grafigi hatirlayan var mi?’ dedi.” (25.11.2013, Sosyal Bilgiler),“Ogretmen ‘Gegen
yul islemistik. Kroki neydi Ezgi?’, Ezgi ‘Kusbakisi’ Ogretmen ‘Kusbakigt ne demek Ezgi?’ diye sordu. Ezgi
‘“Yukaridan bakarak.” diyerek 6gretmenin sorusunu yanitladi. Ogretmen “Yukaridan bakti§imizda neler goriiriiz
Dilay?’ diye sordu. Dilay ‘Egya tasarlayanlarda kusbakis: ciziliyor. Bizim yasadigimiz yerlerde tarihi yerler,
mimari yerler var.” dedi. Ogretmen ‘Peki, cevremizde neler goriiyoruz?’ diyerek grencilere sordu. Baris
‘Binalar, arabalar’ dedi. Ogretmen “Yasadigimiz yer iinitesine gecelim.” dedi.” (9.12.2013, Sosyal Bilgiler)
bi¢iminde yer almistir. Alan notlarindan anlasilacag: tizere Sosyal Bilgiler dersinde &grencilerin 6n
bilgilerini ortaya ¢ikarilmasinda, konularin hatirlatilmasinda ve 6grenilecek yeni konularla iliski
kurulmasinda Hayat Bilgisinden yararlandig1 goriilmiistiir.

Smif 6gretmenlerinin Hayat Bilgisi dersinin Fen Bilimleri (Fen ve Teknoloji) dersi bakimindan
islevselligine iliskin goriisleri Sekil 4’te gosterilmistir.

Fen Bilimleri
dersiiginalt
st
olugturma

Hayat
Bilgisi

Fen Bilimleri / \ Fenle ilgili

dersine 6n kavramlan bu
hazirhik derste

olugturma Ggrenme

Sekil 4. Simif 6gretmenlerinin Hayat Bilgisi dersinin Fen Bilimleri (Fen ve Teknoloji)
dersi bakimindan islevselligine iligkin goriisleri

Sekil 4'te goriildiigii gibi siif 6gretmenleri Hayat Bilgisi dersini Fen Bilimleri dersi i¢in alt yap1
ve On hazirlik olusturdugunu ve Ogrencilerin fenle ilgili kavramlar1 bu derste 6grendiklerini
belirtmislerdir.

Ogretmenlerden O1 “Hayat Bilgisi dersi, fen bilimleri dersinin en énemli basamagini olusturmaktadir.
Konulariyla Fen ve Teknoloji dersine kesinlikle hazirlyor. Cevremizde bulunan canlilart hava olaylari, suyun
dongiisii gibi konular1 buna Ornek olarak gdsterebilirim.
“Kesinlikle Hayat Bilgisi dersi Fen ve teknoloji dersi icin 0grencilere on hazirlik olusturuyor. Boylece 6grenci 4.
stmifa geldigi icin hazir bulunuyor.” ve O10 “Fen ve teknoloji dersini 63renciler ilk defa 4. simifta karsilasiyor. Tlk
iicte Fen dersi gormiiyor. Dolayisyla Hayat Bilgisi dersi bu boslugu dolduruyor. Ogrencilerin Fen adwyla bir ders

”

bigiminde goriis belirtirken, 6gretmenlerden O6

gorene kadar fenle ilgili konulari bu derste goriiyor.” bigiminde goriis bildirerek Hayat Bilgisi dersinin Fen
Bilimleri(Fen ve Teknoloji) dersi icin 6n hazirlik ve alt yap1 olusturdugunu ifade etmislerdir. Yine
ogretmenlerden O9 “Hayat Bilgisi dersinde de temel diizeyde de olsa fenle ilgili deneyler yapiyor. Fene 6zgii
kavramlart 6greniyor.” ve dgretmenlerden O7 “Ogrencileri fen konularma hazirliyor. Erime deyince aklma bir
seyler geliyor. Boylece Fen konularimi goriince konulardan korkmuyor.” bigiminde goriis bildirerek Hayat
Bilgisi dersinin Ogrencilere fenle ilgili kavramlar1 Ogrettigini belirtmislerdir. Ayrica, yapilan
gozlemlerde sinif 6gretmeninin, Fen Bilimleri (Fen ve Teknoloji) dersinde grencilerin 6n bilgilerini
ortaya ¢ikarilmasinda, konularin hatirlatilmasinda ve dgrenilecek yeni konularla iliski kurulmasinda
Hayat Bilgisinden yararlandig1 gézlemlenmistir. Bu durum alan notlarma sdyle yansimistir: “Ogretmen
dgrencilere ‘Gegen yil da anlatmistim. Canliy: kavanoza koyarsak yasayamayiz. Yasamamiz igin neye ihtiyacimiz?’
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dedi.” (1.11.2013, Fen Bilimleri (Fen ve Teknoloji)),“Ogretmen ‘Yeryiiziinde su nasil bulunur? Gegen sene deney
yaptik hatirliyor musunuz, tiip getirmistik. Buz getirmistik, caydanhkta isitmigtik hatirladiiz mi?” dedi.”
(6.11.2013, Fen Bilimleri (Fen ve Teknoloji)),”Ogretmen ‘Evde miknatisla deneyin hangi maddeleri ceker. Gegen
sene yaptik. Siiriiniince cekiyordu. Miknatis ne ise yarar? Peki, tahtay: ceker mi Dilay?’ dedi.(13.11.2013, Fen
Bilimleri (Fen ve Teknoloji)),“Ogretmen ‘Suda yiizen maddelerin 6zgiil agirhigt vardir. Gegen sene bahsettik. Ama
unutmussunuzdur. Simdi 6grenmenin zaman: geldi. Ozgiil agirliklar: sudan fazla ise batmaz sudan daha az ise
batar.’ dedi. (20.11.2013, Fen Bilimleri (Fen ve Teknoloji) ve “Ogretmen ‘Gegen sene deney yapmstik karisumlar:
nasil ayirmigtik?” diye 63rencilere sordu.” (27.12.2013, Fen Bilimleri (Fen ve Teknoloji)

Goriildiigii gibi sinif 6gretmeninin Fen Bilimleri (Fen ve Teknoloji) dersinde dgrencilerin 6n
bilgilerinin ortaya ¢ikarilmasinda, konularin hatirlatilmasinda ve 6grenilecek yeni konularla iligki
kurulmasinda Hayat Bilgisine vurgu yapildig1 goézlemlenmistir. Sif 6gretmeninin &grencilerin 6n
bilgilerini ortaya ¢ikarmak, bilgileri 6grencilere hatirlatmak ve 6grenilecek yeni konu ile iliski kurmak
i¢in Fen Bilimleri (Fen ve Teknoloji) dersinde Hayat Bilgisi dersine vurgu yaptig1 goriilmektedir.

Yapilan goriismeler ve gozlem sonucunda, 6grencilerin 6n bilgilerini ortaya ¢ikarmak, bilgileri
ogrencilere hatirlatmak ve 6grenilecek yeni konu ile iliski kurulmasini saglamak icin Fen Bilimleri
(Fen ve Teknoloji) dersinde Hayat Bilgisi dersinden vurgu yapildigi goriilmektedir. Ikokul
programlarinda ilk {i¢ sinifta yer alan Hayat Bilgisi dersinin islevlerinden biri Sosyal Bilgiler ve Fen
Bilimleri derslerine temel olusturmaktir. Yapilan gozlemler ve 6gretmen goriislerinden, Hayat Bilgisi
dersinin bu islevini yerine getirdigi sdylenebilir.

Sonug ve Tartisma

Hkégretimde Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen ve Bilimleri dersleri bakimindan
islevselligini belirlemeye yonelik yapilan bu arastirmada asagidaki sonuglar elde edilmistir:

* Arastirmaya Kkatilan Ogretmenlerin, Hayat Bilgisi dersini Ogrencilere yasami &greten,
ogrencileri gelecege hazirlayan, 6grencilerin okula uyumu kolaylastiran, 6grencilere degerleri,
cevresini, dogay1 6greten ve davranis kazandiran bir ders olarak gordiikleri belirlenmistir.

* Arastirmaya katilan Ogretmenlerin biiyiik ¢ogunlugunun Hayat Bilgisi dersinin ilkokul
programlarinda yer almasi gerektigi ve bir Ogretmenin Hayat Bilgisi dersinin ilkokul
programlarinda iki ayr1 ders olarak yer almasi bigiminde goriis belirttikleri ortaya gikmustir.

* Aragtirmaya katilan 6gretmenler Hayat Bilgisi dersinin Fen Bilimleri(Fen ve Teknoloji) ve Sosyal
Bilgiler dersleri igin temel olusturarak hazirlayici 6n kosul bir ders oldugunu belirtmislerdir.

* Fen Bilimleri(Fen ve Teknoloji) ve Sosyal Bilgiler derslerinde, 6grencilerin 6n bilgilerinin
ortaya cikarilmasinda, dgrencilerin yeni bilgiler arasinda iliski kurmasinda Hayat Bilgisi
dersinden yararlanildigi anlasilmistir.

Aragtirma sonuglarina dayanarak Hayat Bilgisi dersinin Fen Bilimleri (Fen ve Teknoloji) ve
Sosyal Bilgiler dersleri i¢in 6nemli ve hazirlayici bir ders oldugu soylenebilir. Demir (2007) yaptig:
arastirmada da Hayat Bilgisi programinda yer alan temalarin 6grencilerin iist smiflardaki fen ve
sosyal bilgiler derslerine hazirlayici nitelikte oldugunu belirtmistir. Ayrica, Hayat Bilgisi programinin
cocuklarda gelismesi amaglanan temel yasam becerilerinin olumlu kisisel niteliklerin, Sosyal Bilgiler,
Fen Bilimleri (Fen ve Teknoloji) derslerine temel olusturacak bilgilerin temalarla biitiinlestirilerek
olusturuldugu ifade edilmektedir (Egitim Reformu Girisimi [ERG], 2005). Giines ve Demir’in (2007)
yaptiklar: arastirmada da Hayat Bilgisi dersinin Fen Bilimleri dersine hazirlamada etkili oldugu
belirlenmisgtir. Yukarida s6zii edilen arastirmalar, bu arastirmanin sonuglarini desteklemektedir.

Aragtirmadan elde edilen bulgular 1s1ginda alan yazina katki saglamasi agisindan asagidaki
oOneriler getirilebilir:

* Hayat Bilgisi ile Sosyal Bilgiler ve Fen Bilimleri dersi 6gretim programlar1 arasindaki iligki
ayrintili olarak analiz edilmelidir.
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* Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri dersleri bakimindan islevselligi ayr1 ayr1
derinligine analiz edilmelidir.

* Hayat Bilgisi dersinin Sosyal Bilgiler ve Fen Bilimleri dersleri bakimindan islevselligi nicel ve
uygulamali ¢alismalarla da belirlenmelidir.
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Extended Abstract

The Functionality of the Life Sciences Course with Regard to Social Studies and Science Courses

One of the courses in primary school that helps students develop multi-dimensionally, and gain
skills and knowledge about life is the Life Sciences course. Life Sciences course, which is designed to
help students know both themselves and the society and the world they live in, and which was
formed in terms of collective training approach was considered in 1924, 1936, 1948, 1968, 1998 and
2004 primary education programs (MEB, 2009). With the updated Life Sciences Instructional Program
in 2004, it is aimed for children to develop positive individual features together with life skills;
moreover, they are expected to have knowledge to create a base for Social Studies and Science (Science
and Technology) courses. Consequently, to help students develop basic life skills and positive
personal characteristics, and to create opportunities for students to gain knowledge to form a base for
Social Studies and Science (Science and Technology) courses are aimed in the Life Sciences
Instructional Program. In this respect, Life Sciences course has importance since it is a base for Science
(Science and Technology course) given in third and fourth grades, and Social Studies course given in
fourth grade. Thus, it is important to determine the degree of contributions by the Life Sciences course
and how it forms a base for Social Studies and Science (Science and Technology) courses. However,
there are not many studies available in the literature related to the functionality of Life Sciences course
in terms of Social Studies and Science (Science and Technology) courses.

The purpose of this study is to examine the place of Life Sciences course with regard to Social
Studies and Science courses. The study was carried out through a case study within a qualitative
design. In the study, one particular case study pattern,an intermingled multiple-state pattern was
applied. In intermingled multiple state pattern, each case included in the study is separated into sub-
patterns and then examined. Since the functionality of Life Sciences course with regard to Social
Studies and Science courses is taken into account in this study, there are two cases. These are: Social
Studies and Science courses. The sub-categories of intermingled multiple-state pattern of the study
consist of 4t grade students at a state primary school. In this respect, Social Sciences and Science
(Science and Technology) courses of the 4t grades were observed in order to be able to explain the
functionality of Life Sciences course with regard to these courses.

In this study, purposeful sampling technique was used in order to determine the class to be
observed and teachers to be allocated. While selecting the class to be observed, critical case sampling
technique, one of the purposeful sampling techniques, was applied. The most important emphasis
incritical case sampling is related to the following statement: “if something happens here, it definitely
happens in another situation as well” (Yildirim and Simsek, 2011: 110). In determining the participant
teachers, criterion sampling technique was applied. The basic understanding in this technique is to
examine cases that fulfill predetermined criteria (Yildirim and Simsek, 2011: 112). In choosing the
teachers to participate in the study, the following three criteria were applied: Teachers should be
elementary education teachers in state primary schools with various socio-economic backgrounds;
teachers should have prior experience teaching4t grades or should be teaching this grade level at time
of the study; and teachers should be participating in the study voluntarily. Before data collection,
necessary permissions were obtained from the Directorate of National Education in Eskisehir.
Necessary consent from the school principal, classroom teachers and parents of the students were also
obtained. After all the permissions were taken, observations were made in 4% grade Social Studies and
Science (Science and Technology) courses. The duration of observations was 27 hours for each course
in a 9-week span. Along with observations, 10 classroom teachers were also interviewed as part of the
study. Descriptive analysis technique was used in the analysis of the data collected throughout the
study.
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Results of the study show that classroom teachers consider Life Sciences course as a course,
which teaches students about life, prepares them for the future, eases adaptation of students to school,
teaches students about values, environment and nature, and helps them develop good behaviors.
Moreover, they claim that Life Sciences course should be placed in primary school programs, and they
emphasize that they consider life sciences course as a prerequisite for Social Studies and Science
(Science and Technology) courses since it forms the base for them. Furthermore, it was also revealed
that students make use of the Life Sciences course in Social Studies and Science (Science and
Technology) courses in revealing their prior knowledge, and connecting new knowledge with existing
knowledge.
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Children’s Experiences in Learning Workshops-A Pedagogical
Child Research’

Ogrenme Atolyelerinde Cocuk Deneyimler - Bir Pedagojik Cocuk
Arastirmasi

Petra HIEBL", Agnes FRANG™
Abstract

Learning workshops as environments of self-directed and individualized learning have
become common in German schools in the last few years. These learning environments were
designed with the hope of improving the quality of the learning culture of educational institutions.
They focus on the learning of the student, not on the teaching of the teacher. Because of its origins,
learning workshops are places of reform. They allow teachers and students to rethink learning.
Considering the general debate on improving the quality of teaching and schools, it seems natural
to research the topic of learning workshops. Besides viewing learning workshops from the
perspec-tive of adults, the value of viewing the workshops from the perspective of children will be
described in this pa-per. From a pedagogical point of view it is the heart of all education-related
issues - how students learn best and which learning environments and learning strategies they
need to develop individual skills. The children’s per-spective illustrates the subjective experiences
of learning in a workshop - also in comparison with learning in the classroom.

Key words: Pedagogical Child Research, Perspective of Children, Learning Workshop,
Learning Envi-ronment, Open Education

Oz

Kendi kendine ogrenme ve bireysellestirilmis O6grenme ortam: olarak &grenme
atolyeleri son yillarda Almanya’da olduk¢a yayginlasmistir. Bu 6grenme ortamlari, egitim
kurumlarinin 8grenme kiiltiiriiniin kalitesini artirma beklentisiyle tasarlanmistir. Bu ortamlar
Ogretmenin Ogretimine degil, dgrencinin &grenmesine odaklan-maktadir. Kokeni itibariyla
O0grenme atdlyesi calismalar: reform niteligi tasimaktadir. Ayrica, 6gretmenlerin ve 6grencilerin
égrenmeyi yeniden diisiinmelerini saglar. Ogretimin ve okulun kalitesinin artirilmasima yonelik
genel tartismalar goz oniinde bulunduruldugunda, 6grenme atdlyeleri konusunun arastirilmasi
olduk¢a dogaldir. Bu c¢alismada Ogrenme atdlyelerinin yetigkinlerin bakis agisindan
incelenmesinin yam sira, ¢ocuklarin bakis agisindan da incelenmesinin degeri betimlenecektir.
Pedagojik bir perspektiften bakildiginda, 6grencilerin en iyi nasil 6grendikleri ve hangi 6grenme
stratejilerini gelistirmeleri gerektigi konusu 6grenme ile ilgili tiim sorunlarn 6ziinii olusturur.
Cocuklarin bakis agisi, 6grenme atdlyelerine iliskin bireysel deneyimlerinin siiftaki 6grenme ile
kargilagtirmalari igermektedir.

Anahtar sézciikler: Pedagojik ¢ocuk arastirmalari, ¢ocuklarin bakis agisi, dgrenme
atolyeleri, 6grenme ortami, agikogretim.

x
The term “learning workshop” depends on the German term “lernwerkstatt”. Therefore the German theoretical background
is used for explanation.
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Introduction

»...Our learning workshop creates a learning environment in which every student has the chance to
develop from a passive to an active learner. Students appear from time to time as real experts for one topic. The
cooperation between students and teachers is systematically encouraged. The learning workshop offers the
environment for the students to achieve skills they need for active and independent learning. The tasks of the
teachers change towards monitoring and guiding their students and a positive designing of a didactically
prepared learning environment...”(Statement of a German Principal)

One of the most famous studies concerning successful learning conditions is the Hattie study
(2009). This meta-analysis includes 50,000 individual studies and analyzes the factors of influence on
the learning of students. Hattie shows in this study 138 factors and sorts them from effectively
relevant to harmful. He points out that learning is determined by children themselves: personal
characteristics, motivation, self-concept, knowledge and cognitive conditions. On the other hand, the
socio-economic status of parents also plays a central role. A key finding of the meta-analysis was that
thirty percent of the success of learning depends on the teachers and their professional action.
Particularly important is how teachers organize and structure their lessons.

Professional action means to see teaching and learning through the eyes of children. It should be
included in lesson planning. Hattie (2009) therefore emphasizes the active role of the teacher as a
designer of teaching and argues against teachers in the role of passive learning companion. A wide
repertoire of teaching skills is necessary: a variety of methods, high expectations of learners, and
cognitive activation in appropriate learning environments etc.

Learning workshops as environments of self-directed and individualized learning have become
common in Bavarian schools in the last few years. These learning environments were designed with
the hope of improving the quality of the learning culture of educational institutions. They focus on the
learning of the student, not on the teaching of the teacher. Because of its origins, learning workshops
are places of reform. They allow teachers and students to rethink learning. In this context, it is
interesting to see how the findings of the benefits of learning workshops can be implemented into
school practice. The didactical designs of learning environments, in which the learning processes of
children are promoted, have to be reflected on and adapted.

Considering the general debate on improving the quality of teaching and schools, it seems
natural to research the topic of learning workshop. Besides viewing learning workshops from the
perspective of adults, the value of viewing the workshops from the perspective of children will be
described. From a pedagogical point of view it is the heart of all education-related issues - how
students learn best and which learning environments and learning strategies they need to develop
individual skills. The children’s perspective illustrates the subjective experiences of learning in a
workshop - also in comparison with learning in the classroom.

In the curricula for primary schools, the competence orientation is currently being implemented.
The active role of the learners in their learning process is the prime consideration. Therefore it is
important to understand students’ learning processes. For this reason, the perspective of students and
their subjective experience of learning in a Learning workshop were investigated in this study. The
statements of the students in particular and the testimony of adults about the students provided
information about the importance of learning in the learning workshop. The study examined the
phenomenon of learning workshop from the perspective of students and therefore falls into the area
of educational children's research. The next section is an approach to the phenomenon of learning
workshop.
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On the Term Learning Workshop
First of all the term Learning Workshop (see Reich 2008) has to be defined:

"LEARNING" - learning is assumed to be not a linear process, which takes place at regular small
steps, but often in surprising leaps in unplanned and non-conscious processes and often at unexpected
times. The implementation of this learning theory and the use of individual learning opportunities
demand self-directed learning and a changed role of the teacher towards a learning companion. In this
way, the learner takes responsibility for his learning.

"WORK" - In order to allow the learning described above, learning must be process-oriented and
product-oriented. The process and the product are both important. Working in a workshop implies
dealing with different materials and hands-on-activities.

"SHOP" - Originally the workshop was a room in the school; later the workshop materials were
packed up and mobile learning workshops were created (learning boxes, learning modules).

The form of teaching that takes place in a learning workshop is often referred to as "workshop
classes". It is a form of open education. The term "workshop" implies the type of work that is done:
children work simultaneously at different tasks, some alone and some in groups, and mostly without
teacher guidance (Reichen 1991, 61).

The terms shown above describe a learning workshop as a stimulus-rich learning environment
(VeLW 2009, 9). Hagstedt (1998) uses the term "designed learning environment”. The work in the
learning workshop is also featured as an educational interaction between learners and learning
companions (VeLW2009, 7) Subsequently, for a better understanding of this term the meaning of
learning environments and the understanding of learning in the learning workshop have to be
described.

Learning in a Learning Workshop

Learning environments

Quality learning tasks can only be developed using a didactically prepared learning
environment, which utilizes the ecological-systemic context of learning and development. A "good"
learning environment takes into account the social-emotional climate, the educational action of the
teacher, the introduced rules and rituals, the time and space design, the materials and the media - in
short, everything that has impact on opportunities for participation and strengthening the learning
confidence (Bartnitzky 2012, 30). This shows the importance of the necessity of designing learning
environments that enable individual learning. Individual learning does not just mean individual
work, but an active, interest-driven construction of personally significant knowledge in cooperation
and dialogue with others. Students are active and support each other. Teachers guide, encourage, and
facilitate the children’s learning processes working with the students (Lang 2011, 6). Learning in a
learning workshop has been linked to theories in the next section.

Theories in context of learning workshops

Discovery learning

Discovery learning is intrinsically motivated and active and is based on the personal relevance of
learning processes. Piaget's findings on the active appropriation of the world by the creation of
complex schemata and thinking concepts, as well as Dewey's work on the importance of experience in
learning processes are theories on which the learning workshop is based. "Conceptual Change" (Max,
Duit) and the "Moderate Constructivism" (Piaget, Dewey, Vygotsky) were also considered in the
discussion of discovery learning. In discovery learning, children ask focused questions about the
topic, investigate the topic in various ways, and finally, discuss their findings and observations
(Zocher 2000, 25). This creates individual learning processes that consider the prior experiences and
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skills of the learners. The students investigate topics on an appropriate level of complexity. Thus
learning is all placed in the responsibility of the learner along with a learning companion and a
learning group. Learning with all of the senses, learning with head, heart, and hand, using creativity
in the learning process - all these aspects are united automatically in the course of discovery-based
learning processes (Zocher 2000, 32). Students’ motivation and the students’ interest in successful
learning are important considerations in the context of discovery. The influence of motivation and
interest on student’s learning will now be considered within constructivist pedagogy.

The importance of interest and motivation for successful learning processes

Assuming that the essential educational task of school is to interest students in the learning
objectives, the question arises as to what extent the interest of the students can be aroused and to what
extent the self-determined choice of the learning objective and its appropriation are important. Many
teaching-related proposals for the promotion of favorable emotions, motivation, and interest can be
related to the self-determination theory of Deci and Ryan (1993). This theory proclaimed three basic
psychological needs: the sense of self-determination, competence, and social embeddedness.

To build intrinsic motivation and interest as well as positive motivation for learning, these basic
needs must be met. Content and methodically open forms of education are hereby described as
favorable to the experiences and feelings of self-determination (Lohrmann & Hartinger 2011, 263).
According to findings, there is no intrinsic motivation if the learner doesn’t feel self- determined
(Folling-Albers & Hartinger 2002, 41). Learning workshop as a form of open education meets the
essential needs of self-determination, competence, and social embeddedness. Learning workshop
promotes the motivation to learn.

Open education

We can look at this research from the point of view of learning workshop as a form of open
education. Open education is currently being discussed in public again. According to Hattie (2009),
open teaching is less effective in terms of student performance (Steffens & Hofer 2012, 41).
Educationalist Steffens comments that the problem of so-called open concepts is that students’
learning is not structured, therefore, new knowledge is not effectively processed and applied. This is
especially true if required prior knowledge is lacking, for example, when introducing a new topic.
Students need guided assistance, especially students with learning difficulties who have more
problems in open learning contexts. They do not have the cognitive maps for self-organization. For
them, closer guidance and instruction in smaller chunks are more important. EckhardKlieme in the
German Institute for International Educational Research stresses that open learning methods are
relevant for building intelligent knowledge only if they are accompanied by clear structuring and
challenging content. In such teaching, for example, weekly planning is very demanding and requires
systematic practice. This is certainly a key reason for much of the unsatisfactory learning in open
education (Steffens 2012).The essential prerequisite for successful learning processes in open
education is cognitively challenging content as well as clear structures. In addition, learning in open
situations must be well-planned and practiced with students. Do learning workshops meet these
requirements for successful learning processes? The aim of the following study is to find out how
children experience learning in a learning workshop.
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Design of Study: Data Collection, Analysis and Results

Data Collection
Research question: How arestudents’ perceptions of learning in a learning workshop?

The study investigated the learning experiences of primary school children in learning
workshops. The focus was on the subjective perspectives of the children. The aim was to get the
children to talk and open up to a deeper understanding of their experiences.

Design

A total of 20 children's interviews were used for the study, among which were 12 girls and eight
boys from the second through the fourth class, who were seven to 10 years old. The specific selection
was not made on representative criteria, so no random samples were drawn, but typical cases were
selected (Lamnek 2005, 384). The conceptions and model of learning workshop, in which the students

undergo their learning experiences, are shown in the following table:

Table 1
Allocation of student interviews to models of learning workshop
Open workshop Theme and Theme and Theme and Theme and
Pulse model, separate objective oriented objective oriented objective oriented objective
room workshop workshop workshop oriented
Aligned to the Learning landscape Focus: Skill workshop, | workshop
curriculum, with several thematic | room with multiple Separate room,
two rooms, third learning workshops, use additional mobile
under construction several rooms themes boxes
I2 8, Boy 4 I5,Boy 3 16, Girl 3 12, Girl 2 I1,Girl1
19, Girl 5 17, Girl 4 112, Girl 8 I3,Boy1 110, Girl 6
119, Boy 8 111, Girl 7 114, Boy 6 14, Boy 2 116, Girl 10
120, Girl 12 113, Boy 5 117, Boy7 115, Girl 9
118, Girl 11

Survey instrument: Guided interview with children

The basic idea of research with children is that children must be given a voice through research.
They must be regarded as linguistically gifted subjects with their own experience and knowledge
(Alanen 1994, 94). Therefore, research with children has to deal with the following criticisms: First, it is
a metaphor; second, there is the equality aspect; and third, there is the question of an appropriate
method. Therefore, the following statements focus on the question of an appropriate method. In
addition, the children's knowledge is qualitatively different from that of adults. For this reason, a
researcher must ask how this knowledge can be utilized. The researcher has to ask oneself the
following question in order to get a successful interview: Do the children’s responses give information
about their knowledge? Critics note that answers often are teased out by adults (Trautmann 2010,
120). Consequently, statements of the interviewed children are actually results of a co-construction by
the child and the person conducting the interview. An asymmetric structure between interviewee and
interviewer is formed by the context of conversation. Furthermore, it is important that the parents and
the school agree to the interview. The children are usually not asked personally whether they want to
participate in the interview. Therefore, it is not always a voluntary participation.

Organization of learning workshops afterBénsch (...): 1Weekly plan: partneror individual work; 2 Buffetmodel:
thematicmaterialsare provided, the choiceis up to thelearners;3 Stationsmodel: thematerials are availableat stations,stationsare
run; 4 Pulsemodel:personal learningmotive, self-responsiblelearning process.

2 .. .
Abbreviation for Interview
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The socialaspect is alsosignificant. Itmattersfundamentallythatschooljudgesthe behaviour
ofchildrenwronglyorcorrectlyand puts them intocategories. Thedifference between talkingand
behaviour must be taken into account. Theinterviewtakesthechildoutofhisusualcontext. Therefore, it is
compelling in the interview situation to describe the complexity of a situation with fixed terms.
Furthermore, there is the following problem: The interviewer doesn’t want to hear anything personal
from the child. Rather he or she intends the answers to be important in context of the research
question. In this way the researcher determines the reality of the child. In particular, two factors are
important: First, the meeting between researcher and child is influenced by the adult-child
relationship. Second, you need a different understanding of theory and the importance of empiricism
in a theory, if you want to grasp the perspective of children. Generally, there are interview situations
in which children can talk about relationships they know. But, there are others in which they must talk
about what they do not know. Methodologically, one must ask whether it makes sense to question
children about something they know or what they do not know. Nevertheless, it may be useful to
interview children when certain rules are observed: First, the questions must relate to the experiences
of children. Second, the interview situation must be considered in the analysis. Finally, you have to
ask about the relationship between experience and interpretation.

In interviews with children the following aspects must be considered: The interview should take
place in a familiar environment. The conversation should be undisturbed and not influenced by third
parties. The ability and willingness of children to respond to questions determines the length of the
interview. A friendly, supportive, and open-minded attitude of the interviewer is a prerequisite for a
successful interview. In order to create an atmosphere of trust, it is necessary that the child and the
interviewer meet before the interview. Before the interview children should be shown the recorder
and other materials the interviewer will use. However, many children are cautious in conversational
situations. In particular, the basis of the conversation is important, so it won’t become a “question-
answer game”. Children should be encouraged to talk about their own illustrations so there is a
combination of the illustration and conversation (Fuhs 2000, 99). According to Fuhs this approach is
called a "symbolic form of an interview." Here, it is possible to reduce the gap between the child and
adult worldview. The researcher must ask following questions in order to obtain valid research
results:

Does the child like to interview?

Is it a "sensitive" issue for a child?

Shall I continue or end the conversation if the child is uncomfortable?
Is there a familiar room available for the interview?

Is it possible for the child to play or rest after the interview?

At the beginning of the interview, the following aspects must be considered: The researcher
should introduce himself to the child. He should clarify the purpose of being together and the purpose
of the interview. It is helpful to indicate the possible length of the interview in order to motivate the
child. Also, the researcher may offer to let the conversation take place in a different place and at a
different time if needed. Finally, the child needs to know that the content of the conversation will be
kept confidential. At the beginning of the interview, the child has to know the topic of the
conversation. The researcher must tell the child his opinion is important to the researcher. Finally, the
child needs to know that he can get help when needed. The child must know that his or her opinion is
important, not his or her imagination. Also important is the way in which the interview takes place. A
conversation should not last longer than 15 minutes. Short and specific vocabulary is meaningful,
especially for young children; difficult words should be avoided. In addition, the interviewer must
observe the body language of the child. In order to get valuable information, closed-ended and
suggestive questions should be avoided. In contrast, open-ended questions are useful for obtaining
details. If the interviewer notes that a child does not understand a question, it is useful to repeat the
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question in other words. In the end, it is important to motivate the child which can be done with a
tangible or intangible reward. The conversation should be concluded when the issue has been
discussed sufficiently.

Development of the interview guideline

The questions in the interview guideline were aimed at the (learning) experiences of students in
the learning workshop. They were based on the individual aspects of a learning workshop: spatial
differentiations, atmospheres, time structures, time pattern, material objects and situations, people,
functions, activities, actions, processes, interactions, and media (Schultheis 2004, 114). Of particular
interest was the relationship between the child and the learning environment. In short, it was less
about the "what to learn" than the "how to learn". In order to differentiate the child's learning
experiences, children were asked to compare learning in the learning workshop to their regular
classroom. During the interviews, it turned out that the guideline for the conversation was generally
beneficial, but when opportunities arose to probe further into the topic, this was left behind in favour
of an open conversation.

Analysis

Many non-verbal aspects of the interviews were not recorded in the data evaluation, as the
spoken word and the written word have different qualities. Facial expressions and gestures of the
interviewee are lost. Therefore, the perceived reactions of the children during the interviews will be
described. The feelings were expressed by embodied messages®. Many children smiled as they were
allowed to tell their experience, talked without taking a breath, and showed the interviewer around in
the learning workshop to support their statements. Of course, it was obvious that the children were
nervous in the interview situation. However, when the first question was asked, the nervousness of
most of the children disappeared. They were now allowed to discuss their "expertise". The students
spoke positively about "their" learning workshop. The children struggled to express their knowledge
in words, but also their feelings concerning learning in workshops. This was amazing and impressive
for the researcher. You could see that they were looking for a striking verbalization. This was not
always easy and some statements were short. However, there were many students who responded in
a particularly reflective way.

For data evaluation, the technique of content analysis (Mayring 2008) was chosen. First of all a
coding guideline was created and categories were defined. Two evaluation categories were found in
quotations from the interviews? (Hiebl 2014). The categories refer to the embodied basis of learning and
cognitive learning processes: Human learning processes are linked to embodied conditions. Learning is
dependent on impressions, experiences, intuition, atmospheres and moods in rooms, but also on time
and the structures of social relationships at any age (Schultheis2004, 102). Overall, the attempt was
made to show the breadth of the statements. The statements of the children cannot be generalized, but
one can certainly identify trends. The trends indicate how children learn in the learning workshop.
Conlflicting ideas in the children’s statements refer to the different conceptions and models of learning
workshop.

® The embodied experience in learning process includes phenomena of self-bodily feelings as a direct entrance to the world.
Besides it includes phenomena of body language. These phenomena are natural and the body is called ,,das Vehikel des Zur-
Welt-Seins“(Merleau-Ponty 1966, 106). Therefore the body is the main condition for learning. Embodiment points to the
vulnerability and dependence of children concerning the relationship between the teacher and the child, the atmosphere and
also the arrangement of learning.

NI quotations of the children are translated from German
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Category: Atmosphere

In the assessment of this category the circumstances of the interview are of importance: The
interviews took place in the learning workshop. The students let their gaze wander and the learning
workshop inspired their statements. The children described the atmosphere from the point of view of
the embodied sentiments as well as from the point of view of the objective impact of the room, learning-
offers and self-determination.

The children communicated their feelings and moods about the (learning) atmosphere in the
learning workshop through verbal statements as well as through facial expressions, gestures and
embodied massages. They said they enjoy working in the workshop room and many reported that
they have fun there. This indicates that they are interested and motivated in their learning. They
supported their statements and expressed their feelings by laughing.

Ok, I liked it much because I liked it and I could have worked here for days and days (laughs)” (1 16, Girl
10, 28).

.In class everything is more serious, I think, as in the learning workshop“(1 3, Boy 1, 21).

The atmosphere of the room and the effect on the mood and the feelings of the children were
described with the expression "beautiful" and refer to the embodied communication between the child
and the objects of the environment in the learning workshop. The "beautiful" atmosphere promoted
the learning. The children enjoyed the learning workshop also because it is a space that has a
particular quality and offers many learning opportunities. In addition, students can work there on
their own.

Jt’s just a classroom. But there the tables are in another order (...). The board is not for the teacher’s
notes, but there are the paintings of artists and then there is always a painter of the day and then there are
different activities offered and many many books in which one can read”“(19, Girl 5, 36).

The learning opportunities were attractive to children and invited them to engage in discovery
learning and new learning experiences.

. Because, I liked it very much here. Because one can work on your own activities“(19, Girl 5, 62).

oL...1, well I mean, well actually, well I find this much more nicer than normal instruction in class, because
as I said I can research on my own” (I 19, Boy 8, 55).

»Oh, many many posters and pictures and on the board there are many artists and musicians and many
many maps and in the middle there’s a round carpet and on the carpet there stand many many things from
different countries and things (...) and it’s nice is that we can do research on our own and that you don 't need a
teacher for it “ (120, Girl 12, 24).

However, the children do not want to give up their classroom. The classroom complements
teaching and learning in the learning workshop. They appreciated being in the learning workshop
from time to time.

. That would be not so nice, because one has to do things in the classroom. Of course one can do something
else. The more you are looking forward to it when you have done something in the classroom before and then go
to the learning workshop. That’s nicer than walking from one room to the next room and back and forth”(I 14,
Boy 6, 16).
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Category: Difference to learning in the classroom

Some children did not see many differences between the classroom and the learning workshop.
Both in the classroom and in the learning workshop they learn. Therefore, they did not notice many
differences, except for the ways the rooms are arranged and the different atmosphere in the learning
workshop. An explanation for this is that they have become accustomed to both learning situations.
Therefore, it may be that it is not entirely clear what is being asked at all, because it is natural for
them.

~Well in class we as well have work stations and actually there are not so many differences”(I 1, Girl 1,
25).

Well (...) there aren't really big differences, only in class you have to work on your own and in the
learning workshop you are free to decide whether to work on your own or with a friend or partner. Apart from
that there are no real differences”(I 16, Girl 10, 20).

In contrast, for some children, there were distinct differences. The following diverse aspects were
important to the children:

. The difference is, that you don’t have to sit at your place and you don’t have the same neighbor, as you
have in class, because there are always changing groups” (14, Boy 2, 32).

. Yes. Yes, because of the board, you know. It’s nearly like in the classroom, only nicer. Because in science
you can build a circuit”“(1 5, Boy 3, 48).

» (...) Now I compare that to learning science and social studies in the classroom. If you re doing real
normal science and social studies you write into your school booklet, and you write down what the teachers write
on the board, but also from time to time you make trips and you research, but in learning workshop you simply
research differently. There everybody is allowed to choose theirown topic;the main topic (well) is Europe. For
example about the different countries“(1 8, Boy 4, 29).

. Well it is different, because in the classroom you often write something down in your booklet. And in the
learning workshop you can TRY something ON YOUR OWN. And then you have many experiences”(I 14, Boy
6, 10).

. Well for me personally it’s not very similar, but in the learning workshop you have the chance to find out
something yourself and in school the teacher stands in front of the board and talks a lot and very fast® and in the
learning workshop well there you can take books and have a look at them and you look how far it is and so on.
(119, Boy 8, 20).

»Yes, actually yes. Well the teacher gives in class pretty much commands. But here in the learning
workshops, you could say, you can give orders to yourself” (I 19, Boy 8, 33).

Being allowed to move around was also expressed as a difference.

. Yes, there’s no need to put up your hands, if you want to say something. Or you have a choice what you are
going to work on. You are allowed to stand up, walk around, have a look at what the others are doing. And in class
you always have to sit on your chair and you always have to look, what the teacher is doing” (19, Girl 5, 18).

However, there are also children who find arguments for learning in the classroom and describe
that both forms are good and necessary. They are just different.

. Well, yes, normal instruction is nice, learning workshop is EVEN NICER”(I 19, Boy 8, 59).

. Yes, there you learn differently. In class you learn with a book or the teacher says something, but there
you are more independent” (120, Girl 12, 26).

5 . L . .
German expression for: talking like a machine gun, mechanical and fast
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Reflection of interviews with children

The interviews are of varying quality from both the interviewer and the children. The reason lies
in the ways the conversations took place. In the evaluation it became clear that the questions of the
interviewer were open when the kids talked openly. On the other hand, the conversation was
restricted when the children were saying little. Because of the shyness of some children, the
interviewer was very careful and sometimes phrased questions that pre-empted the answer.
Especially with the shy children it was difficult to wait for a response. Therefore, questions were
asked too fast sometimes. The duration of the interviews (from two to ten minutes), showed how well
the conversation flowed and what the tone of the conversation was. Particularly striking and
interesting was the difference between the qualitative interviews with adults and with children. While
the statements of adults at first glance seemed clear and understandable and also provided a
comprehensible interpretation, many of the children’s statements appeared to contain a message that
must first be decrypted and then only understood as the adult researcher studied them a second time.
This is also described in the theory of the “generational look” on the statements of the children.
Problems of the linguistic expression of the children influence the interpretation as well. The
evaluation of the children’s interviews is therefore a highly subjective interpretation by the researcher
and that must be considered.

Results

Below, the primary results of the perspective of students on learning in workshops are
summarized. The children's responses emphasized that they were aware of the learning situations in
the classroom and in the learning workshop and they are able to reflecton both critically. The results
confirmed and proved from the perspective of the children that open learning situations tend to be
highly appreciated and that open learning situations were actively accepted and used for learning
experiences. The children’s statements correlated with current theories of how children learn well.

Learning workshop provides an inviting atmosphere that promotes learning

The atmosphere plays an important role for children in the perception of the learning
environment. Rooms have a certain atmosphere, a mood or aura. They are occupied with individual
feelings (Schultheis 1998, 66). The rooms are experienced as embodied.The students described the
atmosphere of the learning workshop and the impact of their feelings with "beautiful” and "fun".
These expressions paraphrase the "embodied communication” (Schultheis) between the child and the
learning environment in the learning workshop. The "beautiful" atmosphere promotes learning. The
learning workshop is very inviting for the children, because it is a room that has a particular
environment and many challenging learning opportunities which the children can access
independently. There students become responsible for their own learning. Students said that they
have fun in the learning workshop. They seemed to be motivated to work and learn there. The
children describe the learning environment both subjectively and objectively, noting the learning
opportunities and self-determination. Therefore the establishment of a learning workshop includes
much more than just the architectural design of a room. The educational design of the learning
environment and the learning situation initiate a new learning culture that focuses on the learner.
Children feel challenged by the learning workshop, both emotionally and cognitively. This type of
situation in such an educationally oriented environment supports learning processes.

‘Embodied” learning opportunities

The study demonstrated the embodied access of the students to the learning environment. It ran
through all evaluation categories. The relationship of the children to the learning environment, which
arises from the embodied disposition of the child, can be illustrated (Baake1999) by two very different
requirements of the child's needs: First, the child has the need for love, safety, and security, and
requires order and clarity to experience his environment. The learning environment of the learning
workshop is structured by learning tasks and by providing learning opportunities. Students can rely
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on their basic skills. This makes them feel secure and confident. Second, the need for exploration,
novelty, activity, and independence should be noted. Guided by their interests, children acquire new
skills individually and together. The natural desire for exploration lets the children investigate the
learning environment in the learning workshop. Therefore, learning processes are determined by the
pedagogically designed learning environment and by individual learning dispositions. A pedagogical
discussion of learning must recognize the complexity of learning and must incorporate a theoretical
reflection. This includes the fact that next to measurable learning outcomes is a qualitative dimension
of learning that can only be influenced and controlled in part, because learning is casually done and its
results are not necessarily available through linguistic-cognitive means. There’s also a direct, intuitive,
and unmediated learning, which is unconscientious and does not require language, but relies on the
resources of the “Body” (Schultheis 2008, 250).

Individual and collective learning processes

The children described their experiences with self-determination (choice of subject) and self-
organization (organization, method, social form) in different ways, which may be due to the model of
the learning workshop. This co-responsibility for their own learning was experienced and appreciated
by the children as a special feature of learning in the learning workshop. Training workshops with
little choice are accepted by the children as a matter of course in the school. The more open the
learning workshop is designed, the more intensely and enthusiastically motivated the children were to
learn through self-determination. They truly experienced the difference between external and internal
motivation and self-determination. In most learning workshops, the children could choose their
learning partners. They described the cooperation with other children as beneficial. To help other
children and to support them in learning seemed comfortable to the students. They saw themselves as
competent. Of course, there’s the question of how children get along with their learning partners and
how they chose their learning partners. It seemed natural for the children to look for a classmate with
whom they could learn well. The students were aware that sometimes they had to compromise.
Personal as well as social competence was promoted casually. The children describe basically an
added value through working with a learning partner and did not want to miss that opportunity.
Students said that it was typical of learning in the learning workshop to work with someone. They
experienced themselves as socially competent and able to contribute to the success of their own
learning through their technical and methodological expertise and through collaborative learning. In
practice workshops, individual work is considered useful.

Preference of students for learning in the learning workshop and in the classroom

The children described the special aspects about learning in the learning workshop in different
ways. For one, they know that there are opportunities for playing and learning in the learning
workshop. It is clear to them that there are educational games and that some workshops are practice
workshops. The different approaches to learning, for example, practicing or researching, are
determined by the learning workshop model. Learning from each other and by dealing with different
topics was emphasized. Thus, the students can address their own interests first and learn later when
other students present what they have learned. Some children couldn’t see a lot differences between
working in a learning workshop and teaching; they learn both in the classroom and in the learning
workshop. Because of this, they didn’t notice a big difference except the arrangement of the room and
the atmosphere in the learning workshop. Also, it was found that students are accustomed to the
learning workshop and the regular classroom, because both are designed for open education. This
means, the learning in the classroom and in the learning workshop are comparable. However, there
were also children who found reasons for learning in the classroom and describe that both are
beautiful and necessary. They are just different and therefore they complement each other perhaps in
the best way. They don’t want to miss the classroom; they appreciate the special feature of being in the
learning workshop from time to time. Learning in the learning workshop and classroom learning are,
for these children, complementary learning experiences.

Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi / 2014 Cilt: 4, Say1: 8



110 P. Hiebl, A. Frang

Reflection of the results

In the following section, the results of this study are discussed. The study shows that students
expressed a tendency for learning in workshops. They described learning experiences that meet
current learning theories and knowledge about successful learning processes: We learn through
experience. The sensory approach to learning is important from birth on and must be pursued in
school. Learning occurs through the combination of experiences and meaningful assignments. It has
been shown it is beneficial to learn something new in the context of what is already known. (Arnold
2006, 156 f.). So why is it so difficult to address these needs in the school? Open education is hard to
prepare and requires strong confidence in the children, who need to deal appropriately with the
transferred responsibility for their own learning. Only about 10-15% of German primary school
teachers give their students possibilities of substantive self-determination and responsibility at least
once a day, and 15 - 45 % give them choices once a day regarding methods (learning path, material
use) and organizational forms (social form, workplace). Difficulties are mainly seen in the lack of
suitable materials, too much need for preparation and planning, lack of familiarity with the method,
and finally classes that are too large (Menzel 2008, 34). These are all legitimate arguments that must be
dealt with in the classroom every day. However, if we look at the statements of the students, we can
find many arguments for open education. Furthermore, methodological variations seem especially
important to meet the diverse learning needs of children. At this point we can add findings about
motivation and interest, stating that education, which is action-oriented and autonomy supportive,
promotes interest better than more teacher-controlled instruction (Hartinger 1997). It is also interesting
that the teacher hardly appeared in the student’s statements. In the center of the students’ perception
are the aspects which are determined by the learning environment and the learning partners in the
learning workshop.

Conclusion

This study illustrated learning in the learning workshop from the perspective of the children and
offered a differentiated examination of the phenomenon, learning workshop. The students consciously
understood their learning environment and reflected it actively. Therefore, it is important to make
every learning environment intentionally educational. From the results it is possible to derive
suggestions for supportive learning environments, such as a learning workshop or other open
learning situations. From the perspective of students, learning workshops are experiential spaces that
support the development of the individual personality. At the moment, current curricula follow a
competence orientation and aim to develop students personally with the promotion of personal,
social, methodological, and technical expertise. Competencies are visible in performance. The
students’ responses showed their skilled performance in the learning workshop, especially if
discovery learning is possible. Because of the challenging nature of the learning environment, students
are motivated to learn. This supports the feeling of co- and self-determination. Students learned that
they could pursue their own questions in the learning workshop and are supported by a learning
partner on their learning paths.

The learning workshop movement at Bavarian schools shows that learning workshops with their
special pedagogical concepts are up to date. They are taken up again as a space for alternative learning
experiences and to rethink teaching. Existing challenges of the educational landscape, results of
national and international comparative studies, and findings about how children learn successfully
demand concepts which address change for the benefit of the child's learning. Learning workshops
give students, according to this study, from the perspective of students, the opportunity for learning
that is based on current learning theories, thereby optimizing the learning success of students.
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Genis Ozet
Ogrenme Atolyelerinde Cocuk Deneyimler -Bir Pedagojik Cocuk Arastirmasi

Bireysellestirilmis ve kendi kendine 6grenme ortamlar1 olarak 6grenme atdlye calismalari son
birkag yilda Alman okullarinda yayginlasmistir. Bu 6grenme ortamlari, egitim kurumlarinin 6grenme
kiiltiiriiniin kalitesini gelistirme amaciyla tasarlanmistir. Ogrenme atOlyelerinde, 6gretmenin 6gretimi
tizerinde degil, 6grencinin 6grenmesi {izerine odaklanilmaktadir. Kokeni itibariyla 6grenme atolye
calismalar1 reform niteligi tasiyan c¢alismalardir. Atdlye calismalari, dgrencilerin ve &gretmenlerin
O0grenmeyi yeniden diisiinmelerine olanak saglar. Ogretimin ve okullarin kalitesini artirmayla ilgili
genel tartismalar goz oniine alindiginda, 6grenme atdlye calismalar: konusunun arastirilmasi oldukga
onemlidir.

Almanya’daki ilkogretim okullarinin egitim programlarinda halihazirda yeterlik yonelimi
uygulamalar yer almakta ve 6grencilerin 6grenme siirecindeki etkin rolii birincil derecede 6nem arz
etmektedir. Bu nedenle, 6grencilerin 6grenme siireglerini anlamak 6nemlidir. Bu calismada atolye
calismalarma yetigskin perspektifinden bakmanin yani sira, ¢ocuklarin perspektifinden bakmanin
degeri de agiklanacaktir. Pedagojik bir bakis agisindan, dgrencilerin en iyi nasil 6grendigi ve bireysel
beceriler gelistirmek i¢in hangi 6grenme stratejilerine veya 6grenme ortamlarina ihtiya¢ duyduklars,
egitimle ilgili tiim konularin 6ziinii olusturmaktadir. Cocuklarin bakis agisi, smifta 6grenmeler ile
atolyede 6grenmeye iliskin 6znel deneyimleri karsilastirmali olarak da kapsamaktadir.

Bu calisma Ogrencilerin bakis acgisindan 6grenme atdlye galismalari olgusunu incelemekte ve bu
nedenle de pedagojik ¢ocuk arastirmalari alanina girmektedir. Cocuk arastirmalarinda, ¢ocuklarin
o0grenmesine iliskin sorularin ¢ocuklarin kendisine sorulmasi dnemlidir. Bir¢ok bati iilkeleri ¢ocuklara
yasalarla belli haklar verdigi icin, ¢ocuk arastirmalarinda ¢ocuklarin sesinin duyulmasi
gerekmektedir. Bu nedenle, ¢ocuklarla ilgili konularin yetiskinlere sorulmas: dogru goriilmemektedir.
Ozellikle cocuklarm diisiinceleri, tutumlari ve davramslarinin onlarin bakis: agilarindan arastiriimasi
onemlidir.

Bugiin ¢cogunlukla kendi deneyimlerimiz ve biyografimizden etkilenen ve belirginlesen bir ¢ocuk
ve ¢ocukluk anlayisina sahibiz. Sosyallesme siireglerindeki ve giiniimiiziin biiyiime kosullarindaki
eksiklikleri medya, bilgisayarlar ve degisen sosyal iliskilerin yani sira ¢ocuklarin bos zaman ve oyun
stillerinin etkilerini izleyerek goérme egilimindeyiz. Modern c¢ocukluklarin bu resmini aklimizda
tutarken ¢ocuklarin yeterliklerini hafife alindig1 sdylenebilir. Bu ¢alismada, ¢ocuklar etkin 6grenenler
ve diinyaya iliskin kendi bakis acilarin1 olusturabilen bireysel 6zneler olarak kabul edilmistir. Bu
nedenle, bu ¢alisma ¢ocuklarin 6znel deneyimlerine yogunlagma iizerinde durmaktadir. Bunun igin,
¢ocuklarla bireysel goriismeler yapilmistir. Bireysel goriismelerde 6grencilerin uzman statiileri yani
goriisleri ortaya ¢ikarilmaya calisilmistir. Bu amagla ¢ocuklarin konu hakkinda olabildigince agik bir
sekilde konusmalar1 ve bu yolla yetiskin goriismeciye ¢ocuk deneyimlerin altyapisi ve anlam
baglamlarina iliskin i¢ gorii olanag1 vermesi saglanmaya calisilmistir. Goriismeler sirasinda iletisim
dili ve goriismeci davrarusi, ¢ocuklarin dilbilimsel ve biligsel yeteneklerine uygun olmasima dikkat
edilmistir. Ayn1 zamanda goriismeci, katihmc ile giivene dayali bir iliski kurmaya calismistir.
Arastirma sonucunda ¢ocuklarla yiiriitiilen atdlye ¢alismalarinin onlarin 6grenmesinde etkili oldugu
saptanmigtir.
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Yiiksekogretimde Modiiler Yabanci Dil Egitim Programa:
Hacettepe Universitesi Ornegi’

Modular EFL Curriculum in Higher Education: The Case of
Hacettepe University

Mustafa OZTURK"
Oz

Bu calismada, Hacettepe Universitesinde uygulanan Modiiler Yabana Dil Egitim
Programi, planlama, uygulama ve degerlendirme siiregleri agisindan incelenmis ve sorunlarla ilgili
¢oziim yollar1 dnerilmistir. Calisma, nitel ve nicel yontemlerin benimsendigi karma yontemli bir
durum calismasidir. Arastirma igin bes temel veri kaynagi esas alinmistir: program yonergesi;
programi olusturan materyal ve sinav gelistirme birimi sorumlular1; programin uygulayicilar1 olan
Ogretim elemanlar1; 6grenciler ve 6grencilerin yil ici smav notlari ile yilsonu yeterlik puanlar:.
Arastirmada, ¢ok diizeyli karma yontem oOrneklemi kullamilmis, uygun &rnekleme, amach
ornekleme ve sistematik Ornekleme yontemlerinden faydalanilmistir. Nicel veriler betimsel
istatistik yontemi ile analiz edilmis, nitel veriler ise tematik kodlama yontemi ile yorumlanmaistir.
Genel sonuglara gore, programin esnek, dinamik, asamali, siire¢-sonug odakli olusu ve 6grenci
kaybin1 minimuma indirmesi programin gii¢lii yanlaridir. Programin daha etkili olabilmesi igin,
modiiller ile tutarl bir diizey belirleme smavi yoluyla yerlestirmenin dogru bir sekilde yapilmasi,
Ol¢gme araglarma alternatif degerlendirme siireglerinin dahil edilmesi, her becerinin es zamanh
gelistigi varsayimindan uzak bir yaklasim ile Tiirk 6grenci profili diisiiniilerek belli becerilerin
daha az, belli becerilerin daha fazla vurgulandigi modiiller olusturulmasi gerekmektedir.

Anahtar sézciikler: Modiiler egitim programi, yabanci dil egitimi, yiiksekdgretim,
Ingilizce dil egitimi, hazirlik programlari.

Abstract

This paper examines Modular EFL Curriculum implemented at Hacettepe University
with respect to planning, implementation, and assessment processes and provides solutions for
problems. The study adopted both quantitative and qualitative methods of research and used
five main data sources: program document, material and test developers constructing the
curriculum; instructors implementing the curriculum in class; students; and students’ formative
assessment grades and proficiency exam results. The quantitative data were analyzed through
descriptive statistics, and the qualitative data were interpreted by using thematic coding. The
general results revealed that the strengths of the program were its being flexible, dynamic,
gradual, process and product-oriented and its minimizing effect on the student dropouts. To
make it more efficient, students should be placed in modules through an appropriate placement
test which is consistent with the contents of the modules, alternative procedures should be
included in the assessment processes, and the modules should be constructed considering
Turkish students’ profile and thus emphasize certain skills more and certain skills less by
disregarding the assumption that all skills tend to develop concurrently.

Key words: Modular curriculum, foreign language education, higher education, EFL,
preparatory programs.
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bildiri olarak sunulmustur.
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Giris

Diinyanin pek ¢ok {ilkesinde oldugu gibi, iilkemizde de yabanci dilin 6nemi giderek artmuis,
yabana dil egitimi okul 6ncesi donemden yiiksekogretime kadar biitiin kademelerde bir zorunluluk
haline gelmistir. Yabanci dil bilen nesillere olan ihtiyaca egitim politikalarinda sik¢a yer verilmesi,
mevcut egitim programlariin da siirekli degismesini ve gelismesini zaruri kilmistir. Bu baglamda,
zorunlu yabanci dil egitimi ilkokul ikinci sinif diizeyine kadar inmis, 6zel kurumlar basta olmak tizere
pek ¢ok okul 6ncesi egitim kurumunda erken yaslarda uygulanmaya baglanmistir. Ortaokul ve lise
donemlerinde ise, hazirlik smif1 gibi yogun dil egitimi iceren programlar zamanla kaldirilmis, bunun
yerine yabanci dil ders saatlerinin biitiin diizeylere dagitilarak yayginlagtirilmas: benimsenmistir.
Fakat gelinen noktada, dgrencilerin yabanci dil edinimi ne ilkogretim ne de ortadgretim déneminde
tamamlanabilmis, ¢cogunlukla {iniversite yillarina birakilmistir. Boylece, yeni nesillere yabanci dil
edindirme sorumlulugu yiiksekdgretim kurumlarina yiiklenmistir. Zaman, mekan, teknoloji ve insan
kaynaklar1 agisindan kisitliliklara bogusan tiiniversiteler, bir yandan yabanci dil bilen mezunlar
yetistirmeyi hedeflemek, 6te yandan bu hedefi en etkili ve en hizli bicimde gergeklestirmek icin farkl
modeller denemek durumunda kalmistir. Bu sorunu yasayan kurumlardan biri olarak Hacettepe
Universitesi Yabana Diller Yiiksekokulu, biitiin birimlerinde Modiiler Yabana Dil Egitimi
uygulamaya koymustur. Bu ¢alismada, Hacettepe Universitesi'nde uygulanan Modiiler Ingilizce Dil
Egitim Programi, planlama, uygulama ve degerlendirme siiregleri acisindan incelenmis ve sorunlarla
ilgili ¢6ziim yollar1 6nerilmistir.

Yiiksekogretimde Yabanci Dil Egitimi

Anadili farkli olan insanlarin konusabildigi neredeyse tek dil olan ingilizcenin, uluslararasi bir
iletisim arac1 olarak sikca kullanilmas: ve diinyadaki teknolojik gelismelerin ve akademik calismalarin
da ortak dili haline gelmesi, 1ngilizceye olan ragbeti diger biitiin toplumlarda oldugu gibi Tiirk
toplumunda da giderek artirmistir. Ozellikle akademik calismalarda ingilizce bilmenin fark
yaratmasi, kiiresellesme neticesinde yayginlasan 6grenci ve egitimci hareketliligi ve yiiksekdgretim
kurumlarinin uluslararasi 6grenci kabul oranlarini artirmasi, yiiksekdgretimde sistematik bir 1ngilizce
egitimini kag¢inilmaz kilmistir. Tiirkiye'nin 6nde gelen bazi devlet {iniversitelerinin yani sira, vakif
tiniversitelerinin nerdeyse tamami egitim dili olarak ingilizceyi benimsemis, devlet tiniversiteleri ise
egitim dili 1ngilizce olan yeni akademik programlar agmis veya var olan programlarin egitim dilini
Ingilizceye doniistiirmiistiir. Bu durumun en biiyiik yansimasi, siiphesiz séz konusu yiiksekdgretim
kurumlari biinyesinde yiiriitiilen ingilizce hazirlik programlari {izerinde olmustur.

Ulkemizde, yiiksekogretim kurumlarmin ingilizce Ogretimine yonelik yapilan program inceleme
ve degerlendirme ¢alismalarinin (Coskun, 2013; Gerede, 2005; Gokdemir, 2010; Karakus, 2013; Karatas
ve Fer, 2009; Kirkgdz, 2009; Ors, 2006; Ozkanal ve Hakan, 2010; Oztiirk, 2012, 2013; Tung, 2010)
birlestigi ortak nokta, daha etkili ve verimli bir dil egitim programina duyulan gereksinim olmustur.

Gokdemir (2005), Dokuz Eyliil Universitesi, Ege Universitesi, Izmir Yiiksek Teknoloji Enstitiisii,
Istanbul Universitesi ve Halic Universitesi biinyesindeki hazirlik programlarinda dil egitimi alan
ogrencilerle yiiriittiigii calismasinda, dil 6greniminde karsilasilan sorunlar: saptamay1 ve bu sorunlara
¢0zlim Onerileri sunmayi hedeflemistir. Bu baglamda, programlarin salt bilgi aktarimindan ¢ok hedef
dili kullanmaya yonelik etkinliklerle diizenlenmesi, dgrencilerin gereksinimlerinin ve sorunlarinin
dikkate alinmasi, 6grenci katiliminin artirilmasi icin gerekli 6nlemlerin alinmas: gibi bir dizi oneride
bulunmustur.

Gerede (2005) Anadolu Universitesi’'nin hazirlik programini degerlendirmis, o6grencilerin
alanlarina iliskin dil ihtiyaglarinin programda karsilanamadigi sonucuna varmustir. Ors (2006)
Gaziantep Universitesi’nde yiliriitiilen hazirhik programini degerlendirirken, programda mesleki ve
teknik 1ngilizceye gereken agirligin verilmemesini 6nemli bir eksiklik olarak ortaya koymustur.
Karatas ver Fer (2009) Yildiz Teknik Universitesi'nde yliriitiilen hazirlik programinin, égrencilerin
akademik ihtiyaglarina ve is hayatina yonelik ingilizce bilgi ve becerileri kazandirmada eksik
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oldugunu ifade etmislerdir. Kirkgoz (2009) Cukurova Universitesi'nde yapmis oldugu ihtiyac¢ analizi
calismasinda hazirlik programinda yiriitillen egitim ile egitim dili ingilizce olan akademik
programlarin bekledigi kosullar arasinda onemli bir kopukluk oldugunu belirtmistir. Ozkanal ve
Hakan (2010) Eskisehir Osmangazi Universitesi'nin hazirlik programini degerlendirmis, dgrencilerin
genel olarak programdan memnun olduklarmi, ancak o&zellikle akademik ingilizceye yonelik
ihtiyaclarinin program gelistirme siirecinde goz oniinde bulundurulmasini vurgulamislardir. Tung
(2010) Ankara Universitesi'nin hazirlik programini 0grenci ve dgretim elemanlarinin bakis acgilariyla
degerlendirmis, programin amacina kismen ulastigini, programin daha etkili olabilmesi igin fiziki
kosullarin, igerigin, kaynaklarin ve degerlendirme boyutlarinin iyilestirilmesi gerektigini one
surmustiir.

Oztirk (2012) Hacettepe Universitesi hazirlik programina devam eden farkli akademik
programlarda kayitli 6grencilerin dil 6grenmeye yonelik ihtiyaglarini ve programdan beklentilerini
saptamak amaciyla bir ihtiya¢ analizi ¢alismasi yiiriitmiis, ¢calisma sonunda programin beceri-odakl
olarak yiiriitiilmesini, 6grencilerin kayith oldugu akademik programlar dikkate alinarak igerik-tabanl
bir diizenleme yapilmasini 6nermistir. Bagka bir ¢alismasinda Oztiirk (2013), Hacettepe Universitesi
hazirlik programi biinyesinde yiiriitiillen akademik amagh ingilizce programini CIPP modelini
kullanarak degerlendirmis, programin &grenci ihtiyaclarini karsilamada ve akademik programlara
hazirlamada yetersiz kaldigini ortaya koymustur. Ozellikle, dil bilgisi Ogretimine fazla agirhk
verilmesinin ve konusma becerisine yeterli zaman ayrilmamis olmasmin programin en Onemli
noksanlig1 oldugu ifade edilmistir. Inal (2014) Cankaya Universitesi hazirlik programini 6grenci ve
Ogretmen goriislerine dayali olarak degerlendirmis, Ogretim elemanlarmin fiziki kosullarin
yetersizligine dikkat gektigini, 6grencilerin genel olarak programdan memnun olduklarini, ancak
programin kazanimlarmin ve igeriginin Ogrencilerin akademik alanlartyla iliskilendirilmesi
konusunda yetersizlikler oldugunu vurgulamistir.

Modiiler Egitimn Programlar

Egitim sistemlerinin en temel ii¢ 6gesinden biri olan egitim programlarinin (Goziitok, 2003)
zamanla asinmasi (Hjalmarson, 2008); bilimsel, teknolojik, ekonomik ve politik gelismeler
dogrultusunda devamli olarak degismesi (Akyiiz, 2006; Kelly, 2009) ve toplumsal ihtiyaclara gore
sekil almas1 (Henson, 2006) kacinilmazdir. Bilimsel ve teknolojik gelismeler, egitim uygulamalarinin
daha karmasik bir nitelik kazanmasma yol a¢gmis, egitim programlarmin daha etkili ve verimli
bicimde tasarlanip uygulanmasini gerekli kilmistir (Alkan, 1989). Bu gereksinimden ortaya ¢ikmis
olan modiiler egitim programlari, toplumlarin egitim sistemlerini yeniden yapilandirirken ele aldigy,
ilerlemecilik akimini yansitan bir egitim organizasyon yapisi olarak goriilmektedir (Ozkan, 2005).

Egitim programlarmin modiiler yaklasimla tasarlanmasi, “Ogrenme-dgretme etkinliklerinin,
kendi i¢inde biitiinliigii olan ve birbirlerini islevsel olarak tamamlayacak bi¢cimde bagimsiz 6grenme
elemanlar: seklinde diizenlenmesidir” (Alkan, 1989, s. 15). Bu diizenlemede, her bir modiil, ayr1 bir
dgrenme birimi olarak tanimlanmis (Ozkan, 2005), “baslangici ve sonu olan, bireysel &gretimi esas
alan, kendi icinde biitiinliik gosteren, sistematik bir c¢erceve” (Fer, 2000, s. 21) dahilinde
olusturulmustur.

Modiiler egitim programlari, yeterlige dayali olmasi, 6grenci merkezciligi benimsemesi, bireysel
ogrenmeyi miimkiin kilmasi ve bireysel farkliliklara gore diizenlenmesi agisindan giiglii bir yaklasim
olarak goriilebilir. En 6nemli 6zelligi olan esneklik sayesinde, 6grenenin ilgi, ihtiya¢ ve yetenekleri
dogrultusunda (Kayki, 2008; Ozkan, 2005), bireylerin kendi Ogrenme hizi ve zamanina gore
ilerlemesine (Boud, 1989; Gomleksiz, 2002) ve 6grenme igerigini ve yontemini se¢mesine (Alkan, 1989)
olanak saglar.

1960’lardan sonra, iilkemizde Ogretmen yetistirme ve yaygin egitim alanlarinda kullanilmaya
baslanmis olan modiiler programlar (Ozkan, 2005), gliniimiizde mesleki ve teknik egitim alaninda
nispeten daha yaygin kullanilan bir model olarak yer almistir. Modiiler programlarin mesleki ve
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teknik egitimdeki islevi, dzellikle is giicii egitimini hizlandirma, is basinda egitim ve kendi kendine
egitim imkani verme, sistemi yayginlastirma, is-istthdam arasi iliskileri gili¢clendirme, kalite ve
standart yiikseltme boyutlarina yonelik olmustur (Alkan ve Teker, 1992).

Yapilan alan yazin taramasinda, modiiler egitim programlarmin incelendigi veya
degerlendirildigi egitim arastirmalarinin ve tezlerin ¢ogunun (Adigiizel ve Berk, 2009; Cengizhan,
2008; Gomleksiz ve Erten, 2010; Sonmez, 2008; Ucar ve Ozerbag, 2013; Uyangor, Sahan ve Tanriverdi,
2009) mesleki ve teknik egitim alanina iliskin oldugu goriilmektedir. S6z konusu program
degerlendirme calismalar1 kimi zaman 6grenci goriisiine dayali olarak (Gomleksiz ve Erten, 2010),
kimi zamansa ogretmen goriisiine dayali olarak (Adigiizel ve Berk, 2009; Ucar ve Ozerba§, 2013;
Uyangor ve dig., 2009) gerceklestirilmistir.

Modiiler egitim programlari, mesleki ve teknik egitimin yani sira, son yillarda, yabanc dil
egitiminde de one c¢ikarak tilkemizin birgok yiiksekogretim kurumunda uygulamaya konulan bir
model olmustur (AUHO, 2014; BUYDY, 2014; DEUYDY, 2014; GUYDY, 2014; IEUYDY, 2014; iSZUDO,
2014; TEDU-IDO, 2014; TOBB ETU-YDB, 2014; YUYDY, 2014). Dubin ve Olshtain (1986), modiiler
tasarim yonteminin, dil egitimi programlarinin tasarlanmasinda kullanilan yaygin yontemlerden biri
oldugunu ileri siirmiistiir. Nation ve Macalister (2010), modiiler tasarimda, igerigin modiillere
boliinmesi konusunda iki farkli yol izlenebilecegini belirtmistir: (1) dinleme, konusma, okuma ve
yazma becerileri i¢in farkli modjiillerin olusturuldugu beceri odakl bir diizenleme; (2) farkl ihtiyaglar
i¢in dilin farkl alanlarindaki kullanim durumlarinin yansitildig: dilsel islev odakli bir diizenleme.

Ulkemizde, vakif {iniversitelerinde ve o6zel dil okullarinda bir siiredir uygulanmakta olan
modiiler dil egitim programlar1 devlet iiniversitelerinde son zamanlarda benimsenmeye baslandigi
i¢in, alan yazinda yabanci dil egitimi uygulamalarinin irdelendigi ¢alismalardan sadece birkagi
modiiler egitim programlarina yonelik olacak sekilde yiiriitiilmiistiir. Bunlardan ilkinde Gomleksiz
(2002) Firat Universitesi'nde uygulanan modiiler ingilizce Ogretim yaklasimini 6grenci goriislerine
dayali olarak degerlendirmis, katiimcilarin modiiler &gretimi geleneksel yontemden daha etkili
buldugunu ortaya koymus ve modiiler yaklasimin diger alanlarda da yayginlagtirilmasimi 6nermistir.
Karakus (2013) bir devlet {iniversitesinde uygulanmakta olan modiiler hazirlik programinin dlgme ve
degerlendirme boyutunu 6gretim elemanlariin goriislerini alarak irdelemis, modiiler sistemin bel
kemigi olarak tanimlanan oSl¢gme ve degerlendirme araglarina yonelik gecerlilik ve giivenilirlik
calismalarmin titizlikle yiiriitiilmesi gerektigini vurgulamistir. Diger bir ¢alisma ise Coskun’a (2013)
aittir. Bu calismada, bir devlet iiniversitesinde modiiler yontemle uygulanan genel ingilizce
programini 0grenci ve Ogretim elemani goriislerini alarak degerlendirmis, sikga sistemin yarattigi
gliclik ve dezavantajlarin altin1 ¢izerek daha kolay yonetilebilir ve uygulanabilir sistemler
gelistirilmesi gerektigini 6ne siirmiistiir.

Biitiin bu calisgmalarin ortaya koydugu bulgular, yiiksekdgretim kurumlarindaki yabanc dil
egitimi sorununun giincelligini korudugunu gostermektedir. Ancak yapilan alan yazin taramasinda
goriildiigii gibi, modiiler yabanci dil egitim programlarina iligkin yiiriitiilen bilimsel ¢alismalar hem
sayica hem de kapsam ve veri kaynag1 agisindan sinirli kalmaktadir. Mevcut ¢alismada, veri kaynag:
olarak sadece Ogretim elemani goriisiine ya da sadece 6grenci goriisiine bagvurmak yerine, her iki
paydastan da veri toplama yoluna gidilmistir. Ayrica bunlara siirh kalinmayip, programin etkisinin
daha somut olarak goriilebilecegi bir boyut olan 6grenci basar1 diizeyi de veri setine dahil edilmistir.
Bu baglamda, mevcut ¢alisma modiiler dil egitim programlar1 konusunda birden ¢ok boyutu dikkate
alan kapsamli bir degerlendirme olmustur.

Calismanin ti¢ ana hedefi s6z konusudur: (a) Hacettepe Universitesi'nde uygulanan Modiiler
ingilizce Dil Egitim Programini planlama, uygulama ve degerlendirme siirecleri acisindan incelemek;
(b) programin bu siireclerine iliskin karsilasilan sorunlara ¢6ziim yollar1 6nermek; (c) modiiler
program uygulamakta olan ya da uygulamayi planlayan diger yiiksekdgretim kurumlariin
faydalanabilecegi bir degerlendirme sunabilmek. Arastirmanin alt problemleri su sekilde
siralanmistir: Programin amaclar1 ve arkasindaki temel gerekg¢e nasil tanimlanmistir? Programin
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planlama siireci nasil yiriitiilmiistiir? Programin genel yapist ve bilesenleri nelerdir? Uygulamada
yasanan sorunlar nelerdir? Program oOgrenciler ve Ogretim elemanlar: {izerinde nasil bir etki
yaratmistir? Programin Ogrenci basarisi tizerindeki etkisi nedir? Programin giiclii ve gelistirilmesi
gereken yanlar1 nelerdir?

Yontem

Arastirmanin Tiirii

Bu arastirmanin tiirii, karma yontemli bir durum calismasidir. Calismada, giincel bir olgu, kendi
ortaminda (Yin, 2003), birden fazla veri kaynagi kullanilarak (Creswell, 2007) incelenmis; veriler, nitel
ve nicel arastirma tekniklerini, yontemlerini, yaklasimlarini birlestirerek toplanmis, analiz edilmis ve
yorumlanmistir (Creswell, 2006; Johnson ve Onwuegbuzie, 2004). Bu yoniiyle ¢alisma, arastirma
problemlerinin derinlemesine ve genislemesine tartisilmasini miimkiin kilmistir.

Calismada karma yontem kullanilmasinin gerekgesi, 6zellikle egitim programi degerlendirme
siireclerinde sik¢a kullanilan (Rallis ve Rossman, 2003), arastirmanin farkli bilesenleri igin farkl
yontemlerin yer aldigi ve boylece kapsamin genisletildigi “genisletme” ilkesine dayanmaktadir
(Greene, Caracelli ve Graham, 1989). Ote yandan, nicel ve nitel veri toplama siiregleri yaklasik ayni
zamanlarda yiiriitiildigii ve arastirma sorular1 bakimindan ayni 6neme sahip oldugu igin, bu
calismanin tasarimi “karma eszamanl: esit statiilii” (Leech ve Onwuegbuzie, 2009) veya “eszamanl
dontistimsel” (Creswell, 2003) tasarim olarak tanimlanmistir.

Aragtirma igin bes temel veri kaynagi esas alinmistir: (a) yazili program yonergesi; (b) programi
olusturan materyal ve sinav gelistirme birimi sorumlulari, (c) programin uygulayicilar: olarak 6gretim
elemanlari, (d) 6grenciler ve (e) dgrencilerin yabanci dil gelisimini yansitan yil i¢i sinav notlar1 ve
yilsonu yeterlik puanlar.

Evren ve Orneklem

Arastirmanin evrenini Hacettepe Universitesi Yabanci Diller Yiiksekokulu ingilizce Hazirlik
Birimi'nde yabanci dil egitimi alan Ogrenciler ile bu kurumda gorev yapan Ogretim elemanlari
olusturmaktadir; orneklemini ise belirtilen kurumdan 5 materyal ve sinav gelistirme birimi
sorumlusu, 5 6gretim eleman ve 1530 6grenci olusturmaktadir.

Aragtirmada birden ¢ok Ornekleme teknigine yer verildigi ve ¢alismanin farkli asamalarinda
farkli ornekleme stratejilerinden faydalanildigr igin ¢ok diizeyli karma yontem Orneklemi
kullanmilmistir (Tashakkori ve Teddlie, 2003; Teddlie ve Yu, 2007). Bu baglamda, katilimc gruplar iig
farkli yontem ile secilmistir: (1) Ogretim elemanlariin se¢iminde, uygunluk 6rnekleme yontemi ile
kolay ulasilabilecek ¢alismaya katilmaya goniillii 6gretim elemanlari tercih edilmistir. (2) Materyal ve
sinav gelistirme birimi sorumlulariin se¢iminde amacli drnekleme yontemi ile mevcut programin
yapilandirilmasinda yalnizca aktif rol almis kisiler calismaya dahil edilmistir. (3) Ogrencilerin
seciminde ise sistematik Ornekleme yontemi kullanilmistir. Bunun icin O6grencilerin 6grenci
numaralarina gore siralandigl 6grenci kayit sistemindeki listeden her 4. 6grenci ¢alismaya dahil
edilmistir. Boylece 6grenci evreninin ddrtte birinin temsil edildigi bir katilimer grubu elde edilmesi
saglanmistir.

Veri Toplama Araglar

Verilerin toplanmasinda birden ¢ok ara¢ kullanilmistir: (1) Programin amagclarinin, yapisinin ve
bilesenlerinin yazili olarak tanitildigi program yonergesi. (2) Program boyunca &grenci basarisini
degerlendirmeye yonelik hazirlanan ve uygulanan o6lgme araglari. (3) Program sonunda &gretim
elemanlar: ile materyal ve smav gelistirme birimi sorumlularinin katildig1 bireysel goriismeler. (4)
Programin 8. ve 17. haftalarinda 6grencilere uygulanan memnuniyet anketleri.
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Ogrenci basarisint degerlendirmede kullanilan 6l¢me araglari, uygulanan programa paralel bir
sekilde sinav gelistirme birimi tarafindan 6zgiin olarak hazirlanan izleme testleri, diizey bitirme
testleri ve yeterlik sinavlarindan olusmaktadir.

Ogretim elemanlar ile materyal ve sinav gelistirme birimi sorumlularinin program hakkindaki
goriiglerinin alinmas1 icin yari yapilandirilmis bireysel goriisme formlari olusturulmustur.
Goriismelerde kullanilan sorular, ¢alismanin arastirma sorulari temel alinarak hazirlanmis, programin
planlama, uygulama ve degerlendirme siireglerini irdeleyen, katilimcilarin programla ilgili giiglii ve
gelistirilmesi gereken boyutlar1 hakkinda goriis bildirebilecekleri sekilde yapilandirilmistir.

Programin ogrenciler {izerindeki etkisini dl¢gmeyi hedefleyen memnuniyet anketi, 2009 yilinda
egitim programlar1 ve Ogretimi alaninda doktorali, kurumda gorev yapan bir Ogretim elemani
tarafindan gelistirilmis ve o zamandan beri her yil uygulanarak gegerlik ve giivenilirligi bircok kez
test edilmis bir ankettir. 33 maddeden olusan Likert tipindeki bu 0&lgek, 4 aralikli olarak
derecelendirilmistir. Olgegin mevcut galismadaki Cronbach’s Alpha katsayilari ilk uygulamada .93,
ikinci uygulamada .92 olarak bulunmustur.

Veri Analizi

Calismanin nicel verileri PASW SPSS 18.00 paket programi kullanilarak analiz edilmis, sonuglar
aritmetik ortalamalar ve yiizdelik dilimler dikkate almnarak betimsel istatistik yontemi ile
yorumlanmistir. Nitel veriler ise tematik kodlama yontemi ile ¢oziimlenmistir. Nitel verilerin
¢ozlimlenmesinde dort asama izlenmistir: (a) verilerin kodlanmasi; (b) kodlarin bir araya getirilmesi
ve incelenmesi ile temalarin belirlenmesi; (c) verilerin kodlara ve temalara gore organize edilmesi ve
tanimlanmasi; (d) bulgularin arastirma sorulariyla iliskilendirilerek yorumlanmasi (Yildirim ve
Simsek, 2011). Coziimleme sonucunda su temalar ortaya ¢ikmistir: programin gerekliligi; programin
farki ve getirdigi yenilikler; 6grenci ihtiyaglari, ¢iktt ve hedefler, planlama kaynakli aksakliklar;
uygulama kaynakli aksakliklar; hizmet-ici egitim; pilot ¢alisma ve kurumsal yonetim.

Bulgular

Calismada edilen bulgular, arastirmanin alt problemleri esas alinarak tartisilmistir.

Programin Amaclari ve Gerekgesi

Hacettepe Universitesi Yabanci Diller Yiiksekokulu biinyesinde yiiriitiilen Modiiler Ingilizce Dil
Egitim Programinin amaglari, “6grencilere akademik galismalarini yiiriitmede ve sekillendirmede
ihtiya¢ duyacaklar1 yabanci dil bilgi ve becerilerini (okuma, yazma, dinleme, konusma) edinebilmeleri
i¢in uygun kosullar1 saglamak” seklinde tanimlanmistir (HUYDY, 2013). Bu genel amacin yan sira,
program yonergesinde su alt hedeflere de yer verilmistir: (1) Ogrencilere programi tamamladiktan
sonra da dil 6grenimlerini devam ettirebilmeleri i¢in gerekli temel bilgi ve becerileri kazandirmak; (2)
ingilizcenin iletisim arac1 olarak kullanildig: farkli ¢evrelerde (is, sosyal) kendilerini ifade edebilmeleri
ve bilgi alisverisinde bulunabilmeleri icin gerekli olan becerileri kazandirmak; (3) 1ngilizceyi
akademik bilgiye ulasmada ve bilgiyi iletmede bir ara¢ olarak kullanabilme konusunda yeterlik
kazandirmak; (4) Dil 6grenimine yonelik ¢alismalarini diizenleyebilmek igin gerekli olan ¢alisma
becerilerini kazanmada rehberlik etmek (HUYDY, 2013).

Programi olusturan materyal ve sinav gelistirme birimi sorumlulari ile yapilan goriismelerden
elde edilen bulgular yorumlandiginda, programin arkasindaki temel gerekge, 6grencilerin bireysel
ihtiyaclarin1 dikkate alan, igerdigi modiiller arasi gegisi ve parcalardan adim adim biitiinsel dil
gelisimine gidisi miimkiin kilan, her diizeydeki 6grenciye hitap edecek, esnek ve dinamik bir egitim
programi sunabilmek seklinde ifade edilmistir. Geleneksel sistemin uygulandig: yillik programin,
ogrencilerde asir1 bilgi yogunlugu olusturdugu, O&grencilerin tamaminin ihtiyaglarina cevap
veremedigi, ozellikle belli sosyal gruplarin programa katilimini engelledigi, yil icindeki 6grenci
kaybin1 ve devamsizlik oranlarini artirdig1 gozlenmistir. Ayrica, programa baslangic diizeyinde giris
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yapan bir 6grencinin yil boyunca siirdiirdiigii ¢alismalara ragmen, yabanci dil seviyesini istendik
diizeye getiremedigi; programa ileri diizeyde giris yapan bir dgrencinin ise programi daha erken
tamamlayabilecek iken sistemin izin vermemesinden dolay1 yil veya dénem kaybina ugradig: ileri
stirtilmiistiir. Bu gerekcelerden yola ¢ikarak modiiler program uygulamaya konulmustur.

Programin Planlama Siireci

Programin planlama siirecine degerlendirme yapilabilmesi igin, hem 6gretim elemanlarindan
hem de program gelistirme birimi sorumlularindan goriisler alinmistir. Programin planlama
siirecinin, biitiin paydaslarca (6zellikle 6gretim elemanlar1) etraflica tartisilmasina firsat vermeden,
idari mercilerce ‘tepeden inme’ yaklasim ile yiiriitiildiigii; diizenlemenin sindirilmesi igin zaman
taninmadigl;, herhangi bir pilot calisma veya hizmet-i¢i egitim yiiriitmeden ivedi bir sekilde
uygulamaya konuldugu oOgretim elemanlarinca vurgulanmistir. Goriisme yapilan Ogretim
elemanlarinin besi de planlama siirecinin saghkli yiiriitiilemedigini ileri siirmiistiir. Program
gelistirme birimi sorumlulari ise programin gerekliligine inandiklarini ancak kendilerine planlama
igin yeterli zaman tanimnmadigini ifade etmislerdir. Ornek olarak, programin bilgisayar destekli
ogretim kismi icin kendilerince herhangi bir hazirlik yapilamadigini, uygulanan programdan
bagimsiz bir paket program satin alindigimi ve bu paket programdaki modiillerin mevcut
programdaki modiillerle es zamanli ilerlemesine yonelik bir planlama dahi yapilamadigini
vurgulamiglardir.

Programin Yapis1 ve Bilesenleri

Programin yapisinin ve bilesenlerinin saptanmasi asamasinda, program gelistirme birimi
sorumlulari ile yapilan goriismelerden ve program ydnergesindeki yazili ifadelerden faydalanilmaistir.
Bu baglamda, program, Avrupa Dilleri Ortak Cergeve Simiflandirmasi temel alinarak diizenlenmis,
birbirini takip eden, her biri belli bir dil diizeyini temsil eden 6 modiilden olusturulmustur. Programa
giris hazirlik egitimi alacak her 6grencinin tabi tutuldugu Diizey Belirleme siireci ile baslar. Bu
siirecte, Ogrenciler, kayitli bulunduklar1 akademik programin ihtiyaclar1 da goz Oniinde
bulundurularak, diizeylerine en uygun modiillere yerlestirilirler. Yillik programda 28 hafta siiren ders
donemi, 32 haftaya gikarilmis, 4 ¢eyrege boliinmiistiir. Her ¢eyrek 8 haftadan olusmaktadir. Gerekli
basar1 ve devam kosullarin yerine getiren 6grencilerin, her ¢eyrekte bir modiil tamamlamasi beklenir.
8 haftalik bir modiiliin bilesenleri 192 saatlik d6gretim, 8 saatlik 6lgme ve degerlendirme ve 64 saatlik
bilgisayar destekli 6gretimden olusur. Bilgisayar destekli dgretim kismu fiziki imkéanlardan yoksun
ogrenciler diisliniilerek programda zorunlu bir bilesen olarak yer almamaktadir. Ancak programin
gerektigi cevirim igi/dis1 ders saati kosulunu tamamlayan 6grencilerin yeterlik sinav sonuglarina art1
puan olarak yansitilmasi planlanmistir.

Ogrencilerin bir sonraki modiile devam edip edemeyecegi, ceyrek boyunca uygulanan izleme
testleri, derse devam ve katilim ile modiil sonunda uygulanan DBS (Diizey Bitirme Sinavi) dikkate
alinarak degerlendirilir. izleme testleri ve DBS igerikleri, okudugunu anlama, dinledigini anlama,
dinlerken not alma, akademik yazma, kelime bilgisi ve dil kullanimlarini1 l¢gmeye yonelik hazirlanir.
Ogrencilere, her modiiliin 3. ve 6. haftalarinda 40 puanlik izleme testleri, 8. hafta sonunda ise 100
puanlik DBS uygulanir. Bu puanlara 20 puanlik 6gretim eleman: kanaati de eklenerek, 6grencinin
modiilii tamamlamasi 200 puan {izerinden degerlendirilir. Ogrencinin kayith oldugu akademik
programa gore modiil sonu basar1 kosulu %55 ile %65 arasinda degismektedir. Ogretim dili %100
ingilizce olan boliimler i¢in basari notu 65; %30 ingﬂizce olan boliimler igin 60; istege bagh ingilizce
hazirlik sunan béliimler icin 55'tir. IYS (ingilizce Yeterlik Sinavi) 6grencilerin gereken modiilleri
tamamlayarak boliimlerine ge¢meden once girdikleri simavdir. iYS’ye girebilmek i¢gin, yabanct dili
meslek edinecek boliimlerde (Amerikan Kiiltiirii ve Edebiyati, Ingilizce Ogretmenligi, Ingiliz Dil
Bilimi, ingiliz Dili ve Edebiyati, Miitercim Terciimanlik) kayith 6grencilerin tamamlamasi gereken son
modiil C-1 iken, diger boliimlerde kayith 6grencilerin tamamlamasi gereken son modiil B-1’dir. Bu
ogrenciler istekleri dogrultusunda, B-2 ve {istiindeki modjiilleri de tamamlayabilirler (bkz. Sekil 1
Programin Yapisi).
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Sekil 1. Programinin Yapist

Programin Uygulama Siireci

Ogretim elemanlar1 ile yapilan goriismelere gore, programin uygulanmasinda yasanilan
sorunlarin basinda, Ogrencilerin bulunduklari modiildeki diizeyin gercek dil seviyelerini
yansitmamasindan kaynakli giiglitkler gelmektedir. Bu durumun sebebi olarak, diizey belirleme
sinavinin igerigi, kapsami ve uygulama bigimi isaret edilmistir. Programin basinda biitiin 6grencilere
uygulanan diizey belirleme sinavinin sadece okuma becerisi ile dil bilgisi konularim1 kapsamasi,
ogrencilerin diger dil becerileri (dinleme, konugma, yazma) agisindan uygun diizeye yerlesip
yerlesmedigi konusunda tam belirleyici olamamistir. Okuma ve yazma becerileri agisindan Bl
diizeyinde bulunan bir 6grencinin, dinleme ve konusma becerileri agisindan A2 hatta Al diizeyde
olmas: uygulamada sikintilar yaratmistir. Mevcut 6grenci profili diisiiniildiigiinde, modiil igi alt
becerilerin ayni diizeyde olmasi ve es zamanl ilerlemesi programin uygulanmasin gii¢lestirmistir.
Ayrica, programda dort dil becerisi de vurgulanmis, fakat 6lgme ve degerlendirme araglarinda
konusma becerisi yer almamuistir. Uygulama siirecine iliskin diger bir giigliik ise programin bilgisayar
destekli ogretim kismu ile ilgilidir. Ogretim elemanlar1 bilgisayar destekli 6gretim programinin,
mevcut program ile paralellik gostermedigi ve 6l¢me-degerlendirme siireglerine dahil edilmedigi icin
Ogrencilerce yeterince benimsenmedigini ve bu yiizden verimli bir uygulama gerceklesemedigini ileri
stirmiislerdir. Uygulamaya iliskin diger sorunlarin ise materyallerden, 6grenci profilinden, ders
saatlerinin kondugu zaman diliminden (sabah erken veya aksam geg saatte olmasi), ders saatlerinin
uzunlugundan (90 dakika yapilan blok dersler) kaynakladig: belirtilmistir. Son olarak, farkli hedef dil
gruplarinin farkhi ihtiyaglar1 olmasmnin programi uygulamada Ogretim elemanina biiyiik giiclitk
yasattig1 vurgulanmistir.
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Programin Ogrenciler Uzerindeki Etkisi

Ogrencilere uygulanan anket sonuglarindan elde edilen bulgularda, programin &grenciler
tizerinde genel olarak olumlu bir etkiye sahip oldugu, fakat &grencilerin memnuniyet diizeyinin
kayith bulunduklar1 akademik programlara gore farkliliklar gosterdigi gozlenmistir.

Programin 8. haftasinda uygulanan anketlerin sonuglarina gore, Ogrencilerin sirasiyla
degerlendirme (M=3.06); ogretim (M=2.88); program (M=2.75) ve materyal (M=2.64) boyutlarindan
hosnut oldugu goriilmiistiir. Programin 17. haftasinda uygulanan anketlerin sonuglar: da, daha diisiik
ortalamalarla da olsa, benzer bir tablo ortaya koymustur (sirasiyla M=2.93; M=2.76; M=2.60; M=2.56).
Her iki bulgu da 6grencilerin 6l¢me ve degerlendirme siireglerini programin diger bilesenlerine gore
daha olumlu buldugunu isaret etmektedir (bkz. Tablo 1).

Tablo 1

Genel Ogrenci Memnuniyeti

Program Materyal Ogretim Olg¢me
Ort. SS Ort. SS Ort. SS Ort. SS N
8. Hafta 2,75 0,62 2,64 0,64 2,88 0,67 3,06 0,57 1530
17. Hafta 2,60 0,61 2,56 0,64 2,76 0,68 2,93 0,61 1525

Tablo 2’ye bakildiginda, betimsel istatistik sonuglarma gore, Ogrenci memnuniyetinin,
ogrencilerin kayitli oldugu akademik programlara gore farkliliklar gosterdigi goriilmektedir. Ornegin,
yabanc dili meslek edinecek boliimlerde okuyacak 6grencilerin programdan memnuniyetinin, egitim
dili %100 veya %30 olan boliimlerde okuyacak 6grencilere gore daha yiiksek oldugu goriilmektedir.
Bu iki grup kendi i¢inde karsilastirildiginda, egitim dili %30 olan boéliimlerde okuyacak 6grencilerin,
%100 olan boliimlerde okuyacak Ogrencilere gore, programi nispeten daha olumlu bulduklar1 da
goriilmektedir.

Tablo 2

Akademik Programlara Gore Ogrenci Memnuniyeti

8. Hafta (Ort.) 17. Hafta (Ort.)

Program Materyal Ogretim Olgme Program Materyal Ogretim Olgme

Filoloji 2,98 2,73 3,04 3,24 2,95 2,73 2,90 3,12
%100 Ingilizce 2,69 2,60 2,79 3,02 2,52 2,49 2,69 2,87
%30 Ingilizce 2,76 2,67 2,96 3,08 2,62 2,60 2,79 2,96

Filoloji = Amerikan Kiiltiirii ve Edebiyati, ingilizce Ogretmenligi, ingiliz Dil Bilimi, ingﬂiz Dili ve
Edebiyati, Miitercim-Terclimanlik

Anket sonuglari madde bazinda incelenip, en yiiksek aritmetik ortalamalar dikkate alindiginda,
modiillerdeki sinav sayisinin yeterli oldugu (M=3,30; 3,09); modiillerdeki sinavlarin sinifta islenenlere
paralel oldugu (M=3,23; 3,02); sinfta yapilan etkinliklerin derse aktif olarak katilimi gerektirdigi
(M=3,01; 2,83); programin &grencilerin 6grenme hizina ve diizeyine uygun oldugu (M=3,01; 2,84);
modiillerdeki sinavlarin 6grencilerin eksikliklerini belirlememde yardimci oldugu (M=3,00; 2,94)
gorilmiistiir. Ote yandan, en diisiik aritmetik ortalamalar incelendiginde, kullanilan ders kitaplar1 ve
materyallerin, konusma becerisinin gelisimine olumlu katki saglamadig: (M=2,38; 2,29) ve programin
genel olarak konusma becerisini yeterince gelistirmedigi (M=2,50; 2,28) saptanmuistir (bkz. Tablo 3).
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Tablo 3
Madde Bazinda Ogrenci Memnuniyeti

8. Hafta 17. Hafta
Ort. SS Ort. SS
Program 6grenme hizima ve diizeyime uygundur. 3,01 0,75 2,84 0,76
Program, beni boliimde yiiriitecegim ¢alismalara hazirlamaktadir. 2,67 0,90 2,49 0,86
Program sayesinde dinleme becerilerim yeterince gelisiyor. 2,73 0,84 2,60 0,82
Program sayesinde okuma becerilerim yeterince gelisiyor. 2,87 0,79 2,78 0,79
Program sayesinde yazma becerilerim yeterince gelisiyor. 2,78 0,85 2,71 0,84
Program sayesinde konusma becerilerim yeterince gelisiyor. 2,50 0,89 2,28 0,93
Program sonunda dil 6grenme ile ilgili hedeflerime ulasacagim. 2,65 0,84 2,46 0,87

Kullanilan ders kitapl dig t ller, dil 68 k d
u .am a.n ers kitap érl ve diger materyaller, dil 6grenme konusunda 255 0,87 247 0,87
beni motive etmektedir.

Kullanilan ders kitaplar1 ve diger materyaller, eksiklerimi tamamlamada

yardimci olmaktadir. 27 0,80 2,61 0,80
Ku%leimlilan ders kitaplar1 ve materyallerin, dinleme becerilerimin 267 0,80 259 0.83
gelisimine olumlu katkisi olmaktadir.

Ku%leimlilan ders kitaplar1 ve materyallerin, okuma becerilerimin 283 0.77 275 0.78
gelisimine olumlu katkis1 olmaktadur.

Ku%leimlilan ders kitaplar1 ve materyallerin, yazma becerilerimin 270 0,84 263 0.83
gelisimine olumlu katkis1 olmaktadur.

Ku%leimlilan ders kitaplar1 ve materyallerin, konusma becerilerimin 238 0,88 229 0,91
gelisimine olumlu katkisi olmaktadur.

Sinifta yapilan etkinlikler ihtiyaglarima yoneliktir. 2,76 0,83 2,68 0,84
Sinifta yapilan etkinlikler derse aktif olarak katilmami gerektirir. 3,01 0,80 2,83 0,81
Verilen 6devler, sinif disindaki ¢alismalarimi yonlendirmede bana 286 0,88 276 0,87
yardimci olur.

Modiil i¢i sinavlar, smnifta islediklerimize paraleldir. 3,23 0,82 3,02 0,86
Modiil i¢i sinavlar, eksiklerimi belirlememde yardimc olmaktadar. 3,00 0,83 2,94 0,83
Modiil i¢i sinavlarin sayist yeterlidir. 3,30 0,88 3,09 0,89

Modiil igi 1 terlik icin ¢al 1 lanl d 1
odiil ici smavlar, yeterlik sinavi i¢in ¢alismalarimi planlamamda yo 299 0,83 284 0.85

gostericidir.
Olgme ve degerlendirme &lgiitleri acik ve nettir. 2,99 0,85 2,93 0,86
Sinavlar ve yapilan degerlendirmeler basarimi dogru dlgmektedir. 2,84 0,85 2,74 0,86

Programin Ogretim Elemanlar: Uzerindeki Etkisi

Program, dgretim elemanlar iizerinde basta olumsuz bir etki biraksa da zamanla kabullenilmis
ve desteklenmistir. Programda Ogrenmenin agamali olarak gerceklesmesi, modiiller sayesinde
ogrencilerin hedeflerinden kopmamasi, 6grenme ve dil becerilerini gelistirme ihtiyaci ve isteginin
donem sonuna ertelenmemesi, 6grencilerin siirekli ‘tetikte” olusu, derse devam ve katilim oranlarinin
artis1 Ogretim elemanlarinin {izerinde durdugu olumlu etkiler olarak kaydedilmistir. Ote yandan,
programin, ‘tepeden inme’ yaklasimi ile dikte edilmesi; tanitiminin 2,5 saatlik bir toplant1 ile
sinirlandirilmasy; hizmet-ici egitim desteginin yetersiz olmasi; ders programlarmin sik¢a degismesi;
her ceyrek farkli bir modiilde farkli bir 6grenci grubuyla ders yapildig: i¢in 6grencilerle saghkli bir
bag kurulamamasi 6gretim elemanlari iizerinde olumsuz etkilere neden olmustur.
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Programin Ogrenci Basarist Uzerindeki Etkisi

Programin Ogrenci basarisi iizerindeki etkisi, mevcut ogrenci grubu ile yillik programin
uygulandig1 bir onceki yilda egitim almis 6grenci grubunun yil i¢i sinav notlar1 ve yilsonu yeterlik
puanlar1 karsilastirilarak betimsel olarak degerlendirilmistir. Ogrencilerin yil ici notlari, ara
sinavlardan, diizey bitirime sinavlarindan, izleme testlerinden ve haberli/habersiz anlik sinamalardan
elde edilen notlarin toplamidir. Yilsonu yeterlik puanlar ise Haziran ve Ocak aylarinda uygulanan
IYS (Ingilizce Yeterlik Sinavi) sonuglarindan elde edilen puanlari ifade etmektedir. Betimsel
incelemeler sonucunda, modiiler programin 6grencilerin yil ici bagar1 oranlarinda ve Ocak IYS bagari
oranlarinda bir artis yarattigi, fakat Haziran iYs basar1 oranlarinda herhangi bir fark yaratmadig:
gozlenmistir. Yillik program takip eden Ogrencilerin ara smav not ortalamasi 55,5 iken, modiiler
program takip eden 6grencilerin ara smav not ortalamasi 74,3 olmustur. Ote yandan, iki grubun Ocak
IYS not ortalamalarindaki fark 6,7 iken, Haziran 1YS not ortalamalarindaki fark 0,1 olmustur. (bkz.
Sekil 2).
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Sekil 2. Programin Ogrenci Basarisi Uzerindeki Etkisi

Tartisma

Yiiksekogretimde yabanci dil egitimi konusunda daha dnce yiiriitiilen arastirmalarda ve program
degerlendirme c¢alismalarinda, Ogrencilerin hedef dile iliskin ihtiyaglarinin tam anlamiyla
karsilanamadig: sik sik ortaya konmus olsa da (Gerede, 2005; Gokdemir, 2005; Karatas ver Fer, 2009;
Ors, 2006; Ozkanal ve Hakan, 2010; Oztiirk, 2012, 2013; Tung, 2010); mevcut calisma, uygulanmakta
olan programin, ogrencilerin gereksinimlerini yeterince dikkate aldigini ve 6grenci memnuniyetini
biiyiik ol¢iide sagladigini ortaya koymustur. Calismada yapilan incelemeler, modiiler programa
gecisin arkasinda 6grenci-merkezli bir yaklasim oldugunu ve farkli 6grenci gruplariin programdan
ihtiyaclarina gore faydalanabilmelerini saglamak gibi gecerli bir gerekge oldugunu gdostermistir.
Boud'un (1989) iizerinde durdugu gibi, bireyin modiilleri kendi 6grenme hizina gore takip edebildigi,
basarili oldugu oranda baska modiillere gegebildigi, yetersiz kaldig1 noktada ayni modiilleri tekrar
edebildigi, basarisiz oldugu oOl¢me araglarina benzer Ol¢me araglariyla etkilesiminin tekrar
saglanabildigi bir program sunulmas: olumlu bir gelisme olarak degerlendirilmektedir. Ogrenci
memnuniyetine iliskin bulgularin ortaya koydugu kadariyla, bu kosulun mevcut modiiler programda
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saglanabilmis olmasi onemli bir boyuttur. Ancak bu sonug¢ 6grencilerin kayith oldugu akademik
programlara gore irdelendiginde goriilmiistiir ki, egitim dili %30 olan boliimlerde kayith 6grenciler,
%100 olan boéliimlerde kayitli 6grencilere goére, programi nispeten daha olumlu bulmusglardir. Bu
durumun sebebi, bu iki 6grenci grubundan beklenen ¢ikis diizeylerindeki farklilik ile agiklanabilir.
Egitim dili %100 olan boliimlerde kayith Ogrenciler programi %65’lik bir basari saglayarak
tamamlayabilirken, egitim dili %30 olan bdliimlerde kayitli 6grencilerin %60’lik bir basari elde
etmeleri yeterlidir. Basarma olgusunun, Ogrenci tiizerinde yaratabilecegi kaygi ve stres
diisiiniildiigiinde ge¢me notu daha diisiik olan grubun programa kars: daha olumlu tutum beslemesi
anlagilabilir.

Ertiirk’e (1991) gore, Ogrencinin programla etkilesiminden doyum saglamasi, uygulanan
programin Ogrenci diizeyine uygun olmasiyla ilgilidir. Calismanin 6grenci goriislerine iliskin
bulgularinda, programin hizinin ve diizeyinin uygun bulundugu goriilmiistiir; ancak Ogretim
elemanlar1, &grencilerin bulunduklar1 modiildeki diizeyin ¢ogu zaman gercek dil seviyelerini
yansitmadigimi ifade etmislerdir. Bu noktada, diizey belirleme smavlarinin, 6grencileri uygun
modiillere yerlestirme konusundaki islevselligi ve bu siireclerin titiz bir sekilde yiiriitiilmesi son
derece onemlidir. Karakusun (2013) da belirttigi gibi 6lgme degerlendirme araclar1 “modiiler sistemin
bel kemigi” olarak goriilmektedir (s. 20). Ogrenci basarisina iliskin yapilan betimsel incelemeler,
modiiler programin 6grencilerin modiil i¢i basar1 oranlarinda ve dénem sonu basar1 oranlarinda belli
bir artis yarattigini, ancak yil sonu basari oranlarinda herhangi bir fark yaratmadigini ortaya
koymustur. Bu bulgudan cikarilabilecek sonug, modiiler programin siire¢ odakli bicimlendirici
degerlendirmede daha etkili oldugudur.

Olgme ve degerlendirme boyutlarina iliskin diger bulgulara bakildiginda, degerlendirme
stireclerinde sadece izleme testleri ve diizey bitirme testlerinin yer almasi, alternatif lgme araglara
yer verilmemesi, Ozellikle de konusma becerisinin yeterince vurgulanmamis olmasi, iizerinde
diisiiniilmesi gereken 6nemli hususlardir. Konusma becerisine gereken dnemin verilmemis olmasi
Oztirk’iin (2013) bulgulariyla paraleldir. Bu noksanligin giderilebilmesi igin, 6zellikle hedef dilin
kullanilmasini tesvik edecek bir 6lgme araci gelistirilip, konusma becerisini degerlendirmeye yonelik
olarak uygulanmalidir. Boylece programda, konusma becerisine gereken agirlik verilmis olur.
Gokdemir’in (2005) vurguladig: gibi, programin salt bilgi aktarimindan ¢ok hedef dili kullanmaya
yonelik etkinliklerle diizenlenmesi saglanmalidir.

Genel olarak bakildiginda, uygulamaya konulan programin esnek, dinamik, asamaly, siire¢-sonug
odakli olusu ve program devam ederken ortaya c¢ikan dgrenci devamsizli§ini minimuma indirmesi
programin en gii¢lii yanlar1 olarak diisiiniilebilir. Bu yonleriyle, Gomleksiz’in (2002) bulgularina
paralel bir sekilde, modiiler programin geleneksel (yillik) programa gore daha etkili oldugu
sOylenebilir. Bu durum programin 6grenci iizerindeki olumlu etkisinde de agikca goriilmektedir.

Programin planlama boyutuna iliskin bulgular incelendiginde, modiiler programa gegcis
siirecinde, yapilan hazirliklara ve planlamalara yeterince zaman ayrilamadig1 ve gerektirdigi kadar
0zen gosterilemedigi goriilmektedir. Oncelikle somut bir ihtiya¢ analizi uygulanmamis olmasi,
herhangi bir pilot uygulama yapilmadan dogrudan programa gegilmis olmasi ve uygulayicilar icin
program ile ilgili gereken yonlendirme ve rehberlik etkinliklerinin tasarlanmamis olmasi, hem
programi hazirlayanlar hem de uygulayanlar iizerinde olumsuz etkiler yaratmistir. Bu durum,
kurumsal bir yenilik olarak modiiler programa gegcis siirecinin yonetiminin saghkli bir sekilde
yliriitiilemedigini isaret etmektedir. Bu konuda, Coskun (2013) modiiler programlarin kolay
yOnetilebilir sistemler olmamasini, nemli bir dezavantaj ve giicliik olarak tanimlamistir.

Program gelistirme ve degerlendirme calismalarinin, arastirmaya ve gelistirmeye yonelik bir
faaliyet olarak yiiriitiilmesi gerektigi alan uzmanlar: tarafindan sik¢a vurgulanmistir (Demirel, 2007).
Bu siireci, Varis (1983) “stireklilik gosteren operasyonel bir arastirma” (s. 213) seklinde tanimlamis,
Ornstein (1998) ise hedeflenen amaglara ulasmada yiiriitiilen bir eylem plani olarak gérmiistiir. Bu
tanimlardan hareketle, tartisma mevcut programi iyilestirmeye yonelik oneriler ile sonlandirilmalidir.
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Siireci en bagindan ele alirsak, daha demokratik bir yaklasimla, program hazirlama asamalarinda
Ogretim elemanlarinin goriislerine basvurulmasi, Ogretim elemanlarinin programi daha kolay
benimsemesini ve programin ileriki asamalarinda daha isbirlik¢i bir yaklasim sergilemesini
saglayabilir. Boylelikle, programin iyilestiriimesi ve noksanliklarin giderilmesi faaliyetleri daha
saglikli yiiriitiilebilir. Bunlara ek olarak, hizmet-i¢i egitim destegi programin etkili bir sekilde
uygulanabilmesi icin ka¢inilmazdir. Programin daha verimli olabilmesi, modiillerle tutarli bir diizey
belirleme smavi ile yerlestirmenin dogru bir sekilde yapilmasina; 6lgme araglarina alternatif
degerlendirme siireglerinin dahil edilmesine; her becerinin es zamanh gelistigi varsayimindan uzak
bir yaklasim ile Tiirk 6grenci profili diisiiniilerek belli becerilerin daha az belli becerilerin daha fazla
vurgulandig1 modiiller olusturulmasina; materyallerde ve 6l¢gme araglarinda konusma becerisine daha
fazla agirlik verilmesine baglidir.
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Extended Abstract

Modular EFL Curriculum in Higher Education: The Case of Hacettepe University

As in all other countries, foreign language education has gained an increasing importance and
become a necessity from pre-school to higher education in Turkey. The desire for generations who can
speak at least a foreign language has been frequently emphasized in all educational goals and policies,
which has consequently obligated the institutions to constantly improve or modify their EFL
Curricula. In this context, Turkish higher education institutions facing constraints related to time,
space, technology, and human resources aim to have graduates with a high level English proficiency
and try different models in order to achieve this aim more efficiently. As one of those institutions,
Hacettepe University School of Foreign Languages started to implement Modular EFL Curriculum in
its preparatory program.

This study examined Modular EFL Curriculum implemented at Hacettepe University with
respect to planning, implementation, and assessment processes and provides solutions for problems.
The study aimed to answer the following research questions: What is the rationale behind the
program? How were the goals and objectives defined? How was the planning process carried out?
What is the general structure and components of the program? What are the challenges encountered
during the implementation stage? How does the program affect the students and instructors? What is
the impact of the program on the students’ formative assessment grades and proficiency results? What
are the strengths of the program and the aspects to be improved? The study adopted both quantitative
and qualitative methods of research and used five main data sources: program document, material
and test developers constructing the curriculum; instructors implementing the curriculum in class;
students; and students’ formative assessment grades and proficiency exam results. The data were
collected through surveys, interviews, and tests. The quantitative data were analyzed through
descriptive statistics and qualitative data were interpreted by using thematic coding.

The rationale behind the program was claimed to provide the students with a program
considering the individuals’ academic needs and offering modules in which gradual progress towards
ultimate proficiency was ensured with limited student dropouts. However, the planning process was
said to reflect a ‘top-down approach’, since instructors and material or test developers were not
informed about the new model, needs analysis procedures were not followed, and pilot studies were
neglected. The major challenge about the implementation of the program was stated to be the
mismatch between the actual language levels of the students and the level of the modules that they
were assigned to. This was claimed to be the negative result of the placement procedures. Another
point was about the speaking skill’s not being sufficiently emphasized in materials or tests. Although
the program had some negative effects on the instructors at the beginning, later they accepted and
internalized it. On the other hand, the program had positive effects on students, especially in terms of
assessment procedures. According to the descriptive analyses, the program created a difference on
students’ formative assessment grades but not on their end-of-year proficiency results.

To sum up, the general results revealed that the strengths of the program were its being flexible,
dynamic, gradual, process and product-oriented and its minimizing effect on student dropouts. To
make it more efficient, students should be placed in modules through an appropriate placement test
which is consistent with the contents of the modules; alternative procedures should be included in the
assessment processes; and the modules should be constructed considering Turkish students’ profile
and thus emphasize certain skills more and certain skills less by disregarding the assumption that all
language skills tend to develop concurrently.
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Genel Kurallar

Makaleler, A4 (6zel boyut: 19,5x27,5 mm) sayfa diizeninde olmalidir. Yazilar diiz metin olarak tek siitun
halinde yazilmalidir. Sayfa diizeni yapilirken her yonden 2,5cm bosluk birakilmalidir. Yazi karakteri "

"

Palatino Linotype " olmali ve yazilar 10 punto biiyiikliigiinde tek satir araligi kullanilarak iki yana

yaslanmis formatta diizenlenmelidir. Basliklar arasinda iki satir araligi bulunmalidir. Tablolar 10 punto
ve Kaynakga kismindaki referanslar 10 punto olmalidir. Metin uzunlugu genis 6zet hari¢ 12 sayfay1

gecmemelidir.

1. Baghik

Makalenin bashigr 14 punto biiyiikliigiinde, koyu, yalnizca bas harfleri biiyiik ve ortalanmis bicimde

yazilmali, kisa ve konu hakkinda bilgi verici olmalidir.
Basligin uzunlugu, makalenin yayinlandig: dilde 12 kelimeyi gegmemelidir.

Tiirkge yazilmis makalelerde Tiirkc¢e basligin altina Ingilizce, ingilizce yazilmis makalelerde 1ngilizce
basligin altinda Tiirk¢e bashiga yer verilmelidir. Yazar(lar)'mn acik adi kiigiik harf, soyad: biiyiik harf

olmak {izere ve ortalanmis olarak verilmelidir.

Yazar(lar)1in tinvani, ¢alistigl yer, e — posta, varsa arastirmanin yapildig: iiniversite, laboratuvar ya da

kurulusun agik ad1 dipnotta 6zel imle (*) belirtilmelidir.

2. Ozet

Her makalenin basinda Tiirkce ve Ingilizce bulunmalidir. Makalenin dili Tiirkge ise "Ozet", ingilizce ise

"Abstract" basa gelmelidir.

Ozet/abstract, 9 punto biiyiikliigiinde, "iki yana yash (justified)" ve 150 sdzciigii gecmeyecek sekilde

yazilmalidir.

Her makalede abstract ve 6zetin alt kisminda kiiciik harflerle yazilmig 3-5 anahtar sézciik bulunmalidir.

3. Boliimler ve Alt Boliimler

Boliim basliklar: yalnizca ilk harfi biiyiik, koyu ve ortalanmuis; alt basliklar ise yalnizca ilk harfi biiyiik,
koyu, italik ve sola dayali (ayn1 zamanda igerlek) yazilmalidir. Ana boliimler, Giris, Yontem, Bulgular,

Tartisma ve Sonug, Kaynakga, Genis Ozet biciminde olmalidir.
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4. Sekiller

Diyagram ve grafikler beyaz bir kagit iizerine basilabilecek nitelikte, 13 x 18 cm'den biiyiik olmayacak
sekilde cizilmis olmalidir. Her seklin bir numaras: ve baslig1 olmali, kaynak kullanilmis ise parantez

i¢inde sekil altina yazilmalidur.

Sekiller soldan 2,5 cm girintili olacak sekilde sagina ve soluna baska bir yazi gelmeksizin uygun yerlere
yerlestirilmelidir. Sayfa sonuna sigmayan resimler bir sonraki sayfaya yerlestirilmeli ya da Ek olarak

Kaynakga’dan sonra verilmelidir.

5. Tablolar

Tablo yazis1 ve tablo numarasi, tablonun iistiine ve sola dayal olarak verilmeli; igerigi tablo numarasinin
altinda baslik olarak aciklanmalidir. Tablo bashgindaki her sozciigiin ilk harfi biiyiik ve italik olmalidir.

Tablolarin sagina ya da soluna herhangi bir yazi yazilmamalidir.

Tablolar sadece Word programindaki Tablo meniisiinden faydalanilarak yapilmalidir. Tablo igerigi 10

punto biiyiikliikte olmali ve satirlarin 6ncesinde ve sonrasinda bosluk verilmeksizin ayarlanmalidir.
Tablolarda kullanilan ¢izgiler en fazla 1,5 nk olmali ve tablolarda satir ve siitun baslarindaki kategori

adlandirmalari disinda; satir, siitun aralarinda ¢izgi olmamalidir.

6. Kaynaklarin Belirtilmesi

Kaynaklar APA 5 (American Psychological Association) standartlarina uygun olarak verilmelidir.
Birden fazla yazarh Tiirk¢e kaynaklarda son yazarin soyadindan 6nce 've'; yabanci kaynaklarda ise son

yazarin soyadindan once '&' yazilmalidir.

Kaynak gosterme kurallar ile ilgili ayrintili bilgi http://www.apastyle.org/learn/index.aspx sitesinden

edinilebilir.

7. Genis Ozet

Makalede 'Kaynaklar' kismindan sonra 500-750 sozciikten olusan bir 6zet bulunmalidir. Makalenin dili

Tiirkce ise genis 6zet Ingilizce, Ingilizce ise Tiirkce olmalidir.

Genis 0zet, 10 punto biiyiikliigiinde, "Palatino Linotype" karakteri kullanilarak hazirlanmis olmalidir. Bu
Ozet alt basliklar (6rnegin, Giris/Introduction) icermemeli ve tek siitun halinde belirtilen uzunlukta
olmalidir. Makale, bu genis 6zet hari¢ 12 sayfayr ge¢cmemelidir. Genis Ozet ayrica kelime sayisi

sinirliliklarina uyulup uyulmadigina gore de degerlendirilecektir.

Bununla ilgili ayrintili agiklama ayrica, Makale Sablonu'nun en son kisminda da verilmektedir. Makale

sablonu dergimizin internet adresinden (www.epoder.org) indirilip iizerinde diizeltmeler yapilarak

kullanilabilir.

Uluslararast Egitim Programlari ve Ogretim Calismalar1 Dergisi / 2014 Cilt: 4, Say1: 8



Writing Guidelines

Manuscripts must be formatted to fit an A4 page (custom size: 19.5 x 27.5 mm) The manuscript text must
be written in the form of a single column as plain text. While preparing the page setup, there must be 2.5
cm margin from top, bottom and left. The manuscript must be written in "Palatino Linotype”; font size
10; justified; single line spacing in Microsoft Word. There must be two line spaces between titles. Tables
and references must be prepared in font size 10. Articles must not exceed 12 pages, excluding the

indicative abstract.

1. Title

The title should be font size 14, bold, only initials should be in capital letters and centered. Use upper case
letter for the first letter of the words in the title. The title must be short and relevant to the topic and must

not exceed 12 words in the language in which the manuscript is to be published.

For manuscripts written in Turkish, the Turkish title must be given first, followed by the English title; for

articles written in English, the English title must be given first, followed by the Turkish title.

Titles, work places of author(s), e-mail, and if any, the name of the university, laboratory or institution

where the research was conducted, must be marked (*) and mentioned in a footnote on the title page.

2. Abstract

Each manuscript must be preceded by an abstract written in Turkish and English If the language of the
manuscript is Turkish, "Ozet" must come first, and if the language of the article is English, "Abstract"

must come first.

The abstract/6zet must be written in font size 9 and the text should be justified. The abstract must not

exceed 150 words.

Immediately after the abstract, provide a minimum of 3-5 key words. Keywords must be in lower case

and should be written in Turkish and English following the related abstract.

3. Chapters and Subchapters (Titles and Sub-titles)

Titles should be bold, and centered, and use upper case letter for the first letter of the words given in the
title. Subtitles should be bold, italic, and aligned to the left. Content and organization of the manuscripts
should appear as follows: Introduction, Method, Results, Discussion and Conclusion, References, and an

Extended Summary.
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4. Figures

Diagrams and graphics must be drawn in such a way that they can be printed on white paper. The
maximum size for illustrations is 13 x 18 cm. Each figure must have a number and caption placed below

the figure. If any source was used, it must be stated in parenthesis below the figure.

Figures must be indented 2,5 cm from the left text margin, should be placed appropriately within the text
and should have no text to the left or right. Pictures that do not fit into the end of a page must be placed

on the following page or should be included after the References.

5. Tables

Table titles and table numbers should appear on top of the table and aligned to the left. Content of table
should appear as a title below the table number level. All first letters in the words of the title should

appear in upper word levels and in italic. Nothing must be written to the left or right side of tables.

Tables must be formed using the "Table" menu in Microsoft Word. Table contents must be written in font
size 10 and must be arranged in such a way that no space is left before or after the lines.
Lines used in the tables must be 1, 5 pt at most and there must be no line between rows and columns

except for in categorizations on row and column headings.

6. References

References must be given in accordance with APA 5 (American Psychological Association) standards.
've' must be written before surname of the last author in Turkish sources with more than one author; and
'&" must be written before the surname of the last author in foreign sources.

Detailed information on reference style can be found at: http://www.apastyle.org/learn/index.aspx.

7. Extended Abstract

The manuscript must include an abstract comprising of 500-750 words following the 'References' section.
If the manuscript is written in Turkish, the extended abstract must be in English; if the manuscript is

written in English, the extended abstract must be written in Turkish.

The extended abstract must be written in "Palatino Linotype" font, size 10. This abstract must not include
subheadings (for example, Introduction ect...); it must be written as a single column; it must not exceed
the specified length. The main manuscript must not exceed 12 pages, excluding the extended abstract.
The extended abstract will also be evaluated considering whether or not the gudelines for the word-limit

has been followed.

Detailed information about extended abstract is also given in the last part of the Article Template. An

article template can be downloaded from the journal website.(www.epoder.org)
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