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Farkhilastirilmis Ogretim ile ilgili Yapilan Arastirmalarin
Yéntemsel incelenmesit

A Methodological Analysis of Research on Differentiated
Instruction

Meryem Altay NACAR GUZEL? Biilent DOS3

Auf:
Giizel, Nacar, A., M., Dbs, B. (2024). Farklilastirilmis Ogretim ile ilgili Yapilan Arastirmalarin Yontemsel incelenmesi, Disiplinlerarasi
Egitim Arastirmalari Dergisi, 8(17), 1-14, DOI: 10.57135 /jier. 1441272

0z

Bu arastirmanin amaci farklilastirlmis 6gretim uygulamalarina ait arastirmalarin yontemsel agidan
incelenmesidir. Arastirmada sistematik literatiir tarama yontemi kullanilmistir. Bu amag¢ dogrultusunda
YOK Ulusal Tez Merkezi’'nde ve DergiPark’ta 2010-2022 yillar1 arasinda Tiirkce yayinlanmis ¢alismalar
¢alisma grubuna dahil edilmistir. Calismalarin yayin yili, yontemleri, 6rneklemi, veri toplama araglari ve
veri analiz teknikleri betimsel icerik analiz yontemi ile analiz edilmistir. Analiz sonug¢larina gore en fazla
yayin 2019 yilinda yapilmistir. Arastirmalarda nicel ve karma desenler en ¢ok tercih edilen desenlerdir.
Orneklem grubu olarak ortaokul grubu én plana ¢ikarken érneklem biiyiikliigii olarak 31-100 ve 11-30
orneklem biiytkliikleri 6n plana ¢ikmaktadir. Veri toplama araglarinda en ¢ok basar testleri ile likert
tipi anket/06lgek ve yar1 yapilandirilmis gozlem formlar1 6n plandadir. Veri analizi olarak en ¢ok nicel
analiz ve nicel analiz olarak kestirimsel analiz 6n plana ¢ikmaktadir. Elde edilen bulgular dogrultusunda
ileriki calismalar i¢in 6nerilerde bulunulmustur.

Anahtar Kelimeler: Farklilastirllmis 6gretim, sistematik literatiir taramasi, betimsel icerik analizi

Abstract

The purpose of this research is to examine research trends related to differentiated instruction
practices. A systematic literature review method was employed in the study. For this purpose, studies
published in Turkish at the YOK National Thesis Center and DergiPark between 2010 and 2022 were
included in the study group. The publication year of the studies, methodology, sample, data collection
tools and data analysis techniques were analyzed using descriptive analysis. According to the analysis
results, the majority of publications were made in 2019. The most preferred research designs were
quantitative and mixed methods. The middle school group stood out as the primary sample; sample
sizes were 31-100 and 11-30. Achievement tests, Likert-type surveys/scales, and semi-structured
observation forms were predominant in data collection tools. Quantitative analysis and inferential
analysis were most prevalent in data analysis. As a result, suggestions were made for future studies in
line with the findings.

Keywors: Differentiated instruction, systematic literature review, descriptive content analysis

GIRIS

2005-2006 egitim ve Ogretim yili itibariyle egitimin cesitli kademelerinde uygulanmaya
baslanan egitim programlar1 yapilandirmaci yaklasim temelinde, diinyadaki yeni ve ¢agdas
egilimler dogrultusunda diizenlenmistir (Erdogan, 2007). Yapilandirmaci yaklasim,
ogrencilerin bilgiyi yapilandirarak yeniden fiirettikleri bir yaklasim olup 6grencileri kendi

o6grenmelerinden sorumlu hale getirmektedir, onlar1 6grenmenin merkezine alarak 6grenme
siirecine daha etkin katilmlarim saglamaktadir (Siinbiil, 2011). Egitim programlarindaki bu

1 Bu makale “Farklilastirilmis Ogretim ile ilgili Yapilan Arastirmalari incelenmesi” baghkh tezden iiretimistir.
2 Milli Egitim Bakanligi, Gaziantep-Tiirkiye, meryemnacar1978@gmail.com, orcid.org/0009-0006-7715-195X
3 Dog. Dr., Gaziantep Universitesi, Gaziantep-Tiirkiye, bulentdos@yahoo.com, orcid.org/0000-0002-8000-9595
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degisimler Tiirkiye'de yeni bir anlayis1 beraberinde getirmistir ve bu baglamda yapilandirmaci
kurama dayanan farklilastirilmis 6gretimin Tirk Milli Egitim sisteminde 2000'li yillardan
itibaren benimsendigini mesrulasurmistir (Mutlu ve Oztiirk, 2017). Ogrenciler sinifa
birbirinden farkli etnik kékenlere, kiiltiirlere, inanglara ve tutumlara sahip bireyler olarak
gelirler (McFarlane, 2011). Egitimcilerin, 6gretim uygulamalarini 6grencilerinin yetenekleri,
kisilik ozellikleri ve 6grenme stilleri dogrultusunda planladiklar1 ve 6grenci farklhiliklarini
benimsedikleri varsayilir. Ancak bu varsayim ¢ogu zaman 6gretmenlerin planlama, 68retme ve
degerlendirme siireglerine yansimamaktadir (Levy, 2008). Ogretmenlerin kullandig1 6gretim
stratejilerinin pek cogu 6grenci katilimini ve elestirel diisiinmeyi tesvik ederek 6grencilere
bilgi aktarmaya yonelik farkhlastirilmis stratejileri icerir. Fakat egitimciler, farkliliklarina
bakilmaksizin tiim 6grenenleri etkileyecek stratejiler gelistirmeye odaklanir (George, 2005).
Oysa ki farkli akademik yeteneklere sahip 6grencilerin katilimini saglamak igin cesitli
yontemlerin kullanilmasina farklilastirilmis 6gretim denmektedir (Edwards, vd., 2006).
Farklilastirllmis 6gretim bir yontemden ziyade, 6gretimi Ogrencilerin hazirbulunusluk
seviyeleri dogrultusunda bicimlendiren yenilik¢i bir diisiinme bicimidir (Hollas, 2005).
Farklilastirilmis 6gretim, egitimdeki en iyi uygulamalara dayanmaktadir ve gecmisi eskilere
kadar gitmektedir (Heacox, 2002).

Farklilastirma, 6gretmenlere her 68rencinin 6grenebilecegi inanc1 dogrultusunda 6grencinin
seviyesi, 6grenme icerigi ve 6grenci ihtiyaclarina gore kullanabilecegi stratejiler sunmaktadir.
Ogretimi farklilastiran 6gretmenler, 6grencilerin nasil 6grendigini bilir ve onlara bireysel
yetenek farklhiliklarini temele alan o6grenme deneyimleri sunar (Anderson, 2007).
Farklilastirilmis 6gretime iliskin 68retim stratejileri, tiim 6grencilerin basariya ulasmalarina ve
hazirbulunusluk seviyelerine uygun olarak o6gretimin hedeflerine ulasmalarina olanak
saglamaktadir. Bu tir bir 6gretim, 6grencileri siniftaki diger arkadaslariyla benzer hedeflere
karsi sorumlu tutarken bilgiyi kendi hizlarinda kavramaya yonlendirir. Ogrencilerin
yeteneklerinin gelismesini saglamak, zayif yonlerini ortaya cikararak bu zayif yonlerin
gelismesini saglanmak zorunludur (Sternberg ve Zhang, 2005). Ogrencilerin sergiledikleri
basar1 ya da basarisizlik 6gretmenler tarafindan kullanilan 6gretim uygulamalariyla dogrudan
iliskilidir (Wenglinsky, 2002).

Ogretmenlerin égrencilerin hazirbulunusluk seviyelerini belirlemesi ve onlar1 destekleyecek
ders planlamalar yapmasi gerekir. Ogretmenlerin 6grencilerinin ihtiyaclarin1 karsilamayan
O0gretim yontemlerini kullanmaya devam etmesi, 6grencilerin akademik olarak gelisme
gostermelerini engelleyecektir (Tanner vd., 2003). Bu bakimdan o6grencilerin kalici
o0grenmelerini saglamak icin 6gretmenlerin farklilastirilmis stratejiler kullanarak o6gretim
ihtiyaclariin farkinda olmasi ve 6grencilerin istekleri dogrultusunda 6gretim siirecini yeniden
sekillendirmesi gerekir. Bugiiniin sinif ortamlarinda ekonomik ve sosyal ¢esitlilik nedeniyle,
Ogrencilerin 6grenme bigimleri birbirinden farklhidir ve onceki yillardaki gibi 6grencilere
kapsamli bir sekilde ulasilamamaktadir (Prince, 2016). Ogrencilere daha kapsaml olarak
ulasabilmek ve basariy1 yilikseltmek icin ne Ogretildigi, nasil o6gretildigi ve nasil
degerlendirildigi konusunda farklilastirma yoluyla 6grencilerin bireysel ihtiyaglari
karsilanmalidir (Levy, 2008).

Arastirmalar, tiim o6grencilerin benzersiz oldugunu ve birbirinden farkli olan 6grenme
ihtiyaclarinin  karsilayacak bir o6gretimin gerekli oldugunu gosterirken smiflardaki
cesitliliklerden dolay1 68retmenlerin 68renciler ile ve 68rencilerin birbiri ile baglanti kurarak,
anlamlandirmalar yaparak 6gretimin gerceklesmesi gerektigini gostermektedir (Anderson,
2007). Farklilastirilmis 6gretim, 6grencilerin 6grenme sirasinda daha ¢ok kavrama diizeylerini
desteklerken derslerin birden fazla 6grenme y6ntemini icermesini amac¢lamaktadir (Hollas,
2005). Farkhlastinnlmis ogretim ne oOgretildigi, nasil Ogretildigi ve oOgrenilenlerin nasil
sergilendigi konusunda o6gretmenlerin esneklik saglayarak her 6grencinin ihtiyaglarini
karsilayabilmesi i¢in kullandig1 bir dizi stratejidir (Levy, 2008). Farklilastirilmis 6gretim ile
ilgili yapilmis pek ¢ok tanim yer almaktadir. Bu alanda 6ncii isim olan Tomlinson’a (1999) gére
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farklilastirilmis 6gretim, 6grencilerin hazirbulunusluk diizeyleri, ilgileri ve 6grenme profilleri
dogrultusunda degisen ihtiyaclarina odaklanan bir 6gretimdir. Farklhlastirilmis 6gretim
yalnizca bir O6gretim yontemi olmakla kalmayip 06gretimi 6grencilerin hazirbulunusluk
diizeylerine gore sekillendiren yenilikei bir diistinme bicimidir (Hollas, 2005). Cocuklarin
ortak noktalar1 oldugu gibi birbirlerinden farkli olduklar1 énemli noktalar da vardir ve bu
farkliliklar nedeniyle akranlar birbirinden farkli bi¢cimlerde o6grenirler. (Tomlinson, 2001).
Farklilastirilmis 6gretim 68rencilerin farkli 6grenme ihtiyaglarini karsilamak amaciyla igerik,
slireg, iirtin ve degerlendirmelerin uyarlanip degistirildigi bir uygulamadir (De Jesus, 2012;
Letwinsky, 2017). Brassell (2009) ise farklilastirilmis 6gretimin farkli yetenek, ilgi ve 6grenme
ihtiyaclarina sahip 6grencilerin bir kavrami 6grenmelerine yardimci olan bir 6gretim araci
oldugunu soylemektedir. Tomlinson (2010), farkhlastirilmis 6gretimin 6grenci odakli bir
uygulama olup o6grencilerin bireysel ihtiyaglarim1 karsilayan bir tiirde oldugunu
aciklamaktadir. Gregory ve Chapman (2007), farklilastirilmis 6gretim modelinin altinda yatan
bazi 6nemli inanglarin altini ¢izmistir. Bu inang¢lardan bazilari sunlardir:
* Tim 6grencilerin giliclii oldugu alanlar ve giiclendirilmesi gereken alanlar vardir.

* Her 6grencinin beyni benzersizdir.
+ Ogrenmek icin asla ge¢ degildir.

* Tim o6grenciler 6grenebilir ancak farkli zamanlarda farkli sekillerde 6grenebilirler
(Gregory ve Chapman, 2007).

Santangelo ve Tomlinson (2012), farklilastirilmis 6gretimin amacinin bireysel ihtiyaclara
yonelik deneyimler sunarak 6grencilerin akademik potansiyelini en st diizeye c¢ikarmak
oldugunu sodylemektedir. Olumlu smif ortamlar, 6greneni bilgilendiren ¢esitli
degerlendirmeler, ilgi cekici etkinlikler, yliksek kaliteli miifredat ve esneklik 6grencilerin
o0grenme deneyimlerini gelistirmektedir. Farklilastirilmis 6gretim, 6grencilerin 6n bilgilerini ve
o6grenme hedeflerini kullanarak ders icerigi olusturmayi, uyarlamay1 ve 6grencilerin en iyi
nasil 6grenecegini iceren bir siireci izlemeyi icermektedir (Santangelo ve Tomlinson, 2012).
Ayni zamanda O6grencilerin nasil 6grenmeyi tercih ettiklerine goére 6gretimi yonlendirilir ve
O0gretim sonrasinda ogrencilerden beklenen irilinleri saglar (Tomlinson, 2008).
Farklilagtirilmis 6gretim, 6gretimin dort bileseni olan icgerik, siireg, iiriin ve 6grenme ortami
kapsaminda o6grencilerin hazirbulunusluk, ilgi ve 0©grenme profiline dayali olarak
gerceklesmektedir (Tomlinson, 2003). Farkhlastirilmis 6gretimin dogasim1 ve neyi
amagladigini anlamak i¢in, bir 6grencinin hazirbulunusluk diizeyi, ilgi diizeyi ve 6g8renme
profilini anlamak gerekir (Tomlinson, 2014).

Ogrenci farkhiliklarin1 gz éniinde bulundurarak 6gretim yapmak, 6gretmenlerin 6grencilerin
neyi 6grenmeleri gerektigi, bunu nasil 6grenecekleri ve 6grencilerin 6grendiklerini nasil ifade
edebilecekleri konusunda cesitli planlamalar yapmasidir. Bu konuda Tomlinson (2003) da
farklilastiritlmis 6gretimin 6gretmenlere her 6grencinin hazirbulunusluguy, ilgileri ve 6grenme
modlar1 hakkinda c¢esitli 6gretim ve yonetim stratejileri aracilifiyla ayrintii bir anlayis
gelistirmelerine olanak taniyan bir 6gretim yéntemi oldugunu belirtmistir. Ogretmenler
ogrencilerin sevdikleri konular iizerinden 6gretim yaparak onlarin kavram ve becerileri
kazanmalarina firsat verdiklerinde ilgilerini dikkate almis olurlar. Ogretimi planlarken gorsel,
isitsel ve dokunsal unsurlari kullandiklari zaman farkli 6grenme stillerini dikkate almis
olacaklardir. Farkllastirilmis 6gretim ders plani yapan 6gretmenler 6grencilerin akademik
ihtiyaclarim1 karsiladiklar1 gibi 6grencilerin hazirbulunusluk diizeyini de dikkate almis
olacaklardir (Robison, 2004). Ogretmenlerin farklilastirma icin yapmasi gerekenler su sekilde
siralanmaktadir:

+ Ogrenci profillerine yonelik bireysel planlama yapmak,

«  Ogrenci ihtiyaclarini karsilamak icin 6gretim yaklagimlarini degistirmek,

+  Ogretim (6grenciler bireysel konfor seviyelerinin biraz iizerinde calismalidir),

+ Ogrenci ihtiyaclarina cevap veren saygily, zorlayicy, ilgi cekici, amaca yonelik gorevler
vermek,

ISSN: 2602-2516 Disiplinlerarasi Egitim Arastirmalari Dergisi 3
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* Esnek gruplama stratejileri uygulamak (Hall vd., 2003, s.5).
Arastirmanin Amaci

Son yillarda, bireysel farkliliklara verilen énemin giderek artmasindan dolayr benimsenen
yaklasimlardan en 6nemlilerinden biri farklilastirilmis 6gretimdir. Bireysel farkliliklara verdigi
onem ve bireysel farklilik temelinde gelistirdigi uygulamalardan dolay1 farklhilastirilmis
O0gretimin 6nemi her gecen giin artmaktadir. Her 6grencinin 6zel oldugu anlayisi egitim
ortaminda her gecen giin daha ¢ok kabul gormektedir ve bu agidan bireysel farkliliklarin
dogasina en c¢ok uyan uygulamalara sahip olan farkhlastirilmis 6gretime olan ihtiyag
artirmaktadir. Bu bakimdan farklilastirilmis 6gretim, lizerinde durulmasi gereken bir konu
olarak diisiintilmektedir.

Farklilastirilmis 6gretim arastirmalarinin incelenmesinin bu konunun daha iyi anlasilmasini
saglayacagl, 6gretimin uygulayicis1 olan 6gretmenlere 151k tutacagi ve daha sonra yapilacak
olan arastirmalara yol gosterici olacag1 diisliniilmektedir. Farklilastirilmis 6gretim ile ilgili
arastirmalar incelendiginde birbirinden farkl konularda ¢alisma yapildig1 géze ¢carpmaktadir.
Ancak bugiine kadar farklilastirilmis 6gretim ile yapilan calismalarin arastirma egilimlerinin
derinlemesine analiz edildigi bir calismaya rastlanmamistir. Birbirinden farkli konular
lizerinde yapilan farklilastirilmis 6gretim calismalar1 son derece énemli olup bu ¢alismalar
icerisinde farklilastirilmis oOgreti konusunda yapilanlarin siniflandirilmasi, egilimlerinin
belirlenmesi ve c¢ikarimlar yapilarak degerlendirilmesi de 6nemlidir. Bu sayede alandaki
calismalarin tek cati altinda toplanmasinin daha sonraki arastirmalar icin kolaylik saglayacagi
diistintilmektedir. Alan yazindaki bu boslugu doldurmak amaci ile yapilacak olan bu ¢alismanin
alanda 6nemli olabilecegi diistintilmektedir.

Bu ¢alismada, farklilastirilmis 6gretim ile ilgili arastirmalarin genel egilimleri belirlenerek bilgi
birikimine katkida bulunulmasi amac¢lamaktadir. Calismada farklilastirilmis 6gretim alaninda
2010-2022 yillar1 arasinda YOK Ulusal Tez Merkezi'nde ve DergiPark’ta Tiirkce olarak
yayinlanmis calismalarin genel arastirma egilimlerinin belirlenmesi temel arastirma
problemidir. Bununla birlikte asagidaki alt problemlere yanit aranacaktir.

Farklilagtirilmis 68retim uygulamalari ile gerceklestirilen arastirmalarin;
1. Yillara gore dagilimi nasil degismektedir?
2. Yontem/modellerine gore dagilimlari nasildir?
3. Orneklemine gore dagilimi nasildir?
4. Veri toplama araglarina gore dagilimi nasildir?
5. Veri analiz yontemine gore dagilimi nasildir?

YONTEM
Arastirma Deseni

Bu arastirmada sistematik literatiir taramasi yapilmistir. Sistematik literatiir taramasi, yalnizca
onceki yazilarin gozden gecirilmesi degildir ve bash basina 6nemli bir arastirma cabasidir.
Belirli arastirma sorularina yanit veren sistematik literatiir taramasi, mevcut calismalari
konumlandiran, katkilar varsa secip degerlendiren, verileri analiz edip sentezleyen ve
kanitlarin net sonuglara ulasilmasini saglayacak bicimde raporlastirilmasini saglayan bir
metodolojidir (Denyer ve Tranfield 2009). Ayrica, arastirma sonuglarinin metodolojik olarak
titiz bir incelemesidir ve sistematik literatiir taramasinin amaci yalnizca bir arastirma
sorusuna iliskin mevcut tiim kanitlar1 toplamak degildir; ayn1 zamanda uygulayicilar igin
kanita dayali kilavuzlarin gelistirilmesini desteklemek de amaglanmaktadir (Kitchenham vd.,
2009). Sistematik incelemeler, hata ve yanlilig1 en aza indirdikleri i¢in biiylik 6lctide gii¢lii
kanitlar olarak goriilmektedir (Tranfield vd. 2003). Calisma siirecinde ilk olarak ihtiyaca
yonelik olarak arastirma sorusu olusturulmus ve arastirma konusu belirlenmistir. Arastirma
sorusunun belirlenmesi sonrasi protokol gelistirme asamasi i¢cin arama terimleri olarak

» o«

“farklilastirilmis”, “farklilastirilmis 6gretim” ve “farklilastirilmis egitim” belirlenmistir. Arama
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terimlerinin belirlenmesinden sonra uygun veri tabani olarak YOK Ulusal Tez Merkezi ile Dergi
Park veri tabanlar1 secilmistir. Son olarak aramaya dahil edilecek ¢alismalar i¢in “2010-2022
yil araligr”, “Tiirkce” ve “farklilastirma uygulamalarina yer verme” Kriterleri belirlenmistir. Bu
amacla YOK Ulusal Tez Merkezi'nde ve DergiPark’ta 2010-2022 yillarinda farklilagtirilmis
O0gretim uygulamalan ile gerceklestirilen Tirkce calismalarin yayin yilina gore dagilimi,
arastirma yontem/modelleri, 6rneklemi, veri toplama araclar1 ve veri analiz yontemleri

bakimindan incelenmistir.

Orneklem

Arastirmada farklilastirilmis 6gretim konusunda yapilmis calismalarin degerlendirilmesi
amaclandigindan arastirmanin evrenini 2010-2022 yillar1 arasinda YOK Ulusal Tez Merkezi ve
DergiPark veri tabanlarindan erisilen farklhilastirilmis 6gretim konusunda yapilmis ve
farklilastirilmis 6gretim uygulamalarina yer vermis calismalar olusturmaktadir. Arastirmada
herhangi bir 6rnekleme yodntemine basvurulmamistir. Calismada o6rnekleminin tamamina
ulasilmasi amag¢lanmistir.

Veri Toplama Araclari

Bu aragtirma 2010-2022 yillar1 arasinda Tiirkiye’de FOY konusunda yapilmis Tiirkce tez ve
makalelerden olusmaktadir. Arastirma siirecinde verilerin toplanmasi YOK Ulusal Tez Merkezi
ve DergiPark akademik veri tabanlari kullanilarak yapilmistir.

Veri Toplama Siireci

Arastirma slirecinde verilerin toplanmasinda belirli filtreler kullanilarak sinirlandirma
yapilmistir. Oncelikle FOY konusu arastirilmis, bu konu alaninda yer alan calismalara dair
genel bir tarama gerceklestirilmistir. YOK Tez'de 137 calismaya, DergiPark’ta 204 calismaya
ulasilmistir. Daha sonra “farkhilastirilmis egitim”, “farkhilastirilmis 6gretim” ve
“farkhlastirilmis” anahtar kelimeleri belirlenmis ve “farklilastirilmis 6gretim” ve
“farkhilastirilmis” anahtar kelimeleri ile genel bir arama daha yapilmistir.

YOK Ulusal Tez Merkezi'nde 2010-2022 yillar1 arasinda yayinlanmis ve Tiirkge filtreleri
kullanilarak yapilan taramada “farkhlastirilmis egitim” anahtar kelimesi ile ilgili herhangi bir
tez ¢alismasina ulasilamamis, “farklilastirilmis 6gretim” anahtar kelimesi ile ilgili 37 tez
calismasina ve “farkhlastirilmis” anahtar kelimesi ile ilgili 87 tez calismasina ulagilmistir. YOK
Tez'in internet tabaninda okuyucuya sundugu 87 tez arasindan “farklilastirilmis” bashg ile
iligkili 18 tez egitim-6gretim alanmi disinda oldugundan, 15 tez farklhlastirllmis O6gretim
uygulamalar1 kapsami disinda kaldigindan incelemeye alinmayarak elenmistir. YOK Ulusal Tez
Merkezi'nde yapilan taramalar neticesinde 2010-2022 yillar1 arasinda FOY kapsaminda olan ve
farklilastirllmis 6gretim uygulamalar ile gergeklestirilen Tiirkge yayinlanmis 54 tez; bashgi,
anahtar kelimeler ve 6zet kismi incelenerek kayit altina alinmistir. DergiPark’ta 2010-2022
yillar1 arasinda yayinlanmis olma filtresi uygulanarak ve “farklilastirilmis egitim” anahtar
kelimesi kullanilarak yapilan taramada 1 makaleye, “farklilastirilmis 6gretim” anahtar kelimesi
kullanilarak 15 makaleye ve “farklilastirilmis” anahtar kelimesi kullanilarak 59 makaleye
ulasilmistir. DergiPark’in 2010-2022 yillar1 arasinda ve “farklhilastirilmis” anahtar kelimesi ile
internet tabaninda okuyucuya sundugu 59 makale arasindan 13 makale egitim-6gretim alani
disinda oldugundan, 23 makale “farklilastirilmis 6gretim uygulamalar1” kapsami disinda
kaldigindan ve 3 makale Ingilizce yayinlandigindan incelemeye alinmayarak elenmistir.
DergiParak’ta yapilan taramalar neticesinde 2010-2022 yillar1 arasinda FOY kapsaminda olan
ve farklilastirilmis 6gretim uygulamalari ile gergeklestirilen Tiirkce yayinlanmis 20 makale;
basligl, anahtar kelimeler ve 6zet kismi incelenerek kayit altina alinmistir. Sonug olarak:

1 2010-2022 yillar arasinda yayimlanmis olma,
2 Tlirkge yayimlanmis olma,
3 Farklilastirilmis 6gretim uygulamalari ile gergeklestirilmis olma

Olciitlerini saglayan 74 ¢alisma incelenerek kayit altina alinmistir.
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Verilerin Analizi

Bu arastirmada verilerin analizi icerik analizi yontemlerinden olan betimsel icerik analizi ile
yapilmistir. Betimsel icerik analizi, farkli veri toplama teknikleriyle bir araya getirilen verilerin
onceden belirlenmis olan temalar kapsaminda ézetlenmesi ve yorumlanmasidir. Ultay vd.
(2021), betimsel igerik analizinin kullanildig1 calismalarda literatiiriin sistematik olarak ortaya
konulmasi gerekliligi bulundugunu ve literatiiriin sistematik olarak ortaya konmamasi
durumunda analizin temel amacina uygun olmayan sonuglar ortaya cikabilecegini
belirtmektedir. Bu nedenle betimsel igerik analizi yapilan calismalarda bilgilerin sistematik bir
bicimde ve dogru olarak ortaya konulmasi, analizin sistematik olarak ve dogru bir bicimde
yapilmasi, bilgilerin dogru yorumlanmasi, sonuclarin ag¢ik bir bicimde belirtilmesi
gerekmektedir (Ultay vd. 2021). Arastirmaya konu olan 6lgiitler belli oldugu i¢in verilerin
analizinde, elde edilen verilerin aciklanmasinda, gerekli olan kavramlara ve iliskilere ulasmak
icin betimsel i¢erik analiz yontemi kullanilmistir. Arastirma kapsaminda betimsel icerik analizi
yontemi ile incelenen c¢alismalar yukarida anlatildigi gibi filtrelenerek 74 c¢alismaya
indirgenmistir. Calismalarin secilmesinde PRISMA bildirim kontrol listesi esas alinmistir.
Calismalarin betimsel igerik analizine secimi siireci “tanimlama, ayirma ve se¢im yapma”
asamalari g6z 6niinde bulundurularak yapilmistir (Karagam, 2013).

Arastirmada her ¢alismanin yayin yili, konusu, arastirma yontemi, 6rneklemi, veri toplama
aracl ve veri analiz yontemi Sozbilir ve Kutu (2008) tarafindan gelistirilen siniflama formunun
revize edilmesiyle olusturulan sablon aracilifiyla analiz edilmistir. Revize edilen sablon temel
olarak calismalarin yayin yili, arastirma yéntem/modeli, 6rneklemi, veri toplama araclar1 ve
veri analiz yontemi olmak iizere bes ana boltime iliskin kodlamalar olusturulmus olan excel
formuna isaretlenmigstir. Arastirmaci ile paralel olarak baska bir arastirmaci da g¢alismalarin
yayin yili, arastirma yontem/modelleri, 6rneklemi, veri toplama araglari ve veri analiz yontemi
ile ilgili olarak farkli bir excel formunda kodlamalar yapmistir. Olusturulan excel formlari daha
sonra karsilastirilarak her bir ¢alisma icin kodlamalarin dogrulugu konusunda fikir bilirligi
saglanmis ve bu sayede kodlayici giivenirligi gerceklestirilmistir. Daha sonra bu kategorilere
ait frekans ve ylizde degerleri hesaplanarak elde edilen bulgular tablolar haline
doniistirilmistiir.

BULGULAR

Bu bolimde YOK Tez ve DergiPark veri tabaninda 2010-2022 yillar1 arasinda Tiirkce
yayimlanmis ve farkhlastirilmis 6gretim uygulamalar ile gerceklestirilmis calismalarin genel
egilimlerine iliskin bulgulara yer verilmistir. Arastirma kapsaminda incelenen ¢alismalarin
yillara gore dagilimlarina, yontem/modellerine gore dagilimlarina, drneklemlerine gore
dagilimlarina, veri toplama araglarina gore dagilimlarina ve veri analiz yontemine gore
dagilimlarina iliskin bulgular asagida basliklar halinde sunulmustur.

Taranan Calismalarin Yillara Gére Dagilimlarina iligkin Bulgular

Taranan ¢alismalarin yayin yillarina gore dagilimlari Tablo 1'de sunulmustur.
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Tablo 1. Taranan Calismalarin Yillara Gére Dagilimlari

Yayin Yili f %
2010 2 3
2011 1 1
2012 4 5
2013 5 7
2014 5 7
2015 4 5
2016 6 8
2017 6 8
2018 10 14
2019 15 20
2020 4 5
2021 7 10
2022 5 7

Toplam 74 100,0

Arastirma kapsamina alinan ¢alismalarin yillara gére dagilimi incelendiginde en fazla 2019
(15) ve 2018 (10) yilinda calisma yayimlandigi goriilmektedir. Daha sonra sirasiyla 2016 (7),
2021 (7), 2013 (6), 2017 (6), 2014 (5), 2022 (5), 2012 (4), 2020 (4), 2010 (2) ve 2015 (2)
yillarinda ¢alisma yayimlanmistir. En az yayin yapilan yi1l 2011 (1) olmustur. Herhangi bir
¢alismanin yayinlanmadigi y1l tespit edilmemistir.

Taranan Calismalarin Yéntem/Modellerine Iliskin Bulgular

Taranan calismalar yontem/modellerine gore incelendiginde 39 nicel, 20 karma ve 15 nitel
¢alismanin oldugu belirlenmistir. Calismalar arasinda en fazla nicel calisma yer alirken en az
nitel calismanin oldugu goze carpmaktadir. Calismalarin yontem/modellerine gére dagilimlari
Tablo 2’de sunulmustur.

Tablo 2. Taranan Calismalarin Yontem/Modellerine Gére Dagilimlari

Yontemler f %
Tam Deneysel 24 32,4
Yar1 Deneysel 13 17,6
Nicel
Zayif deneysel 2 2,7
Ara Toplam 39 52,7
Karma 20 27
Eylem Arastirmasi 10 13,6
) Durum Calismasi 4 5,4
Nitel ~
Ornek Olay 1 1,3
Ara Toplam 15 20,3
Toplam 74 100,0

Calismalarin yontem/modellerine iliskin dagilimlar incelendiginde nicel ¢alismalar igerisinde
en fazla kullanilan tam deneysel desendir (24) ve bunu yar1 deneysel desen (13) takip
etmektedir. Nicel calismalar arasinda en az kullanilan zayif deneysel desendir (2). Nitel
calismalar arasinda en fazla kullanilan eylem arastirmasi (10) olup daha sonra en c¢ok
kullanilan durum calismasi (4) olmustur. En az kullanilan nitel arastirma yontemi ise 6rnek
olay (1) yontemidir.
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Taranan Calismalarin Orneklemine Iliskin Bulgular

Taranan ¢alismalar 6rneklem grubuna gore incelendiginde en fazla ¢alisma ortaokul grubu
(47) yapilmistir. Daha sonra sirasiyla ilkokul (19) ve lise (8) grubu ile yapilmistir. En az
calisma ise on lisans (1) grubu ile yapilmistir. Calismalar arasinda ortaokul belirsiz olarak da
(1) c¢alisma yer almaktadir. Calismalarin 6rneklem grubuna iliskin bulgular Tablo 3’te
sunulmustur.

Tablo 3. Taranan Calismalarin Orneklem Grubuna Gére Dagilimlari

Orneklem Grubu f %
Ortaokul 5 21 26,9
Ortaokul 7 16 20,5
{lkokul 4 9 11,5
Ortaokul 6 8 10,2
flkokul 3 6 7,7
Lise 10 6 7,7
{lkokul 2 4 51
flkokul 1 2 2,6
Ortaokul 8 2 2,6
Lise 9 2 2,6
Ortaokul (belirsiz) 1 1,3
On lisans 2 1 1,3
Toplam 78 100,0

Taranan ¢alismalarin 6rneklem grubuna iliskin dagilimina gére en ¢ok ¢alisma ortaokul 5 (21)
grubunda yapilmistir. Daha sonra sirasiyla en ¢ok g¢alisma ortaokul 7 (16), ilkokul 4 (9),
ortaokul 6 (8), ilkokul 3 (6), lise 10 (6), ilkokul 2 (4), ilkokul 1 (2), ortaokul 8 (2) ve lise 9 (2)
orneklem gruplari ile yapilmistir. En az calisma 6n lisans 2 (1) ile yapilmistir. Ortaokul belirsiz
(1) olarak kodlanan ¢alismanin hangi sinif seviyesinde yiiriitiildiigii belirtilmemistir. Arastirma
kapsaminda yer alan calismalar arasinda lise 11. sinif, lise 12. sinif ve 6n lisans 1, simif
orneklem gruplarina ait herhangi bir calismaya rastlanamamistir. Taranan c¢alismalarin
orneklem biiyiikligiine iliskin dagilim Tablo 4.’te sunulmustur.

Tablo 4. Taranan Calismalarin Orneklem Grubu Biiyiikliigiine Gére Dagilhimlari

Orneklem Grubu Biiyiikliigii f %
31-100 Arasi 34 45,8
11-301 Arasi 33 44.6
1-10 Arasi 3 4,1
101-300 Arasi 3 4,1
301-1000 Arasi1 1 1,4
Toplam 74 100,0

Orneklem biiyiikliigiine gore incelendiginde sirasiyla 31-100 (34), 11-30 (33), 1-10 (3), 101-
300 (3) ve 301-1000 (1) 6rneklem biiytkliikleri gelmektedir.

Taranan Calismalarin Veri Toplama Araclarina Iliskin Bulgular

Arastirma kapsamindaki ¢alismalarin veri toplama araglar1 incelendiginde en ¢ok basari
testleri (52) kullanildig1 g6ze carpmaktadir. Daha sonra sirasiyla anket (47), goériisme (28),
alternatif degerlendirme araclar1 (24), algi/ilgi/tutum/yetenek/kisilik vb. testler (23), gozlem
(18) kullanilmistir. Arastirmalarda basari testleri ile anketin diger veri toplama araclarina
gore daha fazla kullanildig1 géze carpmaktadir. Taranan ¢alismalarin veri toplama araglarina
gore dagilimi Tablo 5’te sunulmustur.

ISSN: 2602-2516 Disiplinlerarasi Egitim Arastirmalari Dergisi
Journal of Interdisciplinary Educational Research 2024; 8(17)1-14 8



Giizel, Nacar, A.. M., Dés, B./ Farklhilastirilmis Ogretim ile ilgili Yapilan Arastirmalarin Yontemsel incelenmesi

Tablo 5. Taranan Calismalarin Veri Toplama Araclarina Gére Dagilimi

Veri Toplama Araglari f %
Coktan Se¢meli 38 19,7
. Karma 9 4,7
Basari Testleri
Acik Uglu 5 2,6
Ara Toplam 52 27
Anket Likert 47 24,5
Yar1 Yapilandirilmig 24 12,5
Gorlisme Yapilandirilmis 4 2,1
Ara Toplam 28 14,6
Alternatif Degerlendirme Aracglari 24 12,5
Alg1/1lgi/Tutum/Kisilik vb. Testler 23 12
Katilimel 12 6,3
Gozlem Katilimc1 Olmayan 6 3,1
Ara Toplam 18 9,4
Toplam 192 100,0

Calismalarin veri toplama araclarina goére dagilimi incelendiginde basari testlerinin biiyiik
¢ogunlugu coktan secmeli testlerden (38) olusmaktadir. Daha sonra karma testler (9) ile agik
uclu testler (5) gelmektedir. Basar1 testlerinden sonra en cok anket tercih edilmistir ve
anketler likert (47) tipindedir. Gériismelerin biiyiik cogunlugu yari1 yapilandirilmis (24) olup
yapilandirilmis goériisme (4) daha az kullanilmistir. Gézlem tekniginde ise katilimci gozlem
(12) daha ¢ok tercih edilirken katilimci olmayan gézlem (6) daha az tercih edilmistir.

Taranan Calismalarin Veri Analiz Yéntemlerine Iliskin Bulgular

Taranan calismalarin nicel veri analiz yontemleri kestimsel ve betimsel olarak, nitel veri analiz
yontemleri betimsel analiz ve icerik analizi olarak iki grupta incelenmistir. Calismalarin
yararlandiklari veri analiz yontemleri incelendiginde nicel veri analiz yontemlerinin (96) nitel
veri analiz yontemlerine (43) gore daha fazla kullanildig1 géze ¢arpmaktadir. Calismalarin veri
analiz yontemlerine gore dagilimlar1 Tablo 6’da sunulmustur.

Tablo 6. Taranan Calismalarin Veri Analiz Yontemlerine Gére Dagilimlari

Veri Analiz Yontemleri f %
Mann Whitney U 26 18,7
Wilcoxon [saretlenmis Mertebeler 23 16,6
T testi 16 11,6

Anavo/Ancova 8 58

Faktor Analizi 4 2,9

. Kruskal Wallis H 2 1,4

Kestirimsel

Manova/Mancova 2 1,4

Nicel Wilcoxon-Z 2 1,4

Ki Kare Testi 1 0,7

Regresyon 1 0,7

Shapiro-Wilk 1 0,7
Ara Toplam 86 61,9

Ortalama/Standart Sapma 6 4,3

Betimsel Frekans/Yiizde Tablolar1 4 2,9

Ara Toplam 10 7,2

Ara Toplam 96 69,1
. Betimsel Analiz 22 15,8

Nitel — —

Icerik Analizi 21 15,1

Ara Toplam 43 30,9
Toplam 139 100,0
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Calismalarin veri analiz ydntemlerine gore dagilimlar1 incelendiginde nicel yontemler
icerisinde Kkestirimsel yontemler (86) en fazla kullanilan yontem olmustur ve kestirimsel
yontemler icerisinde veri analiz yontemi olarak en cok Mann Whitney U Testi (26) ile Wilcoxon
Isaretlenmis Mertebeler (23) kullanilmistir. Daha sonra sirasiyla T-testi (16 ), Anaova/Ancova
(8), Faktor Analizi (4), Kruskal Wallis H (2), Manova/Mancova (2), Wilcoxon-Z (2) yontemleri
kullanilmistir. Veri analiz yontemi olarak en az kullanilan yontemler ise Ki Kare Testi (1),
Regresyon (1) ve Shapiro-Wilk (1) yontemleri olmustur. Nicel yontemleri icerisinde betimsel
(10) yontem daha az kullanilmistir ve betimsel yontem olarak ortalama/standart sapma (6) ile
frekans/yiizde tablolar1 (4) kullanilmistir. Calismalarda nitel veri analiz yontemleri olarak
kullanilan betimsel analiz (22) ve icerik analizi (21) yontemlerinin tercih edilme oranlari
birbirine cok yakindir.

SONUC ve TARTISMA

Cesitli alanlara yonelik olarak ve belli zaman araliklariyla gerceklestirilen egilim incelemeleri,
hem arastirmacilara hem de bu alanda yer alan karar verici durumdaki ¢alisanlara fikirler
sunabilmektedir. Bu ¢alismada bu amaca yonelik olarak 2010-2022 yillar1 arasinda FOY
uygulamalarina yer vermis ve tam erisimine ulasilabilen 54 tez ile 20 makale yayinlandigi
yillara gore dagilimi, yontem/modelleri, 6rneklemi, veri toplama araglarn ve veri analiz
yontemi dogrultusunda incelenmis ve belli sonuglara ulasilmistir Smale-Jacobse vd., (2019)
benzer sekilde 2006-2016 yillarini kapsayan 10 yillik bir siirecte sistematik literatiir taramasi
yapmislardir.

Taramasi yapilan calismalarin sayisinda 2016 yilindan itibaren belirgin bir artis oldugu ve en
fazla 2019 yilinda ¢alisma yapildig1 goriilmiistiir. Buradan hareketle farklilastirilmis 6gretim
alandaki ¢alismalarin 2016-2019 yillar arasinda yogunlastigini sdylemek miimkiindiir. En az
calismanin ise 2011 yilinda yayinlandigl tespit edilmistir. Ayrica incelemelerde herhangi bir
calismanin yayinlanmadigl yil olmadig1 da elde edilen sonuglar arasindadir. Karadag vd.
(2008), Tiirkiye’de 2005-2006 6g8retim yilindan itibaren tiim ilkégretim birinci kademesinde
yapilandirmacilik yaklasimi benimsenerek 6gretim yapilmaya baslandigini belirtmektedir.
Yapilandirmaci yaklasimi temel alan farkhlastirllmis o6gretim kavraminin Tiirkiye’'de
arastirmalara konu olmasi1 2005-2006 egitim-6gretim yilindan sonra olmustur. Bu agidan
bakildiginda farklilastirilmis 6gretim alaninda yapilan ¢alismalar 2010-2019 yillar1 arasinda
diizenli bir artis gostermistir.

Calismalar incelendiginde en ¢ok nicel % 52,7 (39) yontemlerin kullanildig1 gorilmektedir.
Daha sonra en ¢ok karma desen c¢alisilmis olup, bu desendeki ¢alismalar yayinlarin %27
(20)’sini olusturmaktadir. Calismalarin yaklasik %20,3 (15)’l nitel yaklasimla tasarlanmigtir
ve en az kullanilan yontem olmustur. Dal (2022), c¢alismasinda farklilastirilmis 6gretim
konusunda en fazla nicel yontemde calismalarin yapildig1 ve en fazla deneysel desenler tercih
edildigi sonucunu elde etmistir. Donmus ve Eroglu'nun (2021) arastirmasinda da en ¢ok nicel
arastirmalar yer alirken daha sonra karma arastirmalar ve az sayida da olsa nitel arastirma
yonteminin kullanildifi ortaya konulmustur ve bu sonuglar mevcut arastirma sonucunu
destekler niteliktedir. Karadag (2016), farklhilastirilmis 6gretim konusunda Tiirkiye’de yapilan
iki calismadan birinin nicel digerinin ise nitel arastirma tiiriinde gergeklestigi sonucuna
ulasirken bu arastirmalarda deneysel ve eylem arastirmasi deseninin kullanildigi ortaya
cikarmistir. Buradan hareketle soylenebilir ki farklilastirilmis o6gretim uygulamalari
konusunda yapilan arastirmalar desen olarak daha ¢ok nicel ve karma desen kullanilarak
yapilmaktadir. Civitillo vd., (2016) nitel ¢calismalarin 6gretmenlerin farklilastirilmis 6gretim
uygulamalarini siniflarinda nasil yaptiklarinin daha iyi anlasilmasini sagladigini ifade ederken,
Deunk vd., (2018) ise nicel ¢alismalarin ise gelecegi tahmin etmede arastirmacilara istatistiki
veriler sagladigini belirtmistir.

Incelenen cahgmalarda 6rneklem grubu olarak sirasiyla ortaokul, ilkokul ve lise
orneklemlerinde ¢alismalarin yapildig1 goriilmiistiir. Ortaokul grubunda en ¢ok ortaokul 5, en
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az ortaokul 8 grubu ile arastirma yapildig1 belirlenmistir. ilkokul grubunda en ¢ok calisma
ilkokul 4 ile yapilirken en az ilkokul 1 ile yapilmistir. Lise grubunda calismalar lise 9 ile lise 10
olmak lizere sadece iki 6rneklem grubunda gerceklesmistir. Karadag (2016) da ¢alismasinda
farklilastirilmis 6gretim konusunda g¢alismalarin en ¢ok 5. sinif diizeyinde gerceklestirildigini
ortaya koymustur. Bunun yaninda érneklem gruplarina gore yapilan incelemede, tezlerde ve
makalelerde ¢ogunlukla ortaokul (5-8 sinif) érneklem grubu ile calisildig tespit edilmistir. FOY
ile ilgili yapilan tez ve makalelerde en az calisilan 6rneklem grubu okul 6ncesidir. Bunun
yaninda orneklem gruplarina goére yapilan incelemede, tezlerde ve makalelerde ¢ogunlukla
ortaokul (5-8 sinif) érneklem grubu ile calisildig: tespit edilmistir. FOY ile ilgili yapilan tez ve
makalelerde en az ¢alisilan 6rneklem grubu okul dncesidir.

Orneklem biiyiikliigiine bakildiginda en fazla 31-100 ile 11-30 érneklem biiyiikliikleri tercih
edilmistir. Arastirmalarin 6érneklem grubu biiytikliikleri agirlikli olarak 31-100 (%50) ve 11-30
(%43) olmustur. Dal (2022) calismasinda, farklilastirilmis 6gretim konulu calismalarda en
fazla 1-100 oOrneklem biiyiikliigiine ulasmistir ve bu sonu¢ arastirma sonucunu
desteklemektedir. Ayrica ¢alismanin ulastigl sonug, Asiroglu'nun (2020) calismasinda ulastigl
orneklem biiytikligiiniin agirlikh olarak 11-100 arasinda degistigi sonucu ile 6rtiismektedir.
Ozkal (2020) arastirmasinda érneklem biiyiikliikleri agisindan en ¢ok sirasiyla 1- 50, 101-500,
51-100, 1001 ve tisti ve 501-1000 orneklem biiytkliigli oldugunu tespit etmistir ve bu
araliklar da mevcut arastirmanin sonucunu desteleyen niteliktedir. Suprayogi vd., (2017) sinif
biiyiikligi ile farklilastirilmis 6gretim uygulamalari arasinda bir korelasyon oldugunu
bulmuslardir. Buna goére smif mevcudu biiylidiikce 6gretmenin farkhlastirilmis 6gretim
uygulamalar1 yapmasi gerektigi ifade edilmistir.

Incelemesi yapilan 74 calismada 192 veri aracinin kullanildigi goze carpmaktadir ve veri
toplama araglarinda cesitlemeye gidildigi goriilmektedir. Verilerin toplanmasinda en ¢ok
basari testleri, daha sonra anket kullanilmistir. Basari testlerinin biiyiik ¢ogunlugu c¢oktan
se¢cmeli sorulardan olusmaktadir. Karma ve acik uclu sorulardan daha az tercih edilmistir
Anketlerin tamamu ise likert tipindedir. Basari testleri ve anketlerden sonra veri toplama araci
olarak sirasiyla goriisme, alternatif degerlendirme araglari, algi/ilgi/tutum/kisilik vb. testler
ile gozlem teknikleri kullanilmistir. Goriismelerin neredeyse tamami yar1 yapilandirilmis
sekilde gerceklestirilmistir. Gozlem ise en ¢ok katilimci gézlem seklinde yapilmistir. Ozkal
(2020) da arastirmasinda sirasiyla en fazla likert dl¢ek, yar1 yapilandirilmis goriisme, ¢oktan
secmeli basar testi, kullanildig1 sonucuna ulasirken; incelenen tezlerde en sik kullanilan veri
toplama araclarinin élgek ve anket calismalar oldugu ortaya konulmustur (Unal, 2022; Ozan
ve Kose, 2014).

Arastirma kapsamina dahil edilen 74 calismada birden fazla veri analiz yontemi kullanan
calismalarin oldugu gériilmustiir ve 139 veri analiz yontemi kullanildig: tespit edilmistir. Veri
analiz yontemlerinde bu cesitliligin nedeni olarak karma g¢alismalar1 gostermek miimkiindiir.
Ciinkii karma c¢alismalarda nicel ve nitel yontemler bir arada kullanildifindan veri analizi
sirasinda hem nicel hem de nitel veri analiz yontemi kullanmak gerekmektedir. Taranan
calismalar veri analiz yontemleri bakimindan incelendiginde nicel yontemler calismalarin
%61,9’'unu olusturmaktadir ve en fazla kullanilan yontemdir. Nicel veri analiz yontemleri
icerisinde kestirimsel yontemler en fazla kullanilan yontem olmustur ve sirasiyla en ¢ok Mann
Whitney U, Wilcoxon 1$aretlenmi$ Mertebeler, T testi, Anavo/Ancova, Faktor Analizi, Kruskal
Wallis H, Manova/Mancova, Wilcoxon-Z, Ki Kare Testi, Regresyon, Shapiro-Wilk veri analiz
yontemleri kullanilmistir. Betimsel yontem daha az kullanilmistir ve bu yodntemde
ortalama/standart sapma ile frekans/yiizde tablolar1 kullanilmistir. Taranan ¢alismalardan
nitel veri analiz yontemi kullananlarin orani %30,9 olup en ¢ok betimsel analiz, daha sonra
icerik analizi kullanmilmistir. Alanda yapilan c¢alismalar c¢alismanin sonucunu destekler
niteliktedir. Ozkal (2020), arastirmasinda en fazla icerik ¢éziimlemesinin kullanildig1 ve bunu
sirasiyla t- Testi, betimsel ¢oziimleme, frekans ve yiizde, Anova veri analiz tekniginin takip
ettigini s6ylemektedir. Donmus ve Eroglu (2021), nicel veri analiz yontemlerinin daha ¢ok
kullanildigini ve daha c¢ok kestirimsel yontemler igerisinde t-testi ile Anova/Ancova
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kullanildigin1 ortaya koymaktadir. Ozan ve Kose (2014), en ¢ok kullanilan veri araglarinin
sirasiyla ortalama/standart sapma, t-testi, frekans/yiizde degerleri ve Anova seklinde
belirlemislerdir.

Bu arastirmanin sonuglarina dayanarak gelecekteki arastirmalar icin bazi Onerilerde
bulunulabilir. Arastirma kapsamina dahil edilen makale ve tez calismalarina YOK Tez ve
DergiPark veri tabanlarindan ulasilmistir. Yapilacak sonraki calismalarda veri tabanlarinin
degistirilmesi onerilebilir. Arastirma kapsamina dahil edilen calismalar 2010-2022 arasinda
Tiirk¢e yayimlanan calismalardan olusmaktadir. Yapilacak sonraki ¢alismalarda bu kriterlerin
degistirilmesi veya cesitlendirilmesi dnerilebilir.

Calismadan elde edilen sonuglar dogrultusunda uygulayicilar icin de bazi Oneriler de
bulunulabilir. Arastirma kapsamina dahil edilen calismalarda en az kullanilan yéntemin nitel
yontem oldugu tespit edilmistir. Buna yénelik olarak FOY uygulamalar ile gerceklestirilen
calismalarla ilgili alan yazin tarama calisma sayisi arttirilabilir. FOY uygulamalar ile
gerceklestirilen calismalarin genellikle tez calismasi (54) oldugu, makale (20) olarak
calismalarin daha az ortaya kondugu gorilmiistiir. Sonraki yapilacak ¢alismalarda FOY
uygulamalari ile gerceklestirilen arastirmalar konusunda makale ¢alismalarina daha fazla yer
verilebilir. Arastirma kapsamindaki calismalarda 6rneklem grubu olarak okul 6ncesi, lise 10 ve
lise 11 ile ilgili yapilan ¢alisma sayis1 arttirilabilir veya lisans 6rneklem/galisma gruplari ile
calisilarak farkli diizeylere etkisi incelenebilir.
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Abstract

The purpose of this research is to examine research trends related to differentiated instruction practices. A
systematic literature review method was employed in the study. For this purpose, studies published in
Turkish at the YOK National Thesis Center and DergiPark between 2010 and 2022 were included in the
study group.The publication year of the studies, methodology, sample, data collection tools and data
analysis techniques were analyzed using descriptive analysis. According to the analysis results, the majority
of publications were made in 2019. The most preferred research designs were quantitative and mixed
methods. The middle school group stood out as the primary sample; sample sizes were 31-100 and 11-30.
Achievement tests, Likert-type surveys/scales, and semi-structured observation forms were predominant
in data collection tools. Quantitative analysis and inferential analysis were most prevalent in data analysis.
As aresult, suggestions were made for future studies in line with the findings.

Keywors: Differentiated instruction, systematic literature review, descriptive content analysis

INTRODUCTION

Educational programs in Turkey, which began to be implemented at various levels of education
as of the 2005-2006 academic year, were organized on the basis of the constructivist approach
and in line with new and contemporary trends in the world (Erdogan, 2007). Constructivist
approach is an approach in which students reproduce knowledge by structuring it, and it makes
students responsible for their own learning, and enables them to participate more effectively in
the learning process by putting them at the center of learning (Sunbul, 2011). These changes in
education programs have brought about a new understanding in Turkey, and in this context, they
have legitimized the adoption of differentiated instruction based on constructivist theory in the
Turkish National Education system since the 2000s (Mutlu and Ozturk, 2017).

Students come to the classroom as individuals with different ethnicities, cultures, beliefs and
attitudes (McFarlane, 2011). It is assumed that educators plan their teaching practices in line with
their students' abilities, personality traits and learning styles, and embrace student differences.
However, this assumption is often not reflected in teachers' planning, teaching and evaluation
processes (Levy, 2008). Many of the instructional strategies teachers use include differentiated
strategies for conveying information to students by encouraging student participation and critical
thinking. However, educators focus on developing strategies that will impact all learners,
regardless of their differences (George, 2005). However, using various methods to ensure the
participation of students with different academic abilities is called differentiated education.
(Edwards, et al.,, 2006). Differentiated instruction education is an innovative way of thinking that
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shapes teaching in line with students' readiness levels, rather than a method (Hollas, 2005).
Differentiated instruction education is based on best practices in education and its history goes
back to ancient times (Heacox, 2002). Differentiation offers teachers strategies that can be used
according to the student's level, learning content and student needs, in line with the belief that
every student can learn. Teachers who differentiate instruction know how students learn and
offer them learning experiences based on individual ability differences (Anderson, 2007).

Teaching strategies related to differentiated instruction education enable all students to achieve
success and achieve the goals of education in accordance with their readiness levels. This type of
education guides students to absorb information at their own pace while holding them
accountable to similar goals as their peers in the classroom. It is necessary to ensure the
development of students' abilities and to reveal their weaknesses and to ensure that these
weaknesses are improved (Sternberg and Zhang, 2005). The success or failure of students is
directly related to the teaching practices used by teachers (Wenglinsky, 2002). Teachers need to
determine students' readiness levels and make lesson plans to support them. If teachers continue
to use teaching methods that do not meet the needs of their students, it will prevent students from
developing academically (Tanner et al., 2003). In this regard, in order to ensure permanent
learning of students, teachers need to be aware of their teaching needs by using differentiated
strategies and reshape the teaching process in line with the wishes of the students. Due to
economic and social diversity in today's classroom environments, students' learning styles differ
from each other and students cannot be reached comprehensively as in previous years (Prince,
2016). In order to reach students more comprehensively and increase success, individual needs
of students should be met through differentiation in what is taught, how it is taught and how it is
evaluated (Levy, 2008). Research shows that all students are unique and that teaching that meets
their different learning needs is necessary, and that due to the diversity in classrooms, teaching
should occur by connecting teachers with students and students with each other and making
meanings (Anderson, 2007). Differentiated education aims to include more than one learning
method in lessons while supporting students' greater comprehension levels during learning
(Hollas, 2005). Differentiated instruction education is a set of strategies that teachers use to meet
the needs of each student by providing flexibility in what is taught, how it is taught, and how what
is learned is displayed (Levy, 2008). There are many definitions about differentiated instruction
education. According to Tomlinson (1999), a pioneer in this field, differentiated education is an
education that focuses on the changing needs of students in line with their readiness levels,
interests and learning profiles. Differentiated education is not only a teaching method but also an
innovative way of thinking that shapes teaching according to students' readiness levels (Hollas,
2005).

While children have things in common, they also have important points where they differ from
each other, and because of these differences, peers learn in different ways. (Tomlinson, 2001).
Differentiated education is a practice in which content, processes, products and assessments are
adapted and changed in order to meet the different learning needs of students (De Jesus, 2012;
Letwinsky, 2017). Brassell (2009) says that differentiated education is a teaching tool that helps
students with different abilities, interests and learning needs learn a concept. Tomlinson (2010)
explains that differentiated education is a student-focused practice and meets the individual
needs of students. Gregory and Chapman (2007) highlighted some important beliefs underlying
the differentiated instruction model. Some of these beliefs are:
* All students have areas of strength and areas that need strengthening.

* Every student's brain is unique.
* It's never too late to learn.

» All students can learn, but they can learn in different ways at different times (Gregory
and Chapman, 2007).

Santangelo and Tomlinson (2012) say that the purpose of differentiated education is to maximize
students' academic potential by providing experiences tailored to individual needs. Positive
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classroom environments, a variety of learner-informed assessments, engaging activities, high-
quality curriculum, and flexibility enhance students' learning experiences. Differentiated
education involves creating and adapting course content using students' prior knowledge and
learning goals, and following a process that includes how students will learn best (Santangelo and
Tomlinson, 2012). At the same time, teaching is directed according to how students prefer to learn
and provides the products expected from students after teaching (Tomlinson, 2008).
Differentiated education takes place based on students' readiness, interest and learning profile
within the scope of the four components of instruction: content, process, product and learning
environment (Tomlinson, 2003). To understand the nature of differentiated education and what
it aims at, it is necessary to understand a student's readiness level, interest level, and learning
profile (Tomlinson, 2014). Teaching by taking student differences into consideration means that
teachers make various plans about what students need to learn, how they will learn it, and how
students can express what they have learned. In this regard, Tomlinson (2003) also stated that
differentiated education is a teaching method that allows teachers to develop a detailed
understanding of each student's readiness, interests and learning modes through various teaching
and management strategies. Teachers take students' interests into account when they give them
the opportunity to acquire concepts and skills by teaching them on subjects they love. When they
use visual, auditory and tactile elements when planning instruction, they will take different
learning styles into account. Teachers who make differentiated education lesson plans will not
only meet the academic needs of the students, but will also take into account the students'
readiness level (Robison, 2004). What teachers need to do for differentiation is listed as follows:

» Making individual plans for student profiles,

* Changing teaching approaches to meet student needs,

* Instruction (students should work slightly beyond their individual comfort level),

* To provide respectful, challenging, interesting, purposeful tasks that respond to student

needs,
» Applying flexible grouping strategies (Hall et al,, 2003, p.5).

Purpose of the Research

In recent years, one of the most important approaches adopted due to the increasing importance
given to individual differences is differentiated education. The importance of differentiated
education is increasing day by day due to the importance it attaches to individual differences and
the practices it develops on the basis of individual differences. The understanding that each
student is special is becoming more accepted in the educational environment day by day, and in
this respect, the need for differentiated instruction, which has practices that best suit the nature
of individual differences, increases. In this regard, differentiated education is considered to be an
issue that needs to be emphasized. It is thought that examining differentiated education research
will provide a better understanding of this issue, shed light on teachers who are the practitioners
of teaching, and will guide future research. When the research on differentiated education is
examined, it is seen that studies have been conducted on different subjects. However, to date, no
study has been found in which the research trends of studies conducted with differentiated
education are analyzed in depth. Differentiated teaching studies on different subjects are
extremely important, and within these studies, it is also important to classify the studies on
differentiated teaching, determine their tendencies, and evaluate them by making inferences. In
this way, it is thought that gathering the studies in the field under one roof will facilitate future
research. It is thought that this study, which will be conducted to fill this gap in the literature, may
be important in the field. This study aims to contribute to knowledge by determining the general
trends of research on differentiated education. In the study, the main research problem is to
determine the general research trends of the studies published in Turkish in the YOK National
Thesis Center and DergiPark between 2010 and 2022 in the field of differentiated instruction.
However, answers to the following sub-problems will be sought.

Research conducted with differentiated teaching practices;

1. How does its distribution change over the years?
2. What s their distribution according to methods/models?
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3. Whatis its distribution according to the sample?
4. What is the distribution according to data collection tools?
5. What s the distribution according to data analysis method?

METHOD
Research Design

In this research, a systematic literature review was conducted. A systematic literature review is
not just a review of previous writings and is a significant research effort in itself. Systematic
literature review that answers specific research questions is a methodology that locates existing
studies, selects and evaluates contributions, if any, analyzes and synthesizes data, and reports the
evidence in a way that enables clear conclusions (Denyer and Tranfield 2009). Moreover, it is a
methodologically rigorous review of research results, and the goal of a systematic literature
review is not simply to collect all available evidence on a research question; It is also intended to
support the development of evidence-based guidelines for practitioners (Kitchenham et al., 2009).
Systematic reviews are widely viewed as strong evidence because they minimize error and bias
(Tranfield etal. 2003). During the study process, firstly, a research question was created according
to the need and the research topic was determined. After determining the research question,
"differentiated"”, "differentiated instruction" and "differentiated education" were determined as
search terms for the protocol development phase. After determining the search terms, YOK
National Thesis Center and Dergi Park databases were selected as the appropriate database.
Finally, the criteria of "2010-2022 year range", "Turkish" and "include differentiation practices"
were determined for the studies to be included in the search. For this purpose, the distribution of
Turkish studies carried out with differentiated teaching practices at YOK National Thesis Center
and DergiPark between 2010 and 2022 were examined in terms of publication year, research
methods/models, samples, data collection tools and data analysis methods.

Sample

Since the research aims to evaluate the studies on differentiated instruction, the population of the
research consists of studies that were conducted on differentiated instruction and included
differentiated teaching practices, accessed from YOK National Thesis Center and DergiPark
databases between 2010 and 2022. No sampling method was used in the research. The aim of the
study was to reach the entire sample.

Data Collection Tools

This research consists of Turkish theses and articles on differentiated instruction in Turkey
between 2010 and 2022. During the research process, data was collected using YOK National
Thesis Center and DergiPark academic databases.

Data Collection Process

During the research process, certain filters were used to limit the collection of data. First of all, the
subject of PSM was researched and a general review of the studies in this field was carried out.137
studies were found in YOK Thesis and 204 studies were found in DergiPark. Then, the keywords
"differentiated education"”, "differentiated instruction" and "differentiated” were determined and
another general search was made with the keywords "differentiated instruction” and
"differentiated". In the search made using Turkish filters, published at the YOK National Thesis
Center between 2010 and 2022, no thesis study related to the keyword "differentiated education”
could be found, 37 thesis studies related to the keyword "differentiated education" and 87
relevant thesis studies were found the keyword "differentiated" . Among the 87 theses that YOK
Tez offers to the reader on its website, 18 theses related to the "differentiated” title were excluded
from the field of education and training, and 15 theses were excluded from review because they
were outside the scope of differentiated instruction teaching practices. As a result of the search
carried out at the YOK National Thesis Center, 54 theses published in Turkish between 2010 and
2022 were within the scope of differentiated instruction and carried out with differentiated
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teaching practices; the title, keywords and abstract were examined and recorded. By applying the
filter of being published in DergiPark between 2010-2022 and using the keyword "differentiated
education”, 1 article was found, 15 articles were found using the keyword "differentiated
education" and 59 articles were found using the keyword "differentiated". Among the 59 articles
that DergiPark presented to the readers on its website between 2010 and 2022 with the keyword
"differentiated”, 13 articles were excluded from the field of education and training, 23 articles
were outside the scope of "differentiated teaching practices" and 3 articles were published in
English. As a result of the scans made in DergiParak, 20 articles published in Turkish between
2010 and 2022 were within the scope of differentiated instruction and carried out with
differentiated teaching practices; the title, keywords and abstract were examined and recorded.
In conclusion:

1. Being published between 2010-2022,

2. Being published in Turkish,

3. Realized with differentiated teaching practices 74 studies that met the criteria were examined

and recorded.

Analysis of Data

In this research, the data was analyzed using descriptive content analysis, which is one of the
content analysis methods. Descriptive content analysis is the summarization and interpretation
of data brought together with different data collection techniques within the scope of
predetermined themes. Ultay et al. (2021) states that in studies where descriptive content
analysis is used, there is a need to systematically present the literature, and if the literature is not
systematically presented, results that are not in line with the main purpose of the analysis may
occur. For this reason, in studies where descriptive content analysis is performed, the information
must be presented systematically and accurately, the analysis must be carried out systematically
and accurately, the information must be interpreted correctly, and the results must be stated
clearly (Ultay et al., 2021). Since the criteria subject to the research were clear, descriptive content
analysis method was used to analyze the data, explain the obtained data, and reach the necessary
concepts and relationships. Within the scope of the research, the studies examined with the
descriptive content analysis method were filtered as described above and reduced to 74 studies.
The selection of studies was based on the PRISMA notification checklist. The process of selection
of studies for descriptive content analysis was made by taking into account the stages of
"identification, separation and selection" (Karacam, 2013). In the research, the publication year,
subject, research method, sample, data collection tool and data analysis method of each study
were analyzed through a template created by revising the classification form developed by
Sozbilir and Kutu (2008). The revised template was basically marked on an excel form in which
codes were created for five main sections: publication year of the studies, research
method/model, sample, data collection tools and data analysis method. In parallel with the
researcher, another researcher made coding in a different Excel form regarding the publication
year of the studies, research methods/models, sample, data collection tools and data analysis
method. The created Excel forms were then compared to ensure consensus on the accuracy of the
coding for each study, thus ensuring coder reliability. Then, the findings obtained by calculating
the frequency and percentage values of these categories were converted into tables

RESULTS

In this section, findings regarding the general trends of the studies published in Turkish between
2010 and 2022 in the YOK Thesis and DergiPark database and carried out with differentiated
teaching practices are included. The findings regarding the distribution of the studies examined
within the scope of the research by years, distribution by method/model, distribution by sample,
distribution by data collection tools and distribution by data analysis method are presented under
the headings below.
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Findings Regarding the Distribution of Scanned Studies by Years
The distribution of the scanned studies according to publication years is presented in Table 1.

Table 1. Distribution of Studies by Years

Year of Publication f %
2010 2 3
2011 1 1
2012 4 5
2013 5 7
2014 5 7
2015 4 5
2016 6 8
2017 6 8
2018 10 14
2019 15 20
2020 4 5
2021 7 10
2022 5 7
Total 74 100,0

When the distribution of the studies included in the research is examined by years, it is seen that
the most studies were published in 2019 (15) and 2018 (10). Then, respectively, 2016 (7), 2021
(7),2013(6),2017 (6),2014 (5),2022 (5),2012 (4),2020 (4), 2010 (2) and 2015 ( The study was
published in 2). The year with the fewest publications was 2011 (1). The year in which any study
was not published was not determined.

Findings Regarding the Methods/Models of the Scanned Studies

When the scanned studies were examined according to their methods/models, it was determined
that there were 39 quantitative, 20 mixed and 15 qualitative studies. It is noteworthy that while
there are the most quantitative studies among the studies, there are the least qualitative studies.
The distribution of the studies according to their methods/models is presented in Table 2.

Table 2. Distribution of Studies According to Methods/Models

Methods f %
Full Experimental 24 324
o Semi-Experimental 13 17,6
Quantitative Weak experimental 2 2,7
Subtotal 39 52,7
Mixed 20 27
Action Research 10 13,6
Qualitative Case Study 4 5,4
Example event 1 1,3
Subtotal 15 20,3
Total 74 100,0

When the distribution of the studies' methods/models is examined, the most used full
experimental design among quantitative studies is (24), followed by the semi-experimental
design (13). It is the least used weak experimental design among quantitative studies (2).Among
qualitative studies, the most used was action research (10), and then the most used was case study
(4). The least used qualitative research method is the case study (1) method.

Findings Regarding the Sample of Studies

When the studies were examined by sample group, the highest number of studies were conducted
in the secondary school group (47). Then, it was conducted with primary school (19) and high
school (8) groups, respectively. The least amount of work was done with the associate degree (1)
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group. Among the studies, there is also (1) study on an uncertain secondary school. The findings
regarding the sample group of the studies are presented in Table 3.

Table 3. Distribution of Studies by Sample Group
Sample Group f %

Secondary school 5 21 26,9
Secondary school 7 16 20,5
Primary school 4 9 11,5
Secondary school 6 8 10,2
Primary school 3 6 7,7
High school 10 6 7,7
Primary school 2 4 51
Primary school 1 2 2,6
Secondary school 8 2 2,6
High school 9 2 2,6
Secondary school (Undefined) 1 1,3
Associate degree 2 1 1,3
Total 78 100,0

According to the distribution of the studies regarding the sample group, the most studies were
conducted in the secondary school 5 (21) group. Then, respectively, the most studies were in
secondary school 7 (16), primary school 4 (9), secondary school 6 (8), primary school 3 (6), high
school 10 (6), primary school 2 (4), primary school 1 (2), secondary school 8. (2) and high school
9 (2) sample groups. Minimum study done with associate degree 2 (1). It is not specified at what
grade level the study, coded as secondary school undetermined (1), was conducted. Among the
studies within the scope of the research, no studies were found regarding high school 11th grade,
high school 12th grade and associate degree 1st grade sample groups. The distribution of the
sample size of the scanned studies is presented in Table 4.

Table 4. Distribution of Studies by Sample Group Size

Sample Group Size f %
Between 31-100 34 45,8
Between 11-301 33 44,6
Between 1-10 3 4,1
Between 101-300 3 4,1
Between 301-1000 1 1,4
Total 74 100,0

When examined according to sample size, the sample sizes are 31-100 (34), 11-30 (33), 1-10 (3),
101-300 (3) and 301-1000 (1), respectively.

Findings Regarding the Data Collection Tools of the Studies

When the data collection tools of the studies within the scope of the research are examined, it is
seen that achievement tests (52) were used the most. Then, surveys (47), interviews (28),
alternative assessment tools (24), tests such as perception/interest/attitude/ability /personality
(23) and observation (18) were used, respectively. It is noteworthy that achievement tests and
surveys are used more in research than other data collection tools. The distribution of the scanned
studies according to data collection tools is presented in Table 5.
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Table 5. Distribution of Studies According to Data Collection Tools

Data Collection Tools f %

Multiple choice 38 19,7
. Mixed 9 4,7

Achievement Tests

Open Ended 5 2,6
Subtotal 52 27

Questionnaire Likert 47 24,5

Semi Structured 24 12,5
Meeting Structured 4 2,1

Subtotal 28 14,6

Alternative Assessment Tools 24 12,5
Perception/Interest/Attitude/Personality 23 12

etc. Tests

Participant 12 6,3
Observation Non-Participant 6 3,1
Subtotal 18 9,4

Total 192 100,0

When the distribution of the studies according to data collection tools is examined, the majority
of achievement tests consist of multiple choice tests (38). Then come mixed tests (9) and open-
ended tests (5). After the achievement tests, surveys were most preferred and the surveys were
in Likert (47) type. The majority of the interviews were semi-structured (24) and structured
interviews (4) were used less frequently. In the observation technique, participant observation
(12) was more preferred, while non-participant observation (6) was less preferred.

Findings Regarding Data Analysis Methods of Scanned Studies

Quantitative data analysis methods of the scanned studies were examined in two groups:
predictive and descriptive, and qualitative data analysis methods were examined in two groups:
descriptive analysis and content analysis. When the data analysis methods used by the studies are
examined, it is seen that quantitative data analysis methods (96) are used more than qualitative
data analysis methods (43). The distribution of the studies according to data analysis methods is
presented in Table 6.
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Table 6. Distribution of Scanned Studies According to Data Analysis Methods

Data Analysis Methods f %
Mann Whitney U 26 18,7
Wilcoxon Signed Ranks 23 16,6
T test 16 11,6
Anavo/Ancova 8 5,8
Factor Analysis 4 29
o Kruskal Wallis H 2 1,4
Predictive
Manova/Mancova 2 1,4
Quantitative Wilcoxon-Z 2 14
Ki Kare Test 1 0,7
Regression 1 0,7
Shapiro-Wilk 1 0,7
Subtotal 86 61,9
Mean/Standard Deviation 6 4,3
Descriptive Frequency/Percentage Tables 4 2,9
Subtotal 10 7,2
Subtotal 96 69,1
o Descrll?tlve 27 158
Qualitative Analysis
Content Analysis 21 15,1
Subtotal 43 30,9
Total 139 100,0

When the distribution of the studies according to data analysis methods was examined, predictive
methods (86) were the most used method among the quantitative methods, and Mann Whitney U
Test (26) and Wilcoxon Signed Ranks (23) were the most used data analysis methods among the
predictive methods. Then, T-test (16), Anaova/Ancova (8), Factor Analysis (4), Kruskal Wallis H
(2), Manova/Mancova (2), Wilcoxon-Z (2) methods were used, respectively.

The least used data analysis methods were Chi Square Test (1), Regression (1) and Shapiro-Wilk
(1) methods. Among the quantitative methods, the descriptive (10) method was used less and the
mean/standard deviation (6) and frequency/percentage tables (4) were used as descriptive
methods. The preference rates of descriptive analysis (22) and content analysis (21) methods,
which are used as qualitative data analysis methods in studies, are very close to each other.

RESULTS and DISCUSSION

Trend studies carried out in various fields and at certain time intervals can provide ideas for both
researchers and decision-makers in this field. For this purpose, in this study, 54 theses and 20
articles, which included PSM applications between 2010 and 2022 and were fully accessible, were
examined in terms of their distribution according to the years of publication, method/models,
sample, data collection tools and data analysis method, and certain results were reached.Smale-
Jacobse et al.,, (2019) similarly conducted a systematic literature review over a 10-year period
covering the years 2006-2016.

It has been observed that there has been a significant increase in the number of studies scanned
since 2016 and the most studies were conducted in 2019. Based on this, it is possible to say that
studies in the field of differentiated instruction intensified between 2016 and 2019.It was
determined that the fewest studies were published in 2011. Additionally, the results showed that
there was no year in which no study was published. Karadag et al. (2008) states that since the
2005-2006 academic year in Turkey, education has started to be taught by adopting the
constructivist approach in all primary education levels. The concept of differentiated education,
based on the constructivist approach, became the subject of research in Turkey after the 2005-
2006 academic year. From this perspective, studies in the field of differentiated instruction
showed a steady increase between 2010 and 2019.
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When the studies are examined, it is seen that quantitative methods are mostly used with 52,7%
(39). Then, mixed designs were studied the most, and studies in this design constituted 27% (20)
of the publications. Approximately 20,3% (15) of the studies were designed with a qualitative
approach and it was the least used method. Dal (2022) concluded in his study that most studies
on differentiated education were conducted in quantitative methods and experimental designs
were preferred the most. While Donmus and Eroglu's (2021) research included mostly
quantitative research, it was revealed that mixed research and a small number of qualitative
research methods were used, and these results support the current research result. Karadag
(2016) concluded that of the two studies conducted in Turkey on differentiated instruction, one
was quantitative and the other was qualitative, and revealed that experimental and action
research designs were used in these studies. Based on this, it can be said that research on
differentiated teaching practices is mostly done using quantitative and mixed designs. While
Civitillo et al, (2016) stated that qualitative studies provide a better understanding of how
teachers carry out differentiated teaching practices in their classrooms, Deunk et al., (2018) stated
that quantitative studies provide statistical data to researchers to predict the future.

In the studies examined, it was seen that the studies were conducted on secondary school, primary
school and high school samples, respectively, as sample groups. It was determined that in the
secondary school group, the most research was conducted with the secondary school 5 group and
the least with the secondary school 8 group. In the primary school group, the most work was done
with primary school 4, while the least was done with primary school 1. In the high school group,
studies were carried out in only two sample groups, high school 9 and high school 10. Karadag
(2016) also revealed in his study that studies on differentiated instruction were carried out mostly
at the 5th grade level. In addition, in the analysis made according to the sample groups, it was
determined that the theses and articles were mostly studied with the secondary school (5-8
grade) sample group. The least studied sample group in theses and articles about PBL is preschool.
In addition, in the analysis made according to the sample groups, it was determined that the theses
and articles were mostly studied with the secondary school (5-8 grade) sample group. The least
studied sample group in theses and articles about PBL is preschool.

Considering the sample size, sample sizes of 31-100 and 11-30 were preferred at most. The
sample group sizes of the studies were mainly 31-100 (50%) and 11-30 (43%). In the Dal (2022)
study, the maximum sample size in studies on differentiated instruction was 1-100, and this result
supports the research result. In addition, the result of the study coincides with the conclusion that
the sample size reached in Asiroglu's (2020) study mainly varied between 11-100. In his research,
Ozkal (2020) found that the most sample sizes were 1-50, 101-500, 51-100, 1001 and above and
501-1000, respectively, and these ranges support the result of the current research. Suprayogi et
al,, (2017) found that there was a correlation between class size and differentiated teaching
practices. Accordingly, it has been stated that as the class size grows, the teacher should use
differentiated teaching practices.

[t is noteworthy that 192 data tools were used in the 74 studies reviewed and it is seen that there
is diversity in data collection tools. Achievement tests were mostly used to collect data, followed
by surveys. The majority of achievement tests consist of multiple choice questions. It is less
preferred than mixed and open-ended questions. All surveys are Likert type. After achievement
tests and surveys, interviews, alternative assessment tools, tests such as
perception/interest/attitude/personality, and observation techniques were used as data
collection tools, respectively. Almost all of the interviews were conducted in a semi-structured
manner. Observation was mostly done in the form of participant observation. Ozkal (2020) also
concluded that in his research, Likert scale, semi-structured interview, and multiple choice
achievement test were mostly used, respectively; It has been revealed that the most frequently
used data collection tools in the theses examined are scale and survey studies (Unal, 2022; Ozan
and Kose, 2014).

It was observed that there were studies using more than one data analysis method in 74 studies
included in the scope of the research, and it was determined that 139 data analysis methods were

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);1-14 10



Giizel, Nacar, A., M., Dés, B. / A Methodological Analysis of Research on Differentiated Instruction

used. It is possible to show mixed studies as the reason for this diversity in data analysis methods.
Because quantitative and qualitative methods are used together in mixed studies, it is necessary
to use both quantitative and qualitative data analysis methods during data analysis. When the
scanned studies are examined in terms of data analysis methods, quantitative methods constitute
61.9% of the studies and are the most used method. Among the quantitative data analysis
methods, predictive methods have been the most used method, respectively Mann Whitney U,
Wilcoxon Signed Ranks, T test, Anavo/Ancova, Factor Analysis, Kruskal Wallis H,
Manova/Mancova, Wilcoxon-Z, Chi Square Test, Regression and Shapiro-Wilk data analysis
methods were used. The descriptive method has been used less frequently, and in this method
mean/standard deviation and frequency/percentage tables are used.

Among the scanned studies, the rate of those using qualitative data analysis method was 30.9%,
and descriptive analysis was used most, followed by content analysis. Studies conducted in the
field support the results of the study. Ozkal (2020) says that content analysis was used most in his
research, followed by t-Test, descriptive analysis, frequency and percentage, and ANOVA data
analysis technique. Donmus and Eroglu (2021) reveal that quantitative data analysis methods are
used more and that t-test and Anova/Ancova are used more among predictive methods. Ozan and
Kose (2014) determined that the most commonly used data tools are mean/standard deviation,
t-test, frequency/percentage values and ANOVA, respectively.

Based on the results of this study, some recommendations can be made for future research. The
articles and theses included in the scope of the research were accessed from YOK Thesis and
DergiPark databases. It may be recommended to change the databases in future studies. The
studies included in the research consist of studies published in Turkish between 2010 and 2022.
It may be recommended to change or diversify these criteria in future studies.

In line with the results obtained from the study, some suggestions can be made for practitioners.
It was determined that the least used method in the studies included in the research was the
qualitative method. For this purpose, the number of literature review studies related to studies
carried out with PSM applications can be increased. It was observed that the studies carried out
with PBL applications were generally thesis studies (54), and the studies were less frequently
presented as articles (20). In future studies, more space can be given to articles on research
conducted with PDM applications. In the studies within the scope of the research, the number of
studies on pre-school, high school 10 and high school 11 as sample groups can be increased, or
the effects on different levels can be examined by working with undergraduate sample/study
groups.
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Bu arastirmanin amaci; destek egitimi odasindan yararlanan 6grencilerin velilerinin destek egitimine
yonelik goriislerini belirlemektir. Arastirma Samsun ilinin Canik ilgesinde bulanan destek egitimi odasi
olan ilkokul ve ortaokul diizeyinde egitim alan 6grencilerin velilerine yoneliktir. Arastirmanin ¢alisma
grubunu belirlemek amaciyla Canik flge Milli Egitim Midiirliigii'nden destek egitim odasi bulunan
okullarin listesi ve iletisim bilgileri alinmistir. Canik ilgesi ayn1 zamanda arastirmacinin calistig1 ilce
oldugu icin resmi bir izin alinmamistir. Orneklem, destek egitim odasinda egitim verildigini ve
6grencilerin varligini teyit etmek i¢in her okulla ayr1 ayr iletisime gecilerek belirlendi. Arastirma Canik
ilcesinde ki 5 okul, 40 veli ile sinirhidir. Bu arastirma nitel bir arastirma olup, durum c¢alismasi deseni ile
ylritilmustir. Destek egitiminin etkilerini ve 6nemini degerlendirmek tizere uzman goriisii de alinarak
Likert 6lcegine dayali olarak anket hazirlanmistir. Her bir soru, velilerin ¢ocuklarinin egitimindeki
destek egitiminin etkileri iizerindeki diistincelerini degerlendirmeyi amaclamaktadir. El edilen bulgular,
ebeveynlerin cocuklar1 icin giderek daha fazla destek egitiminden yararlandirilmalarini istedigi,
cocuklarin iletisim becerilerinde de o6nemli bir gelisme oldugunu gostermistir. Ancak destek
egitimlerinin normal ders saatlerinde verilmesi konusunda veliler arasinda geliskili bir tutum ortaya
cikmistir. Sonuglar bir biitliin olarak incelendiginde, ailelerin egitimi destekleyen tutum olgegi ile
cocuklarinin akademik basarilarimi artirdigini, karakter gelisimlerini olumlu etkiledigini, disiplin
kazandirdiklarini, okula karsi olumlu tutum gelistirdiklerini ve dolayisiyla ¢ocuklarinin 6zgilivenini
artirdigin1 belirttikleri goriildii. Ayrica tutum odlgeginde de vurgulandigl gibi dezavantajli ¢ocuklara
yonelik destek egitimlerinin kullanilmasi, egitimde firsat esitligi saglamanin bir yolu olarak algilanmistir.
Ozetle, cocuklar destek egitiminden yararlanan ebeveynlerin ¢ogunlugu memnuniyetlerini ifade ederek
bu odalarda bireysellestirilmis egitim verilmesini desteklemislerdir.

Anahtar Kelimeler: Destek egitimi, kaynastirma, 6zel gereksinimli birey

Abstract

The purpose of this research; To determine the opinions of the parents of the students who benefit from
the support education room regarding the support education. The research is aimed at the parents of
students receiving primary and secondary school education in the support education room located in
Canik district of Samsun province. In order to determine the study group of the research, the list and
contact information of schools with support education rooms were obtained from Canik District
Directorate of National Education. Since Canik district is also the district where the researcher works, no
official permission was received. The sample was determined by contacting each school individually to
confirm that education was provided and the presence of students in the support education room. The
research is limited to 5 schools and 40 parents in Canik district. This research is a qualitative research
and was conducted with a case study design. In order to evaluate the effects and importance of support
training, a survey was prepared based on the Likert scale by taking expert opinion. Each question aims
to evaluate parents' thoughts on the effects of supportive education on their children's education. The
findings showed that parents increasingly want their children to benefit from support education, and
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that there is a significant improvement in children's communication skills. However, a contradictory
attitude emerged among parents regarding the provision of support training during normal class hours.
When the results were examined as a whole, it was seen that families stated that the attitude scale
supporting education increased their children's academic success, positively affected their character
development, gained discipline, developed a positive attitude towards school, and therefore increased
their children's self-confidence. In addition, as emphasized in the attitude scale, the use of support
training for disadvantaged children was perceived as a way to ensure equal opportunities in education.
In summary, the majority of parents whose children benefited from support education expressed their
satisfaction and supported the provision of individualized education in these rooms.

Key Words: Support education, inclusion, individual with special needs

GIRIS

Bireyler arasinda gelisimsel yeteneklerdeki farkliliklar, temel haklari olan egitime erisimlerini
engellememelidir. Egitim ¢ercevesi bireysel ihtiyaclari karsilayacak ve kendi kendine yeterliligi
tesvik edecek sekilde tasarlanmaldir. Ozel gereksinimli bireylere yonelik egitim ortamlarinin
diizenlenmesi engellilik durumuna gére degisiklik géstermektedir (Ataman, 2009). Ulkemizde
engelli bireylere yonelik ortamlar genellikle ayr1 veya kapsayici olarak siiflandirilmaktadir.
Farkli egitim mekanlar1: Batu ve Kircaali iftar'a (2005) gore, 6zel egitim gerektiren bireylere
yonelik, bu gereksinimleri olmayan akranlarindan farkli, uzmanlasmis egitim programlari ve
personeli tarafindan yonetilen egitim kurumlarini ifade etmektedir. Kapsayici egitim ortamlari:
Oncelikle hafif derecede zihinsel engelli cocuklara yonelik, kisitlayicilhgr en az olan mekan

olarak adlandirilan normal simiflar1 kapsar (Sucuogly, Kircaali-Iftar, Tekin-iftar, Kaner ve
Bakkaloglu, 2009).

MEB OEHY'ye (2008) gore, 6zel egitim gerektiren bireylerin ideal olarak engelli olmayan
akranlariyla birlikte ayni kurumda egitimlerine devam etmeleri gerektigi vurgulanmaktadir.
OEHY'nin 23. Maddesi, kamu/6zel okullarda bireylerin okul 6ncesinden oérgiin ve yaygin
kurumlara kadar olan egitim yolculuklar1 boyunca destek hizmetleri sunarak, 6zel egitim
saglayarak Kkapsayici egitimi oOzetlemektedir. Kapsayici egitim ortamlari, 6zel egitim
hizmetleriyle kolaylastirilan, engelli bireylerin gelisimleri normal olan akranlariyla birlikte
katilimini igerir (MEB, 2008). Katilim ii¢ yontemle gerceklestirilir: tam zamanli, yar1 zamanl ve
tersine katilim. Ulkemizde agirhkli olarak tam zamanlh kaynastirma egitimi uygulanmaktadir
(MEB, 2012).

Ek Ozel egitim destegi olmadan kaynastirma, 6zel ihtiyaclari olan bir 6grencinin yalnizca
normal bir sinifa yerlestirilmesini gerektirir. Ancak etkili bir katilim i¢in 6zel egitime yonelik
destek hizmetleri zorunludur. Kaynastirma, 6zel egitim gerektiren bireylerin ihtiyaglarini
karsilayan gerekli hizmetlerin saglanmasiyla uygun sekilde yiiriitiilmesini gerektirir (Batu,
2000). Etkili kaynastirma uygulamalari, destek 6zel egitim hizmetlerinin saglanmasin
gerektirmektedir. Katilimin basarisi genellikle destek egitim odalarinin etkinligiyle paralellik
gosterir. Bu odalar okul i¢indeki bir kaynak odasinda akranlarindan ayri olarak ekstra egitim,
fizyoterapi, dil ve konusma terapisi gibi 6zel hizmetler sunmaktadir (Ozyiirek, 2009). Destek
egitim odasi uygulamalarinda sadakat, kaynastirmada hedeflenen basariy1 dogrudan
etkilemektedir (McNamara, 1989).

Farkliliklara ragmen diinya ¢apindaki bireyler standart bir sinif ortaminda birlikte egitim
alabilmektedir. Ancak baz1 c¢ocuklar akranlarindan farkli egitim programlarina ve
degerlendirme siire¢lerine ihtiya¢ duyabilmektedir (Aral ve Giirsoy, 2009). Destek egitim odasi
hem fiziksel bir alan hem de temel hizmetleri saglayan 6zel bir ortam gorevi gorerek genel
egitimde 6zel ihtiyaclar1 olan 6grencilere 6nemli 6l¢ciide zaman tasarrufu saglar (McNamara,
1989). Ozellikle destek egitim odas1 hafif ila orta derecede zihinsel engeli olan 6grenciler icin
tercih edilen bir hizmet se¢enegidir (Glomb ve Morgan, 1991).
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Destek egitim odas1 hizmeti bircok avantaj da sunmaktadir. Ogrencilerin bireysel ihtiyaglarim
karsilar, geciktikleri alanlarda 6zel destek saglar ve 6zel ilgi sunar. Akademik ve davranissal
zorluklarla bogusan 6grenciler, sinif 6gretmenleri, akranlari1 ve konuya 6zel egitmenler icin
zorluklar yaratir. Destek egitim odasina katilan 6grencilerde gézlemlenen akademik ilerleme
ve davranissal uyum, onlarin ¢ok yonlii gelisimlerine 6nemli katki saglamaktadir. Boyle bir
ortamda egitim goren engelli 6grencilerin psikolojik doniisiimler gecirecegi dngoriilmektedir.
Basarinin yasanmasi 6zgiivenin artmasini, akran iletisiminin gelismesini ve toplumsal kabuliin
artmasini saglar (Unal, 2008).

Ancak destek egitim odasi uygulamalarinda zorluklar mevcuttur. Basarilarini etkileyen
faktorler arasinda velilerin belirsiz sonug beklentileri, bu tiir egitime karsi 6grencilerin direnci,
okul yoneticilerinin bu egitime karsi ilgisizlikleri, personellerin 6grenci ile olan iletisimlerinde
ki yetersizlikleri ve yetersiz fiziksel olanaklar yer almaktadir (McNamara, 1986). Destek egitim
odasi oturumlari planlanirken, uygun bireysel hedeflerin belirlenmesine, hedefe yonelik egitim
programlarinin tasarlanmasina, damsmanlik uygulamalarinin olusturulmasina, 6grenci
gelisiminin dilizenli olarak degerlendirilmesine ve sonuglarin degerlendirilmesine titizlikle
dikkat edilmelidir (Black ve Morris, 1974).

Cocuklarin farkl ihtiyaclar1 géz 6niinde bulunduruldugunda, egitim gereksinimleri de buna
gore degisme egilimindedir. Ozel egitim alaninda 6zel gereksinimli cocuklar, kendilerine 6zgii
farkliliklarindan dolay1 onlari ek destege ihtiya¢ duyan bireyler olarak tanimlanmaktadir. Bu
bireyler, yasitlarindan fiziksel, zihinsel, duygusal ve sosyal acilardan farklilasan, degisen
ihtiyaclarla ayirt edilirler (Kargin, 2004). Ozel gereksinimli bireylerin topluma
kazandirilmasinin temel tas1 egitimde firsat esitliginin saglanmasidir (Kircaali-iftar ve Batu,
2005). Bu esitligi saglamak icin, onlarin kendine 6zgii gereksinimlerine gore uyarlanmis 6zel
egitim zorunlu hale gelir. Ozel egitim, 6zel egitim programlari, yontemleri, ekipmanlar1 ve
personeli araciligiyla bireylerin ilgilerini, ihtiya¢larin1 ve Kkapasitelerini gelistirmeyi
amacglamaktadir. Amaci, onlar1 temel yasam becerileriyle giiclendirmek, sosyal entegrasyonu,
isbirlik¢i calismayi, cevreye uyum saglamay: ve kendi kendine yeterliligi tesvik etmek, onlari
yliiksekogrenime ve yasam arayislarina hazirlamaktir (Diken, 2010).

Ozel Egitim Yonetmeligi 6zel egitimi, 6zel egitim gerektiren bireylerin egitimsel ve sosyal
eksikliklerini karsilamak iizere 06zel olarak egitilmis personel, egitim programlar1 ve
yontemlerin saglanmasi olarak tanimlanmaktadir (MEB, 2006;0EHY). Bu programlar, egitim
ortamlarindaki tim gelisim alanlarn ve akademik disiplinlerdeki bireysel o6zellikler ve
yeterlilikler temel alinarak formiile edilir. Literatiirde 06zel egitimin cesitli tanimlariyla
karsilasimaktadir. Eripek'e (2013) gore oOzel egitimi engelli bireylerin bagimsiz yasam
yeteneklerini optimize etmeyi amaclayan, bireysel olarak planlanmis, sistematik olarak
yluriitiilen ve titizlikle degerlendirilen egitim hizmetlerini kapsamaktadir. Bu tanimlar ¢ogu
zaman Amerika Birlesik Devletleri'ndeki bir¢cok yasa ve tanimla kesismektedir (Melekoglu,
2010).

Ozel Egitimin Amaglari

Genel anlamda 6zel egitimin temel amaci, 6zel egitime ihtiyaci olan bireylerin bagimsiz bir
yasam siirmelerini desteklemektir. (Cavkaytar, 2005). MEB OEHY'nin 5. maddesi, iiretken
vatandas olmayi, sosyal uyumu, bagimsiz yasam becerilerini, yiiksek 6grenime hazirligi,
kariyer yollarini, egitim ihtiyaclarini, yeterliliklerini gelistirmeyi, ilgileri ve yetenekleri
dogrultusunda hayata hazirlanmalarini amaclayan hedefler 6zel egitimin hedeflerini
ozetlemektedir(MEB, 2006;0EHY).

Egitim Ortamlar

Engelli 68renciler, engellerinin etkisinin boyutuna bagh olarak, normal gelisim gdsteren
akranlariyla birlikte ya da ayrilmis egitim mekanlarinda egitimlerini gérmektedir (Ozyiirek,
2004). Ayrik egitim diizenleri, belirli engel gruplarina gore hazirlanmis 6zel egitim okullarini
kapsarken, kapsayici egitim diizenlemeleri normal egitim kurumlar1 biinyesinde
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yiiriitiilmektedir (MEB, 2006). OEHY'nin dérdiincii maddesi (ii) bendi egitim ortamlarin "Ozel
egitim gerektiren bireylere hizmet veren, Bakanliga bagh her tiir ve diizeydeki kamu ve 6zel
yatili ve giindlizlii okul ve kurumlar1” olarak diizenlemistir. Bu ortamlar yetismis personel,
gelismis egitim programlar1 ve metodolojileri kullanilarak szel egitimle donatilmislardir. (MEB,
2006; OEHY).

Kapsayia Uygulamalarin Onemi

Kapsayici egitimin temel felsefesi, tiim ¢ocuklarin sinif ortaminda 6grenmesini kolaylastirmak
ve her cocugun potansiyelini en iist diizeye cikarmasini saglamak etrafinda déner. Kaynastirma
siniflarinda ¢ocuklarin kendi hiz ve tarzlarinda ilerlerken 6grenme ortamina aktif olarak
katilmalar tesvik edilir. Okullar, ¢ocuklarin sosyal beceriler edindigi ve arkadashklar kurdugu
onemli alanlar olarak hizmet vermektedir. Dolayisiyla, engeli olan ve olmayan c¢ocuklar
karsilikli olarak sosyal becerileri 6grenirler ve sosyal baglantilar1 gelistirirler (Vaidya ve
Zaslavsky, 2000). Kaynastirma kapsamindaki egitim programlari genellikle 6grencilerin ihtiyac
duyduklar1 durumlari belirleyerek kaynastirma ortamlarinda gerekli olan gerekli hizmetleri ve
destegi belirleyerek uyarlanir. Ogretmenler, 6zel ihtiyaglari olan 6grencilerin akranlariyla ayni
firsatlara ve deneyimlere erismelerini saglamada ve gerektiginde 6gretimsel diizenlemeler
yapmada ¢ok 6nemli bir rol oynamaktadir (Bauer ve Kroeger, 2004). Sonu¢ olarak normal
gelisimi olan ¢ocuklarin ve engelli durumundaki ¢ocuklarin etkilesim, iletisim ve sosyal beceri
davranislarinin daha etkin hale geldigi gozlenmektedir. Ayrica engelli ¢ocuklarla etkilesim,
normal gelisim gosteren cocuklarin benlik saygisinin artmasina da katkida bulunmaktadir
(Giiven ve Aydin, 2007).

Kapsayici Egitimin Avantajlar:

Kapsayia egitim, oncelikle 6zel ihtiyaclar1 olan ¢ocuklar icin ¢ok 6nemli faydalar saglar.
Kapsayici ortamlarin bir parcasi olmak, bu ¢ocuklarin akranlarin ve yetiskinleri goézlemleyerek
davranislarini sekillendirmelerine, baskalariyla birlikte sosyal hayata katilirken davranislarini
toplumsal beklentilerle uyumlu hale getirmelerine olanak tamr (Eripek, 1990). Kircaali-Iftar
(2012), kapsayict egitimin normal gelisim gosteren 6grencileri giiclendirerek, 6zel ihtiyaclari
olan bireylere rol model olmalarini sagladigini ve onlarin topluma entegrasyonuna yardimci
oldugunu vurgulamaktadir. Ozel ihtiyaglari olan 6grencilere saglanan faydalar sunlardir:

. Ogrenme hizlarina ve kapasitelerine uygun ozel egitim alma.

. Onlarin 6zelliklerine uyum saglayacak sekilde tasarlanmis ortamlar araciligiyla uyum,
basari ve 6zgiiveni gelistirmek.

. Destek egitimi yoluyla zayif yonleri etkili bir sekilde iyilestirmek, kendine giiven,
takdir, sorumluluk ve yararlilik duygusu gibi degerleri tesvik etmek, sosyal entegrasyonlarini
kolaylastirmak.

. Kapsayici ortamlarda daha yiiksek oranda olumlu davranis sergilemek.

. Akranlar arasinda daha kolay modelleme ve tanimlama.

. Iletisim, isbirligi, kabul ve yasam becerileri kazanmak.

. Alg1 sistemlerine ve Ogrenme iceriklerine uygun yontemler, teknik araglar ve

ekipmanlar araciligiyla giiclendirilmis 68renme.

. Aile egitimi, sosyal, kiiltirel ve eglence faaliyetleri yoluyla biitiinsel gelisimin
kolaylastirilmasi (Salend, 2001).

Odak noktasi1 genellikle 6zel ihtiyaclar1 olan 6grencilere yonelik faydalar etrafinda dénerken,
kapsayici egitim bu bireylerin 6tesine uzanan avantajlar sunmaktadir. Karsilikli anlayisin
gelismesi acisindan normal bireylere, sinif 6gretmenlerine ve her iki grubun ebeveynlerine
biiylik fayda saglar (Topgu ve Katulmus, 2013). Kaynastirma siniflarinda normal 6grencilerin
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bireysel farkliliklara karsi hosgoriisi artar, isbirligi becerileri gelisir, liderlik, 6rnek olma ve
sorumluluk gelisir (Atkin, 2013). Ozel ihtiyaglar1 olan bireylerle 6nceden tanismayanlar icin
kaynastirma, gelecekteki cesitli ortamlarda potansiyel olarak karsilasilabilecek onlar1 anlama
ve onlarla daha iyi etkilesim kurma firsati saglar (Eripek, 1990).

Kaynastirma uygulamalar1 6zel gereksinimli bireylerin ailelerini de etkileyerek onlarin
beklentilerini, okula bakis agilarini degistiriyor, ¢catismalar1 azaltiyor ve destek stratejilerini
gelistiriyor (Atkin, 2013). Sinif 6gretmenleri, katiima yonelik olumlu tutumlar gelistirerek,
gelismis sosyal etkilesim icin ek egitim alarak, farkli 6grencilere yardim etmede mutlulugu
tesvik ederek ve cesitli alanlardan uzmanlarla yeni iliskiler kurarak fayda saglar (Bailey ve
Winton, 1987, aktaran: Turhan, 2007). Ayrica kapsayici egitim, 6gretmenlerin sinif ortamini ve
miifredat1 6grencilerin ihtiyaclarina gére uyarlamalarina, diger personelle iletisim ve isbirligi
becerilerini gelistirmelerine yardimci olur (Salend, 2001).

Kapsayici Egitimde Zorluklar

1980'li yillardan bu yana iilkede kaynastirma uygulamalarinin uygulanmasina bakildiginda,
kurumsal nitelik veya niceligin yetersiz olmasi, programlari yiiriitecek 6gretmenlerin sinirh
veya yetersiz yetistirilmesi ve 6gretmenlere destek olacak uzman egitimcilerin azlig1 gibi
sorunlar ortaya ¢cikmaktadir (Diken, 2010; Sucuoglu, 2010). 1996). Bir diger zorluk ise okul
yoneticilerinin ve personelinin bireysel farkliliklar1 kabul etme ve sinif 6gretmenlerine destek
verme konusundaki isteksizligidir (Kircaali-iftar, 2012). Ayrica 6zel egitim kurumlarinin
desteklerinin olmayisi ve normal okullardaki 6gretmenler ile 6zel kurumlardaki 6gretmenler
arasinda isbirliginin olmayisi, destek egitimi alan c¢ocuklar icin o6nemli zorluklar
olusturmaktadir (Kircaali-iftar, 2012).

Kaynastirma Egitiminde Destekleyici Ozel Egitim Hizmetleri

Kapsayici egitim uygulamalarinin basariya ulasmasi icin destekleyici 6zel egitim hizmetlerine
ihtiya¢ vardir. Kaynastirmanin dogru bir sekilde gerceklestirilmesi, 6zel gereksinimli
ogrencilere ve/veya smif ogretmenlerine yonelik destek hizmetlerini zorunlu kilmaktadir
(Batu, iftar, 2011). Ozel gereksinimli 6grencilerin simiflara yerlestirilmesinde destek
hizmetlerinin verilmemesi, onlarin etkili bir sekilde katki saglayamamasina neden olmakta,
akranlarinin saygi ve duyarlilik gelistirmelerini engellemektedir (Vuran, 2005). Kaynastirma
uygulamalarinda yetersiz destek hizmetleri sinif 6gretmenlerine yiik getirmekte, o6zel
gereksinimli 68rencilerin egitim kalitesini azaltmaktadir (Sucuoglu ve Kargin, 2008). Kapsayici
egitimin vazgecilmezi olan 6zel gereksinimli bireylerin akranlariyla uyum saglayabilmeleri ve
gerekli becerileri kazanabilmeleri icin diizenli ve sistematik destekleyici egitime ihtiyaclari
vardir (Nizamoglu, 2006).

Kapsayic1 egitim kapsamindaki 6zel egitime destek hizmetleri, sinif i¢ci hizmetler ve sinif disi
olmak tizere iki kategoriye ayrilmaktadir.

Destek Egitim Odasi

Ogrenciler zorlandiklar konu veya alanlarda ek destek egitimi almak icin normal siniflarindan
gecici olarak cikarilir ve buna destek egitim odasi denir (Batu ve Kircaali iftar, 2011).

Egitim Odasi Uygulamasinin Desteklenmesi

Kiiresel literatiirde “kaynak odalar” kavrami OEHY (2018) kapsaminda destek egitim odalar
olarak kabul edilmistir. Bu ¢alismaya goére "destek egitim odas1” terimi "kaynak odas1" yerine
gecmektedir. Ozel Egitim Hizmetleri Yonetmeligi (2006), kaynak odasi ile esanlamli olan
destek egitim odasin1 "Kaynastirma uygulamalari yoluyla egitim goéren dgrencilere ve iistlin
yetenekli 6grencilere uzmanlik alanlarinda destek egitim hizmetleri sunan organize bir ortam"
olarak tanmimlamaktadir. Bu Yonetmelik, okullarda destek egitim odalar1 kurulmasi, 6zel
gereksinimli 68renciler ve iistiin yetenekli 6grencilerin engelsiz akranlariyla ayni siniflarda
0grenim goérmesi icin 6zel donanim ve egitim materyalleri saglanmasinin hukuki temelini
olusturmustur (RG. say1:26184, Tarih:31.05.2006). ). Kircaali-iftar'a (2012) goére normal
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siniflara katilan bir 6grenci, karsilanmayan egitim ihtiyaclarini karsilamak icin zaman zaman
kaynak odasina yerlesebilir. Burada uzmanlik egitimi, 6zel egitim Ogretmeni tarafindan
bireysel olarak veya kiiciik gruplar halinde verilmektedir (Kircaali-iftar, 2012). Kaynak odasi
egitimcisi hem 6gretim hem de damismanlik rollerinden sorumludur (Ozyiirek, 2004), genel
egitim ortamlar1 disinda 6zel ihtiyaglari olan 6grenciler icin en uygun diizenleme olarak kabul
edilmektedir (Kargin, 2004).

Destek Egitim Odasinin Amaci

Harris'e (1998) gore amag, 6grencilerin normal derslere etkili bir sekilde katilimini engelleyen
sosyal, akademik ve davranigsal engelleri ¢6zmektir. Basitce sdylemek gerekirse, destek egitim
odasi, kapsayici ortamlarda 6grencilerin ihtiyaglarini karsilayarak 6grencinin basarisini en iist
diizeye ¢ikarmay1 amaglamaktadir.

Destek Egitim Odasinin Yasal Cercevesi

Madde 23 (e), Kaynastirma egitimi uygulayan okullar, 6grencinin engeline uygun fiziksel,
sosyal ve psikolojik ortamlar diizenlemektedir. Okullar ayrica egitim hizmetlerinin verimli bir
sekilde sunulmasi i¢in 06zel ekipman, materyal saglayarak destek egitim odalar
kurmaktadirlar. Ayrica ayn1 maddenin (h) bendinde kaynastirma ortamlarindaki 6grencilere
yonelik destek egitim hizmetlerinin diizenlenmesi, sinif ici yardim saglanmasi veya destek
egitim odalarindan yararlanilmasi vurgulanmaktadir. 16. maddede 6zel egitim hizmetleri
kurulunun destek egitim odalar1 ve 6zel egitim siniflarinin agilmasini teklif etmek, kaynastirma
egitim kurumlarindaki ihtiyaclar1 belirlemek, destek egitim alan o6grencilere iliskin
uygulamalar1 denetlemek gibi gorevleri anlatilmaktadir. Madde 28'de okul ve kurumlarda
destek egitim odalar1 kurulmasi, 6zel egitim gerektiren 6grencilere 6zel donanim ve egitim
materyalleri saglanmasi ve lstiin yetenekli 6grencilerin engelsiz akranlariyla birlikte derslere
katilmasi vurgulanmaktadir. Milli Egitim Bakanligi'nda ana hatlar1 verilen bu diizenlemeler
hizmeti tansimlamakta ancak igerigine iliskin net ayrintilar icermemektedir (Akay, Uzuner ve
Girgin, 2014).

Destek Egitim Odasinin Fiziksel Ozellikleri

Milli Egitim Bakanlig1 Kaynastirma uygulamalar genelgesi (2008) bir destek egitim odasinin
diizenlenmesine iliskin temel hususlari su sekilde 6zetlemektedir:

. Ogrencinin serbest hareket etmesine olanak taniyan giivenli ve konforlu bir alanin
saglanmasi.

. Is1, havalandirma, aydinlatma, ses yalitimi ve genel ¢evre diizenlemesi gibi faktorlerle
ilgili etkili bir egitim ortamina 6ncelik vermek.

. Lavabo gibi tesislerin yliksek gliriilti seviyesine sahip alanlardan uzaga yerlestirilmesi.
. Birebir egitimler icin minimum 2x2 metrekare alan ayrilmasi, ortopedik engelli
ogrenciler icin ise daha genis masa alaninin saglanmasi.

. Odada yasa uygun tahta, masa ve malzemelerin bulunmasinin saglanmasi.

. Dil kartlari, resimli hikaye kartlari, sesli hikaye kitaplar1 gibi 6grencinin yasina,
performansina ve engel tiiriine gore egitim araclarinin cesitlendirilmesi.

. Akademik becerileri gelistirmek icin uygun calisma sayfalari ve materyaller
hazirlamak.

Odanin bina icindeki yerlesimi dikkate alinirken normal siniflara yakinlhiga éncelik verilmeli,
ogrenciler, 6gretmenler ve odanin islevselligi arasinda daha giiclii iletisim kolaylastirilmalidir.
Fiziksel boyutlar1 farklililk gosterse de tiim oOgrenci ihtiyaclarini karsilayabilecek islevsel
yetenek cok onemlidir (Kis, 2013). Genel egitim sinifi biiyiikligiinde olmasi 6nerilen bir destek
egitim sinifi, en fazla bes 6g8renciyi, bir 6gretmeni ve gerekli mobilya ve malzemeleri
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barindirmalidir (Black ve Morris, 1974). Goriiniim ve diizen, 6grencileri akademik ve sosyal
olarak destekleyerek programin uygulanmasini dnemli Ol¢lide etkiler (McNamara, 1989).
Farkli okul kosullarina ragmen her sinifta uygun havalandirma, aydinlatma ve isitma
mekanizmalarinin saglanmasi zorunludur. Ayrica siniflarda oyun, matematik veya bilgisayar
alanlar1 gibi belirlenmis alanlar, rahatsizliga yol acmayacak sekilde tasarlanmalidir
(Deshpande, 2013).

Destek Egitim Odalarinin Cesitleri

Bender'e (2013) gore, destek egitim odalarinin ¢esitliligi 6grencinin engeline ve okulun mali
durumuna baghdir.

Benzer Akademik Diizey Destek Odalari: Yakin akademik yeteneklere sahip dgrenciler icin
yaygin olarak tercih edilir.

Evrensel Destek Odalari: Herhangi bir kisitlama olmaksizin tiim bireyleri barindirabilecek
sekilde tasarlanmistir.

Beceri Odakli Destek Odalari: Matematik, okuma, yazma veya dil yeterliligi gibi belirli
becerilere gore uyarlanmistir.

Destek Egitimi Uygulamasinda Dikkat Edilmesi Gerekenler
Destek egitim odasi oturumlarinda OEHY Madde 28'deki yonerge ile ilgili hususlar:

a) BEP gelistirme birimi oOnerileri dogrultusunda rehberlik ve danismanhik hizmetleri
tarafindan destek egitim odasina alinacak 6grencilerin belirlenmesi.

b) Destek egitiminin haftada topla ders yiikiiniin %40'in1 gegmeyecek sekilde planlanmasi.
c) Egitim performansina dayali olarak kisisellestirilmis veya grup egitimi sunmak.

d) Odanin 6grencinin egitimsel performansina ve engellilik durumuna uygun materyallerle
donatilmasu.

e) Genel 6grenci degerlendirmelerinde destek odasi degerlendirmesinin dikkate alinmasi.
h) Okul saatleri igerisinde destek egitim hizmetlerinin saglanmasi.

Destek egitim odasi 6gretmeni, destek egitimi alan o6grencileri siirekli olarak yeniden
degerlendirmelidir.

Degerlendirmenin ardindan smif 6gretmeni ve veli isbirligiyle 6grenciye uygun olan en iyi
program ve yontemler secilmelidir. Sonug olarak, bir y1l icinde ulasilmasi gereken hedeflerin
ana hatlarini ¢izen bireysellestirilmis bir egitim programi gelistirilmelidir. Bu hedefler
o0grencinin akademik, sosyal ve davranissal zorluklarini etkili bir sekilde ele alacak sekilde
tasarlanmalidir.

Destek Egitim Odasindaki Egitimciler ve Sorumluluklar:

OEHY'nin 28. maddesinin (h) bendi uyarinca, gérme engelli, isitme engelli ve zihinsel engelli
ogrencilere yonelik uzmanlagmis ilkokul 6gretmenleri ile gezici 6zel egitim 6gretmenleri, sinif
O0gretmenleri ve alan Ogretmenleri destek egitim kurumu bulunan egitim kurumlarinda
gorevlendirilir. Ogrencilerin egitim gereksinimlerine gore. Bu atama kurumdan, RAM'den veya
diger egitim kurumlarindan oOgretmenleri icerebilir. Al-Zoubi (2012) destek egitim odasi
O0gretmeninin gorevlerini; 6grenci icin gerekli destek egitimini belirlemek, 6grencinin
performansi ve ihtiyaclar1 dogrultusunda bireysellestirilmis bir egitim plan1 olusturmak, bu
plan1 6grencinin gereksinimlerine goére ylriitmek, 6grenciyle iletisim kurmak ve gerekli
koordinasyonu saglamak olarak tanimlamaktadir.

Destek Egitim Odasi1 Uygulamalarinin Avantajlari

Destek egitim odasi uygulamalari 06grencilere, egitimcilere, ebeveynlere, 06grencinin
akranlarina ve daha genis sosyal cevreye fayda saglar. Destegin 6grencinin ihtiyac¢larina uygun
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hale getirilmesi yalnizca akademik basariy1 arttirmakla kalmaz, ayni zamanda sosyal giiveni de
artirir, sonuc¢ta davranissal sorunlarin ¢6zliimii saglanir ve 6grencinin toplumda kabul gérmesi
ve taninmasi saglanir. Ogretmenler, hem sinifta hem de uzmanlik alanlarinda, destek
egitiminde 6grenciyle akademik ve davramigsal farkliliklarla karsilasir ve bunlar1 giderir.
Ogrencinin ilerlemesine tanik olmak sinif 6gretmenlerini motive eder, sinif uyumunu artirir ve
planlanan derslerin uygulanmasini kolaylastirir. Sonug olarak, egitimciler miifredat konularini
daha etkili bir sekilde isleyebilirler. Ogrencinin akranlar icin, destek egitimi davranigsal ve
akademik sorunlari azaltir, tiim 6grencilere fayda saglayan elverisli bir 6grenme ortami
yaratir. Ayrica engelli bireylerin yeteneklerine tanik olmak, akranlar arasinda daha fazla
hosgorii ve sosyal farkindaligi tesvik eder. Destek egitimindeki 0Ogrencilerin aileleri,
¢ocuklarinin yeteneklerini gézlemleyerek psikolojik giivence kazanir, cocugun sosyal kabuliine
olan giiveni arttirir ve yetersizlik duygularini hafifletir(Giirgiir, Kis ve Akcamete 2012).

Destek Egitim Odas1 Uygulamalarindaki Zorluklar

McNamara (1986), programin beklenen basarisina iliskin belirsizlikler, asir1 yiiksek
beklentiler, 6grencilerin derslere katilma konusundaki isteksizligi, idari kayitsizlik, yetersiz
personel iletisimi ve yetersiz fiziksel olanaklar dahil olmak iizere destek egitim odalarinda
karsilasilan zorluklar1 tanimlamaktadir. Kircaali-iftar (1998), genel egitim sinifi icindeki destek
egitim odasinda 6grencinin yakin 6gretmen isbirligini deneyimleyememesinden kaynaklanan
sorunlara dikkat cekmektedir. Bu sorunlar, 6grencilerin genel egitim sinifindaki eksik
aktivitelerini ve 6grenciyi etiketleme potansiyelini kapsar.

Destek Egitim Odasina iliskin Yapilan Calismalar

Safak (2005), gorme engelli 6grencilere genel egitim ortamlarinda gezici 6gretmen araciligiyla
destek egitimi vermenin etkililigini degerlendirmeyi amaglayan bir arastirma yiiritmiistir.
Calismada akademik performans ilizerindeki etkisinin belirlenmesi ve gérme bozuklugundan
kaynaklanan sinirlamalarin asilmasi amacglanmistir. Bulgular, programlar1 6grencinin
performansina gore uyarlamanin ilerlemelerine olumlu katki sagladigin1 gostermistir. Unal
(2008), ozel egitim ogretmenlerinin zihinsel engelli 6grencilere yonelik karma egitim
ortamlarinda hazirladiklar egitim planlarinin destek egitim odalarinda degerlendirilmesine
odaklanmistir. Arastirmada "denekler arasi ¢oklu yoklama tasarimi” kullanilmis ve bu kisiye
0zel planlarin akademik hedeflere ulasmada etkili oldugu sonucuna varilmistir. Akdemir Okta
(2008), ilkogretim siniflarinda isitme engelli 6grencilere ve 6gretmenlerine yonelik destek
hizmetlerinin yetersiz oldugunu vurgulayan tanimlayici bir ¢alisma yiiriitmistiir. Kése'nin
(2009) ogrencilere web tabanli 6zel egitim destegi saglayarak kaynastirma egitimini
kolaylastirmay1 amagcladig1 arastirmasi, akademik basar1 ve bilgisayara yonelik tutumlar
tizerinde olumlu etki gosterdigini ortaya koymustur. Culha (2010), zihinsel engelli 6grencilere
yabanci dil 6gretiminde es zamanl ipucu kullanarak bireysel destek egitiminin etkililigini
arastirmis ve etkili bulmustur. Benzer sekilde Konukman (2010), sinif 6gretmenlerinin karma
egitim ortamlarinda zihinsel engelli 6grencilere yonelik uyguladigi 6gretim planlarinin
etkililigini degerlendirmis ve Tiirkce, Matematik ve Sosyal Bilgiler derslerinde olumlu sonuclar
ortaya koymustur. Akay (2011), isitme engelli ilkokul 6grencilerine yo6nelik kaynastirma
ortamlarindaki destek egitim stirecini inceleyerek akademik, sosyal ve iletisim becerilerindeki
gelismeleri gozlemlemistir. Unay'in (2012) bireysel destegin kaynastirma egitimi alan
bireylerde matematikteki ilerleyislerini ve 6z-yeterlik algilarinin iizerindeki etkisini arastiran
calismasi, genel egitim siniflariyla karsilastirildiginda matematik basarisinin arttigini ancak 6z-
yeterligin azaldigin1 ortaya koymustur. Velilerle yapilan goriismelerde c¢ocuklarinin belirli
kurslarda destek egitimi almasina ilgi duyuldugu ortaya cikmustir. Ogretmenler, destek egitim
odasinda destek egitimi alan kaynastirma Ogrencilerinin matematik basarilar1 ve 06z
yeterlilikleri tizerinde olumlu etkiler gézlemlemislerdir.

Giirgiir, Kis ve Akgamete (2012), 2003-2004 egitim-6gretim yilinda Ankara Universitesi Ozel
Egitim Bolimii ortakhgiyla "Kaynastirma Ogrencilerine Bireysel Ozel Egitim Destek
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Hizmetlerinin Saglanmasi" baghkh bir proje iizerinde isbirligi yapmstir. Engelliler idaresi
Baskanlig1 ve Turkiye Egitim Goniillileri Vakfi. Arastirmada egitim hizmeti veren 8 6gretmenle
gerceklestirilen yar1 yapilandirilmis goriismeler yoluyla veri toplanmasi ve analizi
gerceklestirilmistir. Arastirma Ogretmenlerin kaynastirma ortamlarinda bireysellestirilmis
destek egitim hizmetlerinin 6nemini gilicli bir sekilde vurguladiklarini ortaya ¢ikarmistir.
Bireysel destek egitiminin, 6zellikle 6grencilerin akademik basarisinin artirilmasi ve sosyal
becerilerinin gelistirilmesi acisindan ¢ok sayida faydasini vurgulamislardir.

Kis (2013), Bolu ilinde 6zel egitim sinifi bulunan ilkégretim okullarinda gérev yapan rehber
O0gretmen ve Ogretmenlerin destek egitim odalarindaki egitim uygulamalarina iliskin
diistincelerini toplamak amaciyla bir ¢alisma yapmistir. Arastirmadan elde edilen bulgular,
ozel egitim smiflarindaki rehber o6gretmenlerin ve Ogretmenlerin destek egitim odasi
uygulamalarint faydali bulduklarini ancak o6gretmenler, miifettisler, 6grenci aileleri ve
ogrencilerin kendileri ile ilgili ¢esitli sorunlarla karsilastiklarini gostermistir.

Aydin (2015) calismasinda, Bursa'daki ilkogretim okullarinda zihinsel engelli 6grencilere
yonelik destek egitim odalarinda sunulan egitim hizmetlerine iliskin 6gretmen gorisleri
aranmistir. Bulgular, destek egitim odalarinin konum ve biiytiklik gibi fiziksel 6zelliklerinin
genel olarak tatmin edici oldugunu ancak ses yalitmi vb gerekli araclarin ve egitim
malzemelerinin bulunabilirligi acisindan 6grencilerin yas seviyelerine performanslarina ve
performansina bagl olarak yetersizliklerin oldugunu gostermistir.

Somaily, Al-Zoubive Bani Abdel Rahman (2012), Suudi Arabistan'in Nayran kentindeki destek
egitim odalarinda 6grenme giicliigii olan o6grencilerin ebeveynlerine yonelik goriislerini
arastirdi. Calisma, ebeveyn tutumlarini degerlendirmek icin bir anketten yararlandi ve
ebeveynler arasinda destek egitim odasina yonelik ¢ogunlukla olumlu algilar1 ortaya
¢ikarmistir.

Datta (2013), destek egitimi uygulamalarinin 6grencilerin problem ¢ézme yontemleri ile aile,
sosyal ve akademik yasamlar tzerindeki etkisini arastirmay1 amag¢lamistir. Bulgular, 6grenci
ve velilere gore destek hizmetlerinin 6grencilerin problem ¢6zme becerilerini ve aile
yasamlarini 6nemli o6lciide etkilemedigini, ancak hem 6grenciler hem de 6gretmenler
tarafindan gozlemlendigi lizere 6grencilerin akademik yasamlar: iizerinde olumlu bir etki
yarattigini ortaya koymustur.

Lal (2014), velilerin ve Ogretmenlerin genel okullardaki destek egitim odalarina iliskin
goruslerini inceleyerek beklentilerini arastirdi. Arastirmada ebeveynlerin ve 6gretmenlerin
destek egitim odasina yonelik tutumlari genel olarak olumluyken, devletin yaklasimina y6nelik
tutumlarinin olduk¢a olumsuz oldugu ortaya ¢ikmistir.

Bu ¢alismanin amaci, 2023-2024 egitim-6gretim yilinda Samsun'da destek egitim odalan
bulunan ilkokul ve ortaokul diizeyinde okullarda 6grenim goéren 6zel gereksinimli 6grenci
velilerinin destek egitiminin etkililigine iliskin goriislerini tespit etmektir. Bu kapsayici amag
kapsaminda arastirmanin amaci, destek egitim odalar1 bulunan ilkokul ve ortaokul diizeyinde
okullarda 6grenim goren o0zel gereksinimli Ogrencilerin velilerinin destek egitiminin
etkililigine iliskin goriislerini ortaya ¢ikarmaktir.

Arastirmanin Onemi

Bu arastirma, 6zel ihtiyaclari olan bireylere yonelik destek egitim odalarinda verilen 6zel
egitim sonucunda c¢ocuklarinin bireysel gelisimini yakindan takip eden ebeveynlerin
gorislerinin alinmasi agisindan 6nem tasimaktadir. Destek egitiminin ¢ocuk iizerindeki gozle
gorulir etkisini aydinlatmayr amaglamaktadir. Verilen egitimin niteligini degerlendiren bu
arastirmadan elde edilen gorislerin, destek egitim odasi girisimlerinin uygulanmasini
zenginlestirmesi beklenmektedir. Boyle bir arastirmanin ulusal baglamda yiirttiilmesi,
ailelerin bakis agilariyla uyumlu olarak, kapsayici ortamlarda egitim alan égrencilerin egitim
planlamasi, programlari ve kosullar1 hakkinda aydinlatici bilgiler sunacaktir. Destek o6zel
egitim hizmetleri kapsayici uygulamalarin temel tasidir ve destek egitim odalari iilkemizde en
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yaygin olanidir. Bu tiir arastirmalarin yapilmasi, destek egitimine katilan ailelerin duygularinin
Olciilmesi, potansiyel olarak perspektiflerin, farkindalik diizeylerinin ve algilanan faydanin
ortaya c¢ikarilmasi ag¢isindan ¢ok oOnemlidir. Bu arastirmanin, destek egitim odalarinin
planlamalarini sekillendirerek, yapilacak calismalara yon vermesi, gelecekte yapilacak
arastirmalara da yol gostermesi bakimindan dnem teskil etmektedir.

YONTEM

Bu kisimda arastirmanin modeli, ¢alisma grubu, veri toplama araci, verilerin toplanma siireci,
verilerin bir araya getirilmesi ve analizleri yer almaktadir.

Arastirma Modeli

Bu arastirmada nitel bir yontem kullanilmaktadir. Goézlemleri, goriismeleri ve dokiiman
analizleri gibi nitel veri toplama tekniklerinin kullanilmasini icerir. Nitel yaklasim, algilar1 ve
olaylar1 dogal bir ortamda gergekgi ve biitiinsel olarak ortaya ¢ikarmayr amaglamaktadir. Nitel
arastirmalarda ¢ok sik kullanilan veri toplama teknikleri arasinda goriismeler, gozlemler ve
yazili dokiimanlarin incelenmesi yer almaktadir (Yildirim ve Simsek, 2005). Arastirma Nitel
arastirma desenlerinden durum calismasi olarak gergeklestirilmistir. Durum c¢alismasi, sinirh
bir sistemin nasil isledigi ve calistig1 hakkinda sistematik bilgi toplamak icin ¢oklu veri toplama
kullanilarak o sistemin derinlemesine incelenmesini iceren metodolojik bir yaklasimdir.
(Chmiliar, 2010).

Calisma Grubu

Bu arastirmanin c¢alisma grubunu 2023-2024 egitim-6gretim yilinda Samsun ili Canik
ilcesindeki bes okuldaki destek egitim odalarinda ¢ocuklar1 bulunan aileleri kapsamaktadir.
Calisma grubu belirlenirken basit seckisiz 6rnekleme yontemi kullanilmistir. Arastirmanin
orneklemini belirlemek amaciyla Canik Ilge Milli Egitim Midiirliigiinden destek egitimi yapan
okullarin isimleri istenmis ve listede yer alan okullar rastgele belirlenmis ve bu okullarla
iletisim kurulmustur. Orneklem, destek egitim odasinda egitim verildigini ve égrencilerin
varligini teyit etmek icin her okulla ayr1 ayr iletisime gecilmistir. Arastirmaya dort ilkokul ve
bir ortaokulda kayith 6grencilerin aileleri katilmistir.

Verilerin Toplanmasi ve Analizi

Bu calisma, destek egitim odasindan yararlanan 40 6grenci velisinin destek egitime yonelik
goriislerini degerlendirmek amaciyla gerceklestirilmistir. Bu kapsamda, 6grenci velileriyle bir
anket calismasi yapilmistir. Anket calismasi yapilmadan 6nce bir uzman goriisii alinmistir. Veli
goruslerini almak icin 12 madde olarak hazirlanan anket 6l¢cme degerlendirme uzmanin goriisi
ile 10 maddeye diisturiilmiistiir. Anket, ¢esitli alanlarda destek egitiminin etkilerini ve 6nemini
degerlendirmek tlzere Likert 6lcegine dayali olarak hazirlanmistir. Likert 6lgegi, katilimcinin
bir dizi ifade hakkindaki goriislerini 6lgen kapali uglu psikometrik bir ankettir. Katilimcilar
anket sorularini degerlendirdikten sonra karsit uclardan cesitli cevaplar arasindan sec¢im
yaparken bireylerin 0Ol¢iilen tutum nesnesi ile ilgili goriislerini 1'den 5'e kadar artan sekilde
ifade etmelerini temel alarak, bireylerin kendi ifadelerine gore gorislerinin belirlenmesini
amaglar. (Oppenheim, 2001). Ankette ki her bir soru, velilerin cocuklarinin egitimindeki destek
egitiminin etkileri lizerindeki diisiincelerini degerlendirmeyi amaglamaktadir. Destek egitim
odasindan yararlanan o6grencilerin velilerinin destek egitime yonelik gorislerini belirleme
formu Tablo 1'de verilmistir:
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Tablo 1. Veli Gortisii Belirleme Formu

Soru i
Kategoriler Soru Soru ;33?;:;2 Katiliyor Kararsizi Katilmiy Ka::ll:,;ny
A Kodu m (5) um (4) m (3) orum (2)  iim 1)

Cocugumun destek egitimi
DE1 almasi onun akademik
basarisini arttirmaktadir.

Cocugumun destek egitimi
DE2 almasi onun Kisilik gelisimini
olumlu etkiler.

Cocugumun destek egitimi

Destek DE3 almasi onun daha disiplinli
?gvitimif'l olmasini saglar.

ogrenci

lizerine Cocugumun destek egitimi
dogrudan DE4 almas1 arkadaslar1 arasinda
etkileri (DE) daha uyumlu olmasini saglar.

Cocugumun destek egitimi
DES5 almasi okula Kkarsi olumlu
tutumlar gelistirmesini saglar.

Cocugumun destek egitimi

DE6 - ..
almasi ézgiivenini arttirir.
Destek egitimi ¢ocugumun
DE7 e o C o
iletisim becerilerini gelistirir.
Cocugumun destek egitimi
Destek YK1 almasi egitimde firsat esitligi
egitimine ait saglar.
yan
kazanimlar Cocugumun destek egitiminden
(YK) YK2 daha fazla yararlandirilmasini
isterim.
Destek
egitimine ait Destek egitimi ders saatleri
71 . ‘1
zamanlama disinda verilmelidir.

(Z)

Velilere anket kapsaminda toplam 10 soru sorulmustur. Bu sorular, destek egitimin 6grenci
tizerine dogrudan etkileri (DE), destek egitimine ait yan kazanimlar (YK) ve destek egitimine
ait zamanlama (Z) olmak iizere li¢ kategoride ele alinmistir. Degiskenler arasindaki iliski, bu
iliskinin yoni ve siddeti ile ilgili bilgiler korelasyon analizi ile yapilmistir.
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BULGULAR

Destek egitim odalar1 bulunan ilkokul ve ortaokul diizeyinde okullarda 6grenim goren ozel
gereksinimli 6grencilerin velilerinin destek egitimine iliskin goriisleri nasildir? Bu kapsamda
elde edilen bulgular 2’de verilmistir

Tablo:2. Veli Goriisme Formunda Verilen Cevaplar

Soru i
. Soru Tamamen Katiliyor Kararsizi Katilmiy Hig
Kategoriler Soru Katiliyoru um (4) m (3) orum (2) Katilmiy
i Kodu m (5) orum (1)

Cocugumun destek egitimi

DE1 almasi onun akademik 32 8
basarisini arttirmaktadir.
Cocugumun destek egitimi

DE2 almas1 onun kisilik gelisimini 25 12 3
olumlu etkiler.
Cocugumun destek egitimi

lg'es'tek DE3 almas1 onun daha disiplinli 20 17 3
egitimin -
e . olmasini saglar.
Eiiirﬁ Cocugumun destek egitimi
N DE4 almasi1 arkadaglar1 arasinda 21 13 3 3
dogrudan

daha uyumlu olmasini saglar.

Cocugumun destek egitimi
DES almas1 okula karst olumlu 21 11 3 5
tutumlar gelistirmesini saglar.
Cocugumun destek egitimi

etkileri (DE)

DE6 L 15 14 5 6
almasi ézgiivenini arttirir.
pp7  Destek egitimi ocugumun o g
iletisim becerilerini gelistirir.
Destek Cocugumun destek egitimi
e . YK1 almas1 egitimde firsat esitligi 25 12 3
egitimine ait o
an saglar.
kaz:mmlar Cocugumun destek
YK2 egitiminden daha fazla 33 5 2
(YK) oo
yararlandirilmasini isterim.
Destek
egitimine ait 71 Destek egl_tlml.d_ers saatleri 20 10 7 3
zamanlama disinda verilmelidir.

(Z)

Akademik performans ve gelisim kapsaminda sorulan DE1 ve DE2 sorusuna yonelik olarak;

Katihmcilarin %57.5’i (23 veli), destek egitimi almasinin ¢ocuklarinin akademik basarisinm
arttirdigina inandigini ifade etmistir. Ancak, velilerin %42.5’i bu konuda kesin bir goriis
belirtmemistir ya da olumlu goriise katilmadigini ifade etmistir. Kisilik gelisimi tzerindeki
etkilerle ilgili olarak, katiimcilarin %37.5'i (15 veli) destek egitiminin olumlu etkiler
sagladigina inandigini belirtmistir. Bu noktada, belirsiz kalan bir kesim de bulunmaktadir.

Davranissal ve sosyal gelisim kapsaminda sorulan DE3, DE4, DE5, DE6, DE7 sorularina yonelik
olarak;

Disiplinli olma konusunda %42.5 (17 veli) destek egitiminin etkili oldugunu diistinmektedir,
ancak bu konuda ¢ekimser kalanlar veya katilmayanlar da mevcuttur. Arkadaslik iliskilerinde
uyumu arttirdigini diistinenlerin orani %42.5’tir (17 veli). Benzer sekilde, bu konuda da kesin
bir fikri olmayanlar ve katilmayanlar da bulunmaktadir (%57.5). Destek egitiminin okula karsi
olumlu tutumlar gelistirdigine inanan velilerin oran1 %42.5 (17 veli) olarak belirlenmistir.

Ayrica, destek egitiminin cocuklarin 6zgiivenini arttirma (%35) ve iletisim becerilerini
gelistirme (%37.5) etkisinin oldugu ifade edilmistir. Bu dogrultuda velilerin %40’1 destek
egitimden daha fazla yararlanilmasini istemistir. Ek olarak, destek egitiminin ders saatleri
disinda verilmesi gerektigi konusunda (%30) cesitli fikirler ifade edilmistir.
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Bunun yaninda, egitimde firsat esitligi saglama konusunda ise %35 (14 veli) olumlu bir goriis
ifade etmistir. Anket sonuglari, destek egitim odasinin 6grenci velileri acisindan 6énemli bir
imkan oldugunu gostermektedir. Katilimcilarin ¢ogunlugu, destek egitiminin ¢ocuklarinin
gelisimi ve performansi Ulzerinde olumlu etkileri olduguna inanmaktadir. Ancak, bazi
konularda belirsizlik ve farkli goriisler de bulunmaktadir. Bu sonuclar, destek egitim odasi
programlarinin velilerin beklentileri ve ¢ocuklarinin gereksinimleri dogrultusunda daha 6zenle
planlanmasi gerektigini de ortaya koymaktadir. Sorulara ait detayl istatistikler Tablo 3’'de
sunulmustur.

Tablo 3. Bagimsiz Anket Sorularina Ait Betimsel Istatistikler

Betimsel Istatistikler

Degiskenler BirimN % Gozlem Ort. Medyan Min. Max. Std.Dev.
DE1 40 100 4,80 5 4 5 0,41
DE2 40 100 4,55 5 3 5 0,64
DE3 40 100 4,43 4,50 3 5 0,64
DE4 40 100 4,30 5 2 5 0,91
DE5 40 100 4,20 5 2 5 1,04
DE6 40 100 3,95 4 2 5 1,06
DE7 40 100 4,63 5 4 5 0,49
YK1 40 100 4,55 5 3 5 0,64
YK2 40 100 4,73 5 2 5 0,72
71 40 100 4,18 4,50 2 5 0,98

Tablo 3’de verilen degiskenler, destek egitimin 6grenci ilizerine dogrudan etkileri (DE), destek
egitimine ait yan kazanimlar (YK) ve destek egitimine ait zamanlama (Z) kategorileri gore
siniflandirilmistir. Bu dogrultuda, DE1'den DE7'ye kadar olan degiskenlerin ortalamalar1 "DE"
kategori degiskeni altinda, YK1 ve YK2 degiskenlerinin ortalamalar1 da "YK" kategori degiskeni
altinda birlestirilmis. Z1 degiskeni ise Z olarak ifade edilmistir.

DE, YK ve Z degiskenleri icin elde edilen istatistikler Tablo 3'de verilmektedir. Bu istatistikler,
her bir degiskenin ortalamasinin ve dagiliminin farkli oldugunu gostermektedir. YK
degiskeninin ortalama degeri DE degiskeninden daha yiiksek olmasina ragmen, DE
degiskeninin standart sapmasi YK degiskenine gore daha diisiiktiir, bu da DE degiskeninin
daha az degisken oldugunu goéstermektedir. Z1 degiskeninin ortalama ve medyanin
yakinsakligi, bu degiskenin genellikle yiiksek degerlere daha yakin oldugunu gosterebilir.
Ayrica, standart sapma ve ceyrekler arasi genislik, verilerin ne kadar degisken oldugunu ve
dagilimin ne kadar yaygin oldugunu géstermektedir.

Tablo 4. Kategori degiskenlere ait betimsel istatistikler

Betimsel Istatistikler
Degiskenler| Birim N| Mean |Medyan| Min. Max. Lower | Upper Var. |Std.Dev.|Kurtosis| Std.Err.
(Quartile)|(Quartile) (Kurtosis)
Z 40 4,18 4,50 2 5 3,50 5 0,97 0,98 -0,38 0,73
DE 40 4,41 4,50 3,29 5 4 5 0,33 0,57 -1,08 0,73
YK 40 4,64 5 3 5 4,50 5 0,28 0,53 1,69 0,73

Degiskenlerin bagil iliskileri hakkinda goézlem yapabilmek icin bir korelasyon analizi
uygulanmistir. Korelasyon analizine ait sonuglar Tablo 5’te sunulmustur. DE1 ile DE7 arasinda
%73'lik bir pozitif korelasyon bulunmaktadir. Benzer sekilde, DE2 ve DE3 ile diger DE
degiskenleri arasinda da gii¢lii pozitif iliskiler goriilmektedir (%86 ve %78). DE4 ve DE5
arasinda %91'lik bir ytliksek pozitif korelasyon belirlenmistir. Ayn1 zamanda DE4 ve DE5'in
diger DE degiskenleriyle de yiiksek oranda iliskili oldugu goriilmektedir. Bunun yaninda, YK1
ve YK2 arasinda giiglii bir iliski (%62) bulunmaktadir. Ayrica, YK1 ve YK2'nin DE degiskenleri
ile orta diizeyde bir iligkisi oldugu gozlemlenmektedir. Z1, diger degiskenlerle diisiik diizeyde
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korelasyona sahiptir. Bu degiskene ait en yiiksek korelasyon degeri %15 ile DE1 ve DE7
arasinda bulunmustur.

Tablo 5. Korelasyon Analizi

Correlations

Marked correlations are significant at P < ,05000

N=40
Variable DE1 DE2 DE3 DE4 DE5 DE6 DE7 YK1 YK2 71
DE1 1 0,73 0,64 0,17 0,16 0,21 0,65 0,54 0,51 0,15
DE2 0,73 1 0,86 0,59 0,52 0,46 0,43 0,62 0,34 0,09
DE3 0,64 0,86 1 0,61 0,56 0,53 0,44 0,48 0,26 0,12
DE4 0,17 0,59 0,61 1 0,91 0,78 -0,03 0,46 0,01 0,11
DE5 0,16 0,52 0,56 0,91 1 0,80 0 0,37 0,14 0,06
DE6 0,21 0,46 0,53 0,78 0,80 1 0,11 0,38 0,15 0,13
DE7 0,65 0,43 0,44 -0,03 0 0,11 1 0,51 0,28 0,19
YK1 0,54 0,62 0,48 0,46 0,37 0,38 0,51 1 0,23 0,09
YK2 0,51 0,34 0,26 0,01 0,14 0,15 0,28 0,23 1 -0,08
71 0,15 0,09 0,12 0,11 0,06 0,13 0,19 0,09 -0,08 1

DE degiskenleri arasindaki yliksek korelasyonlar, bu degiskenler arasinda gii¢lii bir iliski
oldugunu géstermektedir. Ozellikle, DE2 ve DE3 arasindaki %86'lik korelasyon, bu degiskenler
arasindaki benzerlik diizeyini ortaya koymaktadir. YK1 ve YK2 arasindaki gii¢lii korelasyon, bu
degiskenlerin birbirleriyle yakindan iliskili oldugunu ancak, diger DE degiskenlerine gore daha
diisiik bir iliskisi oldugu goriilmektedir. Z1'in diger degiskenlerle diisiik korelasyonlari, bu
degiskenin digerlerinden daha bagimsiz oldugunu veya farkh faktorlerle iliskili oldugunu
diistindiirebilir.

SONUC, TARTISMA VE ONERILER

Bu calismanin amaci, Samsun ili Canik ilcesinde rastgele secilmis okullarin destek egitim
odalarinda ¢ocuklar1 6grenim goren velilerin goriislerini tespit etmektir. Arastirmada katilimei
velilerin destek odasi uygulamasina iliskin genel olarak olumlu goriislere sahip olduklari
ortaya ¢ikmistir. Onlarin bakis agisi, destek egitiminin 6grenciler i¢gin yararl oldugu ve daha
genis bir uygulanmasi gerektigi yoniinde bir durumu 6nermektedir; bu, mevcut literatiirdeki
bulgularla tutarh bir egilimdir.

Sonuglar incelendiginde, ailelerin egitimi destekleyen tutum o6lgegi ile ¢ocuklarinin akademik
basarilarimi artirdigini, karakter gelisimlerini olumlu etkiledigini, disiplin kazandirdiklarini,
okula karsi olumlu tutum gelistirdiklerini ve dolayisiyla cocuklarinin 6zgiivenini artirdigini
belirttikleri gorildi. Ayrica tutum Olgeginde de vurgulandigi gibi dezavantajli cocuklara
yonelik destek egitimlerinin kullanilmasi, egitimde firsat esitligi saglamanin bir yolu olarak
algilanmistir. Sonug olarak, ebeveynler cocuklari icin giderek daha fazla destek egitimini tercih
etmislerdir. Bir diger onemli bulgu, katilimci ebeveynler tarafindan algillanan cocuklarin
iletisim becerilerinde 6nemli bir gelisme oldugunu goéstermistir. Ancak destek egitimlerinin
normal ders saatlerinde verilmesi konusunda veliler arasinda c¢eliskili bir tutum ortaya
cikmistir.

Filik (2019) ayrica destek egitim odalarina iliskin ebeveynlerin bakis agilarini da arastirmistir.
Ogretmenler, velilerin ¢ocuklarinin bu odalarda egitim gérmesinden memnun olduklarini ve
egitimde ilerleme beklediklerini ifade etmislerdir. Olumlu ebeveyn tutumlari, cocuklarinin sinif
o0gretmenlerinden gordiikleri kisisel ilgiden kaynaklanmistir ve bu da elverisli bir 6grenme
ortamini tesvik etmistir. Ayrica ebeveynler ve sinif 6gretmenleri arasindaki diizenli iletisim
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¢ocugun akademik basarisini olumlu yonde etkilemistir. Benzer sekilde Giirgiir, Kis ve
Akcamete (2012), 64 kaynastirma 6grencisine destek 6zel egitim hizmetlerinde goniillii olarak
gorev alan 6gretmen adaylarini incelemistir. Bulgulari, bireysel destek girisimlerinin 6zel
egitime ihtiya¢c duyan Ogrencilerin sosyal ve akademik gelisimlerine énemli 6l¢lide katkida
bulundugunu dogrulamistir. Ayrica arastirma sonuglariyla uyumlu olarak Tortop ve Dinger
(2016), ozel yetenekli 6grencilere yonelik egitimin desteklenmesine yonelik ebeveynlerin
olumlu tutumunu vurgulamistir. Opengin'in (2018) iistiin yetenekli 6grencilerin destek egitim
odalarindaki egitimi lizerine yaptig1 arastirmada ebeveynlerin sunulan farkli derslerden
duyduklari memnuniyeti ortaya c¢ikarmis, cocuklarinin goniilli katilimina ve programin
algilanan katkilarina vurgu yapilmistir. Unay (2012) destek egitimi uygulamalarina iliskin veli
gorislerini toplamis ve ¢ogu velinin ¢ocuklarinin belirli derslerde destek egitimine katilmasini
bekledigini belirtmistir. Egitim siiresinin uzatilmasini ve ek konularin eklenmesini ummuslar
ancak genel olarak uygulanan uygulamalardan memnun kalmislardir. Sadece bir veli
¢ocugunun bu ortamda egitime devam etmesi konusunda isteksiz oldugunu ifade etmistir.

Arastirma, ebeveynlerin destek egitim odalarina iliskin olumlu bir bakis acisina sahip
oldugunu, ¢ocuklarinin katilimindan duyduklari memnuniyeti ve beklenen akademik ilerleme
nedeniyle katilimlarinin devam etmesi konusunda istekli olduklarin1 ortaya koymustur.
Ebeveynlerin olumlu egilimleri, c¢ocuklarinin aldiklarn Kkisisellestirilmis ilgi algisindan
kaynaklanmis ve bu da bir giiven duygusunu tesvik etmis olabilir. Ayrica ¢calisma, destek egitim
odalarina kayith ¢ocuklar ve ebeveynler arasindaki iletisimde bir iyilesme oldugunu ve bunu
diizenli destek egitimi alan c¢ocuklarda go6zlemlenen basariyla iliskilendirdigini ortaya
koymustur.

Ancak arastirmada Ozel Egitim Destek Hizmetinin (DEO) planlama agamasinda 6zellikle ders
saatleri ve siireleriyle ilgili bazi sorunlarin oldugu tespit edilmistir. Arastirmalar, destek
egitiminin normal okul saatleri disinda sunulmasinin daha etkili olabilecegini 6ne stirmektedir.
Milli Egitim Bakanhg Ozel Egitim Hizmetleri Yonetmeligi (2020) ile diizenlenen mevcut DEO
ders saatlerinin ¢ogu zaman yetersiz kaldig1 kaydedilmistir. Yonetmelik, 6zel gereksinimli
ogrencilerin haftalik ders saatinin %40'in1 gegmemesi gerektigini ve bir okul haftasinda
yaklasik 12 saate izin verilmesini sart kosmaktadir. Ancak, sinirlh destek egitim odasi
mevcudiyeti ve yiliksek 0grenci sayilari nedeniyle, her 6grenci ortalama iki ila ii¢ saat DEO
destegi alma egilimindedir. Diizenleme okul saatleri disinda DEO egitimine izin vermesine
ragmen, bunun hem o6grenciler hem de Ogretmenler igin fiziksel ve zihinsel zorluklar
yaratabilecegi tahmin edilmektedir.

Ozetle, ¢ocuklar1 destek egitiminden yararlanan ebeveynlerin ¢cogunlugu memnuniyetlerini
ifade ederek bu odalarda bireysellestirilmis egitim verilmesini desteklemislerdir. Oneri olarak
DEO saatlerinin yonetmeligin sundugu esneklige gore okul, 68retmen ve 6grenci dinamikleri
dikkate alinarak kisiye 6zel olarak diizenlenmesi daha uygun bir yaklasim olabilir. Destek
egitiminin, 6zellikle ayn1 glin genel egitim derslerine katilirken hem destek veren 6gretmen
hem de destek alan 6grenci tizerindeki etkisi daha fazla arastirilmay: hak etmektedir. Eylem
arastirmasi, destek egitimi girisimlerinin etkinligini ve okullarda ve bire bir oturumlar
aracilifiyla saglandiginda bireysel 6grenciler lizerindeki etkisini arastirmak ic¢in gecerli bir
yaklasim olabilir. Bu, karsilasilan zorluklarin tlistesinden gelebilir ve daha iyi destek egitimi
stratejileri gelistirebilir.
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Abstract

The purpose of this research; To determine the opinions of the parents of the students who benefit from the
support education room regarding the support education. The research is aimed at the parents of students
receiving primary and secondary school education in the support education room located in Canik district
of Samsun province. In order to determine the study group of the research, the list and contact information
of schools with support education rooms were obtained from Canik District Directorate of National
Education. Since Canik district is also the district where the researcher works, no official permission was
received. The sample was determined by contacting each school individually to confirm that education was
provided and the presence of students in the support education room. The research is limited to 5 schools
and 40 parents in Canik district. This research is a qualitative research and was conducted with a case study
design. In order to evaluate the effects and importance of support training, a survey was prepared based on
the Likert scale by taking expert opinion. Each question aims to evaluate parents' thoughts on the effects of
supportive education on their children's education. The findings showed that parents increasingly want
their children to benefit from support education, and that there is a significant improvement in children's
communication skills. However, a contradictory attitude emerged among parents regarding the provision
of support training during normal class hours. When the results were examined as a whole, it was seen that
families stated that the attitude scale supporting education increased their children's academic success,
positively affected their character development, gained discipline, developed a positive attitude towards
school, and therefore increased their children's self-confidence. In addition, as emphasized in the attitude
scale, the use of support training for disadvantaged children was perceived as a way to ensure equal
opportunities in education. In summary, the majority of parents whose children benefited from support
education expressed their satisfaction and supported the provision of individualized education in these
rooms.

Key Words: Support education, inclusion, individual with special needs
INTRODUCTION

Differences in developmental abilities among individuals should not hinder their access to
education, which is their fundamental right. The educational framework should be designed to
meet individual needs and promote self-sufficiency. The organization of educational
environments for individuals with special needs varies depending on their disability (Ataman,
2009). In our country, environments for individuals with disabilities are generally classified as
separate or inclusive. Different educational venues: According to Batu and Kircaali iftar (2005), it
refers to educational institutions managed by specialized educational programs and personnel for
individuals who require special education, different from their peers who do not have these needs.
Inclusive educational environments: Primarily include regular classes, which are called the least
restrictive spaces, for children with mild mental disabilities (Sucuogluy, Kircaali-Iftar, Tekin-iftar,
Kaner, & Bakkaloglu, 2009).

According to MEB OEHY (2008), it is emphasized that individuals requiring special education
should ideally continue their education in the same institution with their non-disabled peers.
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Article 23 of the SAR summarizes inclusive education by providing special education and support
services throughout the educational journey of individuals from pre-school to formal and non-
formal institutions in public/private schools. Inclusive educational environments include the
participation of individuals with disabilities with their normally developmentally mature peers,
facilitated by special education services (MEB, 2008). Participation is carried out by three
methods: full-time, part-time and reverse participation. In our country, full-time inclusive
education is mainly implemented(MEB, 2012).

Inclusion without additional special education support simply requires placing a student with
special needs in a regular classroom. However, support services for special education are
mandatory for effective participation. Inclusion requires proper implementation by providing
necessary services that meet the needs of individuals requiring special education (Batu, 2000).
Effective inclusion practices require the provision of supportive special education services. The
success of participation often parallels the effectiveness of the support training rooms. These
rooms provide special services such as extra education, physiotherapy, language and speech
therapy, separately from their peers in a resource room within the school (Ozyiirek, 2009).
Fidelity in support training room practices directly affects the targeted success in inclusion
(McNamara, 1989).

Despite differences, individuals around the world can study together in a standard classroom
environment. However, some children may need different educational programs and evaluation
processes than their peers (Aral and Giirsoy, 2009). The support education room serves as both a
physical space and a special environment that provides basic services, saving significant time for
students with special needs in general education (McNamara, 1989). In particular, the support
education room is a preferred service option for students with mild to moderate intellectual
disabilities (Glomb and Morgan, 1991).

Support training room service offers many advantages. It meets students' individual needs,
providing specific support in areas where they are delayed and offering personalized attention.
Students struggling with academic and behavioral difficulties create challenges for classroom
teachers, peers, and subject-specific tutors. The academic progress and behavioral adaptation
observed in students participating in the support education room contribute significantly to their
all-round development. It is predicted that disabled students who receive education in such an
environment will undergo psychological transformations. Experiencing success increases self-
confidence, improves peer communication and increases social acceptance (Unal, 2008).
However, there are difficulties in support training room applications. Factors affecting their
success include parents' uncertain outcome expectations, students' resistance to this type of
education, school administrators' indifference to this education, staff's inadequacy in
communication with students, and inadequate physical facilities (McNamara, 1986). When
planning support training room sessions, careful attention should be paid to determining
appropriate individual goals, designing goal-oriented training programs, creating counseling
practices, regularly evaluating student development, and evaluating the results (Black and Morris,
1974).

Given the different needs of children, their educational requirements tend to vary accordingly. In
the field of special education, children with special needs are defined as individuals who need
additional support due to their unique differences. These individuals are distinguished from their
peers by their changing needs, which differ from them in physical, mental, emotional and social
aspects (Kargin, 2004). The cornerstone of integrating individuals with special needs into society
is ensuring equal opportunity in education (Kircaali-iftar and Batu, 2005). To achieve this
equality, special education tailored to their unique needs becomes mandatory. Special education
aims to develop the interests, needs and capacities of individuals through special educational
programs, methods, equipment and personnel. Its aim is to empower them with basic life skills,
promote social integration, collaborative work, environmental adaptation and self-sufficiency,
and prepare them for higher education and life pursuits (Diken, 2010).

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 16



Teker, S., Teker, E. / Opinions of Parents of Primary and Secondary School Students Who Benefit from Supportive Education
Room towards Supportive Education

Special Education Regulation defines special education as the provision of specially trained
personnel, educational programs and methods to meet the educational and social deficiencies of
individuals requiring special education (MEB, 2006;0EHY). These programs are formulated based
on individual characteristics and competencies in all areas of development in educational
environments and academic disciplines. Various definitions of special education are encountered
in the literature. According to Eripek (2013), special education includes individually planned,
systematically carried out and meticulously evaluated educational services that aim to optimize
the independent living abilities of disabled individuals. These definitions often intersect with
many laws and definitions in the United States (Melekoglu, 2010).

Purposes of Special Education

In general, the main purpose of special education is to support individuals in need of special
education to live an independent life. (Cavkaytar, 2005). Article 5 of the MEB OEHY summarizes
the goals of special education, which aim to be a productive citizen, social harmony, independent
living skills, preparation for higher education, career paths, educational needs, developing
competencies, and preparing for life in line with their interests and abilities (MEB, 2006; OEHY).

Educational Environments

Depending on the extent of the impact of their disability, disabled students receive education with
their normally developing peers or in separate educational spaces (Ozyiirek, 2004). While
separate education arrangements include special education schools prepared for certain
disability groups, inclusive education arrangements are carried out within normal education
institutions (MEB, 2006). Paragraph (ii) of the fourth article of the OEHY regulates educational
environments as "public and private boarding and day schools and institutions of all types and
levels affiliated with the Ministry, serving individuals requiring special education”. These
environments are equipped with trained personnel and special training using advanced training
programs and methodologies. (MEB, 2006; OEHY).Kapsayia Uygulamalarin Onemi

The core philosophy of inclusive education revolves around facilitating all children to learn in the
classroom environment and ensuring that each child maximizes his or her potential. In inclusive
classrooms, children are encouraged to actively participate in the learning environment as they
progress at their own pace and style. Schools serve as important spaces where children learn
social skills and form friendships. Therefore, children with and without disabilities mutually learn
social skills and develop social connections (Vaidya and Zaslavsky, 2000). Educational programs
within inclusion are often adapted by identifying students' needs and the necessary services and
support required in inclusive settings. Teachers play a very important role in ensuring that
students with special needs have access to the same opportunities and experiences as their peers
and in making instructional adjustments when necessary (Bauer and Kroeger, 2004). As a result,
it is observed that the interaction, communication and social skill behaviors of children with
normal development and children with disabilities become more effective. In addition, interaction
with disabled children also contributes to increasing the self-esteem of normally developing
children (Gliven and Aydin, 2007).

Advantages of Inclusive Education

Inclusive education provides significant benefits, primarily for children with special needs. Being
a part of inclusive environments allows these children to shape their behavior by observing their
peers and adults, and to align their behavior with social expectations while participating in social
life with others (Eripek, 1990). Kircaali-iftar (2012) emphasizes that inclusive education
strengthens normally developing students, enables them to become role models for individuals
with special needs, and helps them integrate into society. Benefits for students with special needs
include:

» Receiving special education appropriate to their learning speed and capacity.

¢ To develop harmony, success and self-confidence through environments designed to suit their
characteristics.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 17



Journal of Interdisciplinary Educational Research

o Effectively improving weaknesses through support training, promoting values such as self-
confidence, appreciation, responsibility and sense of usefulness, facilitating their social
integration.

* Demonstrating higher rates of positive behavior in inclusive environments.
» Easier modeling and identification among peers.
« Gain communication, collaboration, acceptance and life skills.

» Reinforced learning through methods, technical tools and equipment appropriate to perception
systems and learning contents.

 Facilitating holistic development through family education, social, cultural and recreational
activities (Salend, 2001).

While the focus often revolves around benefits for students with special needs, inclusive
education offers benefits that extend beyond these individuals. It provides great benefit to normal
individuals, classroom teachers and parents of both groups in terms of developing mutual
understanding (Topg¢u & Katulmus, 2013). In inclusive classes, normal students' tolerance
towards individual differences increases, cooperation skills develop, leadership, setting an
example and responsibility develop (Atkin, 2013). For those who have not previously met
individuals with special needs, inclusion provides the opportunity to understand and better
interact with them who may be potentially encountered in a variety of future settings (Eripek,
1990).

Inclusion practices also affect the families of individuals with special needs, changing their
expectations and perspectives on school, reducing conflicts and improving support strategies
(Atkin, 2013). Classroom teachers develop positive attitudes towards participation, It benefits
students by receiving additional training for improved social interaction, promoting happiness in
helping diverse students, and establishing new relationships with experts from various fields
(Bailey and Winton, 1987, cited in: Turhan, 2007). In addition, inclusive education helps teachers
adapt the classroom environment and curriculum to the needs of students and improve their
communication and cooperation skills with other staff (Salend, 2001).

Challenges in Inclusive Education

When we look at the implementation of inclusion practices in the country since the 1980s,
problems such as insufficient institutional quality or quantity, limited or inadequate training of
teachers to carry out the programs, and the scarcity of expert educators to support the teachers
emerge (Diken, 2010; Sucuoglu, 2010). 1996). Another difficulty is the reluctance of school
administrators and staff to accept individual differences and support classroom teachers
(Kircaali-iftar, 2012). In addition, the lack of support from private educational institutions and the
lack of cooperation between teachers in normal schools and teachers in private institutions pose
significant difficulties for children receiving supportive education (Kircaali-iftar, 2012).

Supportive Special Education Services in Inclusive Education

Supportive special education services are needed for inclusive education practices to be
successful. Proper implementation of inclusion requires support services for students with special
needs and/or classroom teachers (Batu, iftar, 2011). Not providing support services in placing
students with special needs in classes causes them not to contribute effectively and prevents their
peers from developing respect and sensitivity (Vuran, 2005). Inadequate support services in
inclusion practices put a burden on classroom teachers and reduce the quality of education of
students with special needs (Sucuoglu and Kargin, 2008). Individuals with special needs, who are
indispensable for inclusive education, need regular and systematic supportive education so that
they can adapt to their peers and acquire the necessary skills (Nizamoglu, 2006).

Special education support services within the scope of inclusive education are divided into two
categories: in-class services and out-of-class services.
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Support Training Room

Students are temporarily removed from their regular classes to receive additional support
training in subjects or areas where they have difficulty, and this is called a support training room
(Batu and Kircaali iftar, 2011).

Supporting Training Room Application

In the global literature, the concept of "resource rooms" is accepted as support training rooms
within the scope of OEHY (2018). According to this study, the term "support training room"
replaces "resource room". Special Education Services Regulation (2006) defines the support
education room, which is synonymous with the resource room, as "an organized environment that
provides support education services to students receiving education through mainstreaming
practices and gifted students in their fields of expertise." This Regulation formed the legal basis
for establishing support education rooms in schools and providing special equipment and
educational materials for students with special needs and gifted students to study in the same
classes with their non-disabled peers (OG. number: 26184, Date: 31.05.2006). ). According to
Kircaali-iftar (2012), a student attending regular classes may be placed in the resource room from
time to time to meet unmet educational needs. Here, specialist education is given by the special
education teacher individually or in small groups (Kircaali-iftar, 2012). The resource room
educator is responsible for both teaching and counseling roles (Ozyiirek, 2004), and is considered
the mostappropriate accommodation for students with special needs outside of general education
settings (Kargin, 2004).

Purpose of the Support Training Room

According to Harris (1998), the aim is to solve social, academic and behavioral barriers that
prevent students from effectively participating in regular classes. Simply put, the supportlearning
room aims to maximize student success by meeting students' needs in inclusive environments.

Legal Framework of the Support Training Room

Article 23 (e), Schools that implement inclusive education organize physical, social and
psychological environments suitable for the student's disability. Schools also establish support
education rooms by providing special equipment and materials to provide educational services
efficiently. In addition, paragraph (h) of the same article emphasizes organizing support education
services for students in inclusive environments, providing in-class assistance or utilizing support
education rooms. Article 16 describes the duties of the special education services board, such as
proposing the opening of support education rooms and special education classes, determining the
needs in inclusive education institutions, and supervising the practices regarding students
receiving support education. Article 28 emphasizes the establishment of support education rooms
in schools and institutions, the provision of special equipment and educational materials for
students requiring special education, and the participation of gifted students in classes with their
non-disabled peers. These regulations, outlined in the Ministry of National Education, define the
service but do not contain clear details about its content (Akay, Uzuner and Girgin, 2014).

Physical Features of the Support Training Room

The Ministry of National Education Inclusion Practices Circular (2008) summarizes the basic
issues regarding the organization of a support education room as follows:

» Providing a safe and comfortable area that allows the student to move freely.

e To give priority to an effective educational environment regarding factors such as heat,
ventilation, lighting, sound insulation and general landscaping.

» Locating facilities such as sinks away from areas with high noise levels.

¢ Allocating a minimum of 2x2 square meters of space for one-on-one training, and providing a
larger desk area for orthopedically disabled students.
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» Ensuring that there are age-appropriate boards, tables and materials in the room.

« Diversification of educational tools such as language cards, picture story cards, audio story books
according to the student's age, performance and type of disability.

* Preparing appropriate worksheets and materials to improve academic skills.

Proximity to regular classrooms should be prioritized when considering the location of the room
within the building, facilitating stronger communication between students, teachers, and the
functionality of the room. Even though physical dimensions vary, the functional ability to meet all
student needs is very important (Kis, 2013). A support education classroom, recommended to be
the size of a general education classroom, should accommodate a maximum of five students, a
teacher, and necessary furniture and materials (Black and Morris, 1974). Appearance and layout
significantly impact program implementation by supporting students academically and socially
(McNamara, 1989). Despite the different school conditions, it is mandatory to provide appropriate
ventilation, lighting and heating mechanisms in each classroom. In addition, designated areas in
classrooms, such as gaming, mathematics or computer areas, should be designed in a way that
does not cause discomfort (Deshpande, 2013).

Types of Support Training Rooms

According to Bender (2013), the variety of support education rooms depends on the student's
disability and the financial situation of the school.

Similar Academic Level Support Rooms: Widely preferred for students with similar academic
abilities.

Universal Support Rooms: Designed to accommodate all individuals without any restrictions.

Skills-Focused Support Rooms: Tailored to specific skills such as math, reading, writing or
language proficiency.

Things to Consider in Support Training Application
Matters related to the directive in Article 28 of the OEHY in the support training room sessions:

a) Determination of students to be taken to the support education room by guidance and
consultancy services in line with the recommendations of the IEP development unit.

b) Planning the support training in a way that does not exceed 40% of the total course load per
week.

c¢) Offering personalized or group training based on training performance.

d) Equipping the room with materials suitable for the student's educational performance and
disability.

e) Taking the support room evaluation into account in general student evaluations.
h) Providing support education services during school hours.

The support education room teacher should constantly re-evaluate the students receiving support
education.

After the evaluation, the best program and methods suitable for the student should be selected in
cooperation with the classroom teacher and parents. As a result, an individualized training
program should be developed that outlines the goals to be achieved within a year. These goals
should be designed to effectively address the student's academic, social, and behavioral
challenges.
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Educators in the Support Training Room and Their Responsibilities

In accordance with paragraph (h) of Article 28 of the Special Education Code, specialized primary
school teachers, mobile special education teachers, classroom teachers and field teachers for
visually impaired, hearing impaired and mentally disabled students are assigned to educational
institutions with support education institutions. According to the educational needs of the
students. This appointment may include teachers from the institution, RAM or other educational
institutions. Al-Zoubi (2012) describes the duties of the support training room teacher; It is
defined as determining the necessary support training for the student, creating an individualized
education plan in line with the student's performance and needs, executing this plan according to
the student's needs, communicating with the student and ensuring the necessary coordination.

Advantages of Support Training Room Applications

Support learning room practices benefit students, educators, parents, the student's peers, and the
broader social environment. Tailoring the support to the student's needs not only increases
academic success, but also increases social confidence, ultimately solving behavioral problems
and ensuring the student's acceptance and recognition in society. Teachers encounter and address
student academic and behavioral differences in support education, both in the classroom and in
their areas of expertise. Witnessing student progress motivates classroom teachers, increases
classroom cohesion, and facilitates the implementation of planned lessons. As a result, educators
can cover curriculum topics more effectively. For the student's peers, supportive education
reduces behavioral and academic problems, creating a conducive learning environment that
benefits all students. Additionally, witnessing the abilities of individuals with disabilities
encourages greater tolerance and social awareness among peers. Families of students in support
education gain psychological assurance by observing their children's abilities, increase confidence
in the child's social acceptance, and alleviate feelings of inadequacy (Giirgiir, Kis and Akcamete
2012).

Challenges in Support Training Room Applications

McNamara (1986) describes challenges encountered in support training rooms, including
uncertainties regarding the expected success of the program, overly high expectations, reluctance
of students to attend classes, administrative indifference, inadequate staff communication, and
inadequate physical facilities. Kircaali-iftar (1998) draws attention to the problems arising from
the student's inability to experience close teacher collaboration in the support education room
within the general education classroom. These issues include students' missing activities in the
general education classroom and the potential for labeling the student.

Studies Conducted Regarding the Support Training Room

Safak (2005) conducted a study aiming to evaluate the effectiveness of providing support
education to visually impaired students through a mobile teacher in general education settings.
The study aimed to determine its effect on academic performance and overcome the limitations
caused by visual impairment. Findings showed that tailoring programs to student performance
positively contributed to their progress. Unal (2008) focused on the evaluation of the educational
plans prepared by special education teachers in mixed education environments for mentally
disabled students in support education rooms. The research used a "multiple probe design
between subjects” and concluded that these personalized plans were effective in achieving
academic goals. Akdemir Okta (2008) conducted a descriptive study highlighting the inadequate
support services for hearing-impaired students and their teachers in primary education classes.
Kose's (2009) research, which aimed to facilitate inclusive education by providing web-based
special education support to students, revealed that it had a positive effect on academic success
and attitudes towards computers. Culha (2010) investigated the effectiveness of individual
support training using simultaneous prompting in teaching foreign languages to mentally
disabled students and found it effective. Similarly, Konukman (2010), evaluated the effectiveness
of the teaching plans implemented by classroom teachers for mentally disabled students in mixed
education environments and revealed positive results in Turkish, Mathematics and Social Studies
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courses. Akay (2011) examined the supportive education process in inclusive environments for
hearing-impaired primary school students and observed the developments in their academic,
social and communication skills. Unay's (2012) study, which investigated the effect of individual
support on the progress in mathematics and self-efficacy perceptions of individuals receiving
inclusive education, revealed that mathematics achievement increased but self-efficacy decreased
when compared to general education classes. In interviews with parents, it was revealed that
there was an interest in their children receiving support education in certain courses. Teachers
observed positive effects on the mathematics achievement and self-efficacy of inclusive students
who received support education in the support education room.

Giirgiir, Kis and Akcamete (2012) collaborated on a project titled "Providing Individual Special
Education Support Services to Inclusion Students" in partnership with Ankara University Special
Education Department in the 2003-2004 academic year. Disabled People's Administration and
Turkish Education Volunteers Foundation. In the study, data collection and analysis was carried
out through semi-structured interviews with 8 teachers providing education services. The
research revealed that teachers strongly emphasize the importance of individualized support
education services in inclusive environments. They emphasized the numerous benefits of
individual support education, especially in terms of increasing students' academic success and
improving their social skills. Winter (2013) conducted a study to collect the opinions of counselors
and teachers working in primary schools with special education classes in Bolu province,
regarding the educational practices in support education rooms. The findings obtained from the
research showed that counselors and teachers in special education classes found support
education room practices useful, but they encountered various problems related to teachers,
inspectors, student families and the students themselves.

In the study of Aydin (2015), teachers' opinions were sought regarding the educational services
offered in support education rooms for mentally disabled students in primary schools in Bursa.
The findings showed that the physical characteristics of the support education rooms, such as
location and size, were generally satisfactory, but there were deficiencies in terms of sound
insulation, etc., and the availability of necessary tools and educational materials, depending on the
age level and performance of the students.

Somaily, Al-Zoubive Bani Abdel Rahman (2012) investigated the views of parents of students with
learning disabilities in support education rooms in Nayran, Saudi Arabia. The study used a survey
to assess parental attitudes and revealed mostly positive perceptions of the support education
room among parents.

Datta (2013) aimed to investigate the impact of support education practices on students'
problem-solving methods and their family, social and academic lives. The findings revealed that,
according to students and parents, support services did not significantly affect students' problem-
solving skills and family lives, but had a positive impact on students' academic lives, as observed
by both students and teachers. Lal (2014) investigated the expectations of parents and teachers
by examining their opinions about support education rooms in general schools. The research
revealed that while the attitudes of parents and teachers towards the support education room
were generally positive, their attitudes towards the state's approach were quite negative.

The purpose of this study is to determine the opinions of parents of students with special needs
who are studying in primary and secondary schools with support education rooms in Samsun in
the 2023-2024 academic year, regarding the effectiveness of support education. Within the scope
of this overarching aim, the aim of the research is to reveal the opinions of the parents of students
with special needs studying in primary and secondary schools with support education rooms
regarding the effectiveness of support education.

Importance of Research

This research is important in terms of obtaining the opinions of parents who closely follow the
individual development of their children as a result of the special education provided in support
education rooms for individuals with special needs. It aims to illuminate the visible impact of
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support education on the child. The insights gained from this research, which evaluates the quality
of the training provided, are expected to enrich the implementation of support training room
initiatives. Conducting such a research in a national context will provide enlightening information
about the educational planning, programs and conditions of students receiving education in
inclusive environments, in line with the perspectives of families. Support special education
services are the cornerstone of inclusive practices and support education rooms are the most
common in our country. Conducting such research is very important in terms of measuring the
feelings of families participating in support training and potentially revealing perspectives, levels
of awareness and perceived benefit. This research is important in terms of shaping the plans of
support training rooms, guiding the studies to be carried out, and guiding future research.

METHOD

This section includes the research model, study group, data collection tool, data collection process, data
gathering and analysis.

Research Model

A qualitative method is used in this research. It involves the use of qualitative data collection techniques
such as observations, interviews, and document analysis. The qualitative approach aims to reveal
perceptions and events realistically and holistically in a natural environment. Data collection techniques
frequently used in qualitative research include interviews, observations and examination of written
documents (Yildirim and Simsek, 2005). The research was conducted as a case study, one of the
gualitative research designs. A case study is a methodological approach that involves in-depth
examination of a bounded system using multiple data collection to systematically gather information
about how that system functions and operates. (Chmiliar, 2010).

Working group

The study group of this research includes families with children in support education rooms in
five schools in Canik district of Samsun province in the 2023-2024 academic year. Simple random
sampling method was used when determining the study group. In order to determine the sample
of the research, the names of the schools providing support education were requested from the
Canik District National Education Directorate, and the schools on the list were randomly selected
and contact was made with these schools. Each school was contacted individually to confirm that
the sample was provided with training and the presence of students in the support education
room. Families of students enrolled in four primary schools and one secondary school participated
in the research.

Data Collection and Analysis

This study was carried out to evaluate the opinions of 40 parents of students who benefit from
the support education room, regarding support education. In this context, a survey was conducted
with students' parents. An expert opinion was taken before conducting the survey. The survey,
which was prepared as 12 items to obtain parents' opinions, was reduced to 10 items with the
opinion of the measurement and evaluation expert. The survey was prepared based on a Likert
scale to evaluate the effects and importance of support training in various areas. The Likert scale
is a closed-ended psychometric survey that measures the participant's opinions about a series of
statements. It aims to determine the opinions of individuals according to their own expressions,
based on the fact that individuals express their opinions about the measured attitude object in
increasing order from 1 to 5, while choosing among various answers from opposite ends after
evaluating the survey questions. (Oppenheim, 2001). Each question in the survey aims to evaluate
parents' thoughts on the effects of supportive education on their children's education. The form
to determine the opinions of the parents of the students who benefit from the support education
room regarding the support education is given in Table 1:
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Table 1. Parent Opinion Determination Form

Question Categories Question Code

Question

Totally
Agree
(5)

I
agree

(4)

I'm
undecided

(3)

Disagree

(2)

Strongly
Disagree

1)

DE1

My child's receiving
supportive  education
increases her academic
success.

DE2

My child's receiving
support education will
positively affect his or
her personality
development.

DE3

Receiving support
training for my child
will  help  him/her
become more
disciplined.

Direct effects of
supportive education
on students (DE) DE4

Receiving support
training for my child
will help him/her be
more compatible with
his/her friends.

DE5

Receiving support
education for my child
helps her develop
positive attitudes
towards school,

DE6

My child's receiving
support education
increases her  self-
confidence.

DE7

Supportive  education
improves my child's
communication skills.

YK1

Side gains of support
training (YK)

My child's receiving
support education
provides equal
opportunity in
education.

YK2

I would like my child to
benefit more from
supportive education.

Scheduling of
support training (Z)

Support training should
be given outside class
hours.

A total of 10 questions were asked to parents within the scope of the survey. These questions are
discussed in three categories: direct effects of support education on the student (DE), side gains
of support education (QoL) and timing of support education (Z). Information about the
relationship between variables, the direction and severity of this relationship was obtained by

correlation analysis.
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RESULTS

What are the opinions of the parents of students with special needs who study in primary and
secondary schools with supportive education rooms regarding supportive education? The
findings obtained in this context are given in 2.

Table:2: Answers Given in the Parent Interview Form

Totally I I'm Disagree Strongly
Question Categories Question Code Question Agree  agree undecided (g Disagree

(5) (4) (3) (6))]

My child's receiving
supportive  education
increases her academic
success.
My child's receiving
support education will
DE2 positively affect his or 25 12 3

her personality

development.

Receiving support

training for my child
DE3 will  help  him/her 20 17 3

become more

disciplined.

Receiving support

training for my child
DE4 will help him/her be 21 13 3 3

more compatible with

his/her friends.

Receiving support

education for my child
DE5 helps her develop 21 11 3 5
positive attitudes
towards school.
My child's receiving
support education
increases  her  self- . 14 3
confidence.

DE1 32 8

Direct effects of
supportive education
on students (DE)

DE6

Supportive  education
DE7 improves my child's 25 15
communication skills.

My child's receiving
support education

YK1 provides equal 25 12 3
opportunity in

Side gains of support education.

training (YK)

I would like my child to
YK2 benefit more from 33 5 2
supportive education.

Support training should
71 be given outside class 20 10 7 3
hours.

Scheduling of
support training (Z)

Regarding the DE1 and DE2 questions asked within the scope of academic performance and
development;

57.5% of the participants (23 parents) stated that they believed that receiving support education
increased their children's academic success. However, 42.5% of the parents did not express a
definite opinion on this issue or stated that they did not agree with the positive opinion. Regarding
the effects on personality development, 37.5% of the participants (15 parents) stated that they
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believed that support training provided positive effects. At this point, there is a section that
remains unclear.

Regarding the questions DE3, DE4, DE5, DE6, DE7 asked within the scope of behavioral and social
development;

42.5% (17 parents) think that support training is effective in terms of being disciplined, but there
are also those who abstain or disagree on this issue. The rate of those who think that it increases
harmony in friendship relationships is 42.5% (17 parents). Similarly, there are also those who
have no definite opinion on this issue and those who disagree (57.5%). The rate of parents who
believed that support education developed positive attitudes towards school was determined as
42.5% (17 parents). Additionally, it was stated that support education had the effect of increasing
children's self-confidence (35%) and improving their communication skills (37.5%). In this
regard, 40% of the parents wanted to benefit more from supportive education. In addition, various
opinions were expressed (30%) about the fact that support training should be provided outside
class hours.

In addition, 35% (14 parents) expressed a positive opinion about providing equal opportunities
in education. Survey results show that the support education room is an important opportunity
for students' parents. The majority of participants believed that support training had positive
effects on their children's development and performance. However, there is uncertainty and
different opinions on some issues. These results also reveal that support education room
programs should be planned more carefully in line with the expectations of parents and the needs
of their children. Detailed statistics of the questions are presented in Table 3.

Table 3. Descriptive statistics of independent survey questions

Descriptive Statistics
Variables  UnitN 9% Observation Average Median Min. Max. Std. Dev.
DE1 40 100 4,80 5 4 5 0,41
DE2 40 100 4,55 5 3 5 0,64
DE3 40 100 4,43 4,50 3 5 0,64
DE4 40 100 4,30 5 2 5 0,91
DE5S 40 100 4,20 5 2 5 1,04
DE6 40 100 3,95 4 2 5 1,06
DE7 40 100 4,63 5 4 5 0,49
YK1 40 100 4,55 5 3 5 0,64
YK2 40 100 4,73 5 2 5 0,72
71 40 100 4,18 4,50 2 5 0,98

The variables given in Table 3 are classified according to the categories of direct effects of support
education on the student (DE), side gains of support education (QoL) and timing of support
education (Z). Accordingly, the averages of the variables from DE1 to DE7 were combined under
the "DE" category variable, and the averages of the variables YK1 and YK2 were combined under
the "YK" category variable. The Z1 variable is expressed as Z.

Statistics obtained for DE, YK and Z variables are given in Table 3. These statistics show that the
mean and distribution of each variable are different. Although the mean value of the YK variable
is higher than the DE variable, the standard deviation of the DE variable is lower than the YK
variable, indicating that the DE variable is less variable. The convergence of the mean and median
of the variable Z1 may indicate that this variable is generally closer to higher values. Additionally,
standard deviation and interquartile range indicate how variable the data is and how widespread
the distribution is.
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Table 4: Descriptive Statistics of Category Variables

Descriptive Statistics
Variables UnitN Mean Median Min. Max. Lower  Upper Var.  Std.Dev. Kurtosis Std.Err.
(Quartile) (Quartile) (Kurtosis)
Z 40 4,18 4,50 2 5 3,50 5 0,97 0,98 -0,38 0,73
DE 40 4,41 4,50 3,29 5 4 5 0,33 0,57 -1,08 0,73
YK 40 4,64 5 3 5 4,50 5 0,28 0,53 1,69 0,73

Degiskenlerin bagil iligkileri hakkinda gozlem yapabilmek icin bir korelasyon analizi
uygulanmistir. Korelasyon analizine ait sonuglar Tablo 5’'te sunulmustur. DE1 ile DE7 arasinda
%73'lik bir pozitif korelasyon bulunmaktadir. Benzer sekilde, DE2 ve DE3 ile diger DE
degiskenleri arasinda da giiclii pozitifiliskiler gériilmektedir (%86 ve %78). DE4 ve DES arasinda
%91'lik bir yiiksek pozitif korelasyon belirlenmistir. Ayn1 zamanda DE4 ve DE5'in diger It also
appears to be highly correlated with DE variables. In addition, there is a strong relationship (62%)
between YK1 and YK2. Additionally, it is observed that YK1 and YK2 have a moderate relationship
with DE variables. Z1 has low correlation with other variables. The highest correlation value of
this variable was found between DE1 and DE7, with 15%.

Table 5. Correlation Analysis

Correlations

Marked correlations are significant at p < ,05000

N=40
Variable DE1 DE2 DE3 DE4 DE5S DE6 DE7 YK1 YK2 71
DE1 1 0,73 0,64 0,17 0,16 0,21 0,65 0,54 0,51 0,15
DE2 0,73 1 0,86 0,59 0,52 0,46 0,43 0,62 0,34 0,09
DE3 0,64 0,86 1 0,61 0,56 0,53 0,44 0,48 0,26 0,12
DE4 0,17 0,59 0,61 1 091 0,78 -0,03 0,46 0,01 0,11
DE5 0,16 0,52 0,56 091 1 0,80 0 0,37 0,14 0,06
DE6 0,21 0,46 0,53 0,78 0,80 1 0,11 0,38 0,15 0,13
DE7 0,65 0,43 0,44 -0,03 0 0,11 1 0,51 0,28 0,19
YK1 0,54 0,62 0,48 0,46 0,37 0,38 0,51 1 0,23 0,09
YK2 0,51 0,34 0,26 0,01 0,14 0,15 0,28 0,23 1 -0,08
71 0,15 0,09 0,12 0,11 0,06 0,13 0,19 0,09 -0,08 1

High correlations between DE variables indicate a strong relationship between these variables. In
particular, the 86% correlation between DE2 and DE3 reveals the level of similarity between these
variables. The strong correlation between YK1 and YK2 shows that these variables are closely
related to each other, but have a lower relationship than other DE variables. Low correlations of
Z1 with other variables may suggest that this variable is more independent than others or is
associated with different factors.
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CONCLUSION, DISCUSSION AND RECOMMENDATIONS

The purpose of this study is to determine the opinions of parents whose children study in the
support education rooms of randomly selected schools in Canik district of Samsun province. The
research revealed that the participating parents generally had positive opinions about the support
room application. Their perspective suggests a case that support education is beneficial for
students and should be implemented more broadly; this is a trend consistent with findings in the
existing literature.

When the results were examined, it was seen that families stated that the attitude scale supporting
education increased their children's academic success, positively affected their character
development, gained discipline, developed a positive attitude towards school, and therefore
increased their children's self-confidence. In addition, as emphasized in the attitude scale, the use
of support training for disadvantaged children was perceived as a way to ensure equal
opportunities in education. As a result, parents have increasingly opted for supportive education
for their children. Another important finding showed a significant improvement in children's
communication skills as perceived by participating parents. However, a contradictory attitude
emerged among parents regarding the provision of support training during normal class hours.

Filik (2019) also investigated parents' perspectives on support education rooms. Teachers stated
that parents are happy for their children to receive education in these rooms and that they expect
progress in education. Positive parental attitudes resulted from the personal attention their
children received from their classroom teachers, which fostered a conducive learning
environment. In addition, regular communication between parents and classroom teachers
positively affected the child's academic success. Similarly, Giirgiir, Kis and Ak¢amete (2012), It
examined prospective teachers who volunteered to provide support special education services to
64 inclusive students. Their findings confirmed that individual support interventions significantly
contribute to the social and academic development of students with special educational needs.
Additionally, in line with the research results, Tortop and Dinger (2016) emphasized the positive
attitudes of parents towards supporting education for specially talented students. Opengin's
(2018) study on the education of gifted students in support education rooms revealed the
satisfaction of parents with the different courses offered, and emphasized the voluntary
participation of their children and the perceived contributions of the program. Unay (2012)
collected parents' opinions on support education practices and stated that most parents expected
their children to participate in support education in certain courses. They hoped to extend the
training period and add additional topics, but were generally satisfied with the practices
implemented. Only one parent expressed that he was reluctant for his child to continue education
in this environment.

The research revealed that parents have a positive perspective on support education rooms, are
satisfied with their children's participation, and are willing to continue their participation due to
the expected academic progress. Parents' positive dispositions may have resulted from their
perception of the personalized attention their children received, which in turn fostered a sense of
trust. Additionally, the study found an improvement in communication between parents and
children enrolled in support education rooms and linked this to the success observed in children
receiving regular support education.

However, the research found that there were some problems during the planning phase of the
Special Education Support Service (DEO), especially regarding course hours and durations.
Research suggests that providing support education outside of regular school hours may be more
effective. It has been noted that the current DEO course hours, regulated by the Ministry of
National Education Special Education Services Regulation (2020), are often insufficient. The
regulations stipulate that students with special needs should not exceed 40% of the weekly lesson
time and that approximately 12 hours are allowed in a school week. However, due to limited
support training room availability and high student numbers, each student tends to receive an
average of two to three hours of DEO support. Although the regulation allows DEO training outside
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school hours, it is anticipated that this may create physical and mental challenges for both
students and teachers.

In summary, the majority of parents whose children benefited from support education expressed
their satisfaction and supported the provision of individualized education in these rooms. As a
suggestion, a more appropriate approach would be to organize DEO hours individually, taking into
account the dynamics of the school, teacher and student, according to the flexibility offered by the
regulation. The impact of support instruction on both the teacher providing support and the
student receiving support, especially when attending general education classes on the same day,
deserves further investigation. Action research may be a valid approach to investigate the
effectiveness of support education interventions and their impact on individual students when
provided in schools and through one-on-one sessions. This can overcome the challenges
encountered and develop better support training strategies.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 29



Journal of Interdisciplinary Educational Research

REFERANCE

Akay, E. (2011). Examination of the support education room process offered to hearing-impaired primary
school students in an inclusive environment. Unpublished master's thesis. Anadolu University
Institute of Educational Sciences. Eskisehir.

Akay, E., Uzuner, Y., & Girgin, U. (2014). Problems and solution efforts in the support training room
application carried out with hearing-impaired students in mainstreaming. Journal of Qualitative
Research in Education, 2(2), 43-68.

Akcamete, G., Giirgiir, H. and Kis, A. (2003). Teachers' Opinions on the Reading and Writing Skills of Students
with Special Needs Placed in Inclusion Programs. Ankara University Faculty of Educational Sciences
Journal of Special Education, 4(2), 10-25.

Akdemir and Okta, (2008). Determining the support services provided to classroom teachers of hearing-
impaired students attending inclusive classes. Unpublished master's thesis, Anadolu University,
Eskisehir.

Al-Zoubi, S. (2012). The Effect Of Resource Room On Improving Reading And Arithmetic Skills For Learners
With Learning Disabilities. International Journal Of Scientific Research in Education, December
2012, Vol. 5(4), 269-277.

Aral, N. and Giirsoy, F. (2009). Children Requiring Special Education and Introduction to Special Education.
Istanbul: Morpa.

Ataman, A. (2009). Introduction to Children with Special Needs and Special Education (8th Edition). Ankara:
Glndiz Education and Publishing.

Atkin, B. (2013). Integration. H. Avcioglu (Ed.), Special education in primary education (p.19-64). Ankara:
Nobel.

Batu, S. (2000). Inclusion, Support Services and Inclusion Preparation Activities. Journal of Special
Education, 2(4), 35-45.

Batu, S. and Kircaali-iftar, G. (2006). Integration. Ankara: K6k Publishing.

Bauer, A. M. ve Kroeger, S. (2004). The inclusive classroom strategies for effective instruction (2nd ed). N.
J.: Pearson/Merrill Prentice Hall.

Bender, W.N. (2013). Diffrent Types Of Resource Room, Retrieved On January 12th, 2013

Black, R. S. and Morris, C. C. (1974). The Resource Room: A Pratical Approach to Providing Instruction for
Mildy Handicapped Children. Colombia: South Carolina Department of Education.

Chmiliar, 1. (2010). Multiple-case designs. In A. ]. Mills, G. Eurepas ve E. Wiebe (Eds.), Encyclopedia of case
study research (pp 582-583). USA: SAGE Publications.

Cavkaytar, A. (2005). Teaching Self-Care and Domestic Skills to Children with Special Needs, Ankara:
Glnduz Publishing.

Culha, S. (2010). The effectiveness of individual support training provided with simultaneous prompting in
foreign language teaching to primary school mainstreaming students with intellectual disabilities.
Master's Thesis, Anadolu University Institute of Educational Sciences, Eskisehir.

Datta, P. (2013). An Exploration into The Support Services For Students With A Mild Intellectual Disability.
International Journal Of Inclusive Education, 2014.

Deshpande, A. A. (2013). Resource Rooms in Mainstream Schools. International Journal of Education and
Psychological Research, 2(2), 86-91.

Diken, [. H. and Batu, S. (2010). Introduction to mainstreaming. Inclusion in primary education, Editor:
Ibrahim H. Diken, in (2-24). Ankara: Pegem Akademi Publications.

Eripek, S. (1990). “Children in Need of Special Education and Special Education.” Anadolu University,
Faculty of Education Journal. 3(1), 185-200.

Eripek, S. (2005). Children with Special Needs and Special Education. (Editor: Siilleyman Eripek). Special
education. Anadolu University Open Education Faculty Publications, 1-14.

Filik, R. (2019). Determining the opinions of classroom teachers about support education rooms
(Unpublished Master's Thesis). Necmettin Erbakan University Institute of Educational Sciences,
Konya.

Frederickson, N. & Cline, T. (2002). Special educational needs inclusion and diversity. Philedelphia. Open
University Press.

Glomb, N. K. ve Morgan, D. P. (1991). Resource Room Teachers' Use of Strategies That Promote The Success
of Handicapped Students in Regular Classrooms. The Journal of Special Education, 25(2), 221-235.

Glrgiir, H. Kis, A. and Ak¢amete, G. (2012). Examining the Opinions of Teacher Candidates Regarding the
Individual Support Services Offered to Integrated Students. 11, 689-701.

Giiven, B. and Sozer, M. A. (2007). Teacher Candidates' Views on Individualization of Teaching, Hacettepe
University Faculty of Education Journal, 32, 89-99.

Harris, R. (1998). “Introduction to Decision Making”. Colifornia: Vanguard University of Southern Colifornia.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 30



Teker, S., Teker, E. / Opinions of Parents of Primary and Secondary School Students Who Benefit from Supportive Education
Room towards Supportive Education

Kargin, T. (2004). Inclusion, its definition, development and principles. Ankara University, Faculty of
Educational Sciences, Journal of Special Education, 5 (2) 1-13.

Kargin, T. (2007). “Editorial Article: Educational evaluation and individualized education program
preparation process”, Ankara University Faculty of Educational Sciences Journal of Special
Education. 8 (1), 1-13.

Kircaali-iftar, G. (1998). Inclusion and Support Special Education Services, S. Eripek(Ed.). Special Education,
17-22, Eskisehir: Anadolu University Publications.

Kircaali-iftar, G., S. Batu (2012): Inclusion. (6TH EDITION). Ankara: Kék Publishing.

Winter, H. (2013). Opinions of Guidance Teachers and Special Education Class Teachers Regarding the
Practices in Support Education Rooms. Master's Thesis. Abant Izzet Baysal University Institute of
Educational Sciences, Bolu.

Konukman, E. (2010). The Effectiveness of the Special Education Service Provided According to the Capacity
of the Student Affected by Mental Disability in the Co-Educational Environment in Achieving the
Educational Objectives. Unpublished Master's Thesis, Gazi University Institute of Educational
Sciences, Ankara.

Kose, S. (2009). The effect of web-supported science teaching on the performance level and academic
achievement of primary school 7th graders in inclusive education. Unpublished Master's Thesis. Ege
University, [zmir.

Lal, S (2014). Parental And Teachers’ Opinion Towards Resource Room Service. Ph.D Scholar, Central
Institute Of Education, Delhi Universty Ex. Faculty, Lady Irwin College, Universty Of Delhi, New
Delhi.

Lewis, R. B.,ve Doorlag, H.D. (1999). Teaching special students in general education classrooms. New Jersey:
Prentice Hall.

McNamara, B. E. (1989). The Resource Room: A Guide for Special Educators. SUNY Press

MEB (2006). Special Education Services Regulation. Official Gazette No. 31.05.2006.26184.

MEB. (2008). Circular on Integrated Education Practices. General Directorate of Special Education Guidance
and Consultancy Services. Circular, 2008/60.

MEB, (2012). Private Educational Institutions Regulation. T.R. Official Gazette, 28296, 18 May 2012.

MEB, (2017). Circular on  Educational Practices through  Mainstreaming/Integration.
https://orgm.meb.gov.tr/meb_iys_dosyalar/2017_09/21112929_kaynastirma_genel ge.pdf, Access
Date: 15.05.2018.

Melekoglu, M. A. (2010). Learning disability, Attention deficit/Hyperactivity disorder, Emotion/Behavioral
disorder. Inclusion in primary education, Editor: ibrahim H. Diken, in (90-118). Ankara: Pegem
Akademi Publications.

Nizamoglu, N. (2006). Competencies of Classroom Teachers in Inclusion Practices. Unpublished Master's
Thesis, Abant izzet Baysal University, Institute of Social Sciences, Department of Primary Education,
Classroom Teaching Program, Bolu.

Oppenheim, N. A. (2001). Questionnaire Design, Interviewing and Attitude Mesurement (6th ed.). London
and New York: Continuum.

Ozyiirek, M. (2004). Individualized education plan: Foundations and development. Ankara: Kék Publishing.

Salend, S. ]. (2001). Creating Inclusive Classrooms: Effective And Reflective Practices. New Jersey: Prentice
Hall Inc.

Somaily, H., Al- Zoubi, S. ve Abdel Rahman, M. (2012). The Effect Of Resorce Room On Improwing Reading
And Arithmetic Skills For Learners With Learning Disabilities. International Interdisciplinary
Journal Of Education- February 2012, Volume 1, Issue 1 College If Education, Najran University,
Kingdom Of Saudi Arabia.

Sucuoglu, B. (Ed.), Kircaali-iftar, G, Tekin-iftar, E., Kaner, S. and Bakkaloglu, H. (2009). Mentally Disabled
People and Their Education. Ankara: K6k Publishing.

Safak, P. (2005). The effectiveness of the support service provided to students affected by visual impairment
in a co-education environment according to the itinerant teaching arrangement. Doctoral Thesis.
Ankara: Gazi University, Institute of Educational Sciences.

Tortop, H. S. and Dinger, S. (2016). Opinions of Classroom Teachers Working with Gifted/Special Talented
Students in Support Education Rooms About the Application. Journal of Gifted Education Research,
4(2),11-28.

Turhan, C. (2007). “Opinions of Normally Developing Students Attending Primary Schools Where Inclusion
Practices Are Applied, Regarding Inclusion Practice.” Unpublished Master's Thesis. Anadolu
University Institute of Educational Sciences.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 31



Journal of Interdisciplinary Educational Research

Unal, H. (2008). The Effectiveness of the Support Training Provided in the Support Training Room to
Students Affected by Mental Disability in the Co-Educational Environment. Master's Thesis, Ankara:
Gazi University Institute of Educational Sciences.

Unay, E. (2012). The Effectiveness of Individual Support Education on Inclusion Students' Mathematics
Achievement and Self-Efficacy Perceptions. Doctoral Thesis, Dokuz Eyliil University Institute of
Educational Sciences, [zmir.

Vaidya, S.R. & Zaslavsky, N. (2000). Teacher education reform effort for inclusion classrooms: Knowledge
versus pedagogy. Education. 121, 145-151.

Wolery, M., & Wilbers, ]. (1994). Introduction to the inclusion of young children with special needs in early
childhood programs. In M. Wolery & ]. S. Wilbers (Eds.), Including children with special needs in
early childhood programs (pp. 1-22). Washington, DC: National Association for the Education of
Young Children.

Yegen, S. (2008). Opinions and Expectations Regarding Inclusion of Parents Who Continue Integrating Their
Children in Primary Education. Unpublished Master's Thesis. Anadolu University, Institute of
Educational Sciences, Eskisehir.

Yildirim, A. and Simsek, H. (2005). Qualitative research methods in the social sciences. Ankara: Se¢kin
Publishing.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);15-32 32



Disiplinlerarasi ISSN: 2602-2516

zi: Disiplinlerarasi Egitim Arastirmalar1 Dergisi
@ Egltlm Ara§t|rmalan Journal of Interdisciplinary Educational Research
Dergisi 2024; 8(17);33-51

Temel Egitim Kurumlarinin Orgiitsel Dogaclama
Kapasitelerinin Incelenmesi

Investigation of Organizational Improvisation Capacities of
Primary Education Institutions

Olgun BILGILI Fatma BILGILI2 Mustafa KAYA3

Auf:
Bilgili, 0., Bilgili, F.,Kaya, M. (2024). Temel Egitim Kurumlarinin Orgiitsel Dogaclama Kapasitelerinin incelenmesi, Arastirmalari
Dergisi, 8(17), 33-51, DOI: 10.57135/jier. 1456481

0z

Kurumlarin ¢ogu zaman kriz ve belirsizlik donemlerinde dogag¢lamaya basvurduklar1 goriilmektedir.
Okul yoneticilerinin ve 68retmenlerin boylesi ani gelisen kriz ortamlarinda dogaglama ve kriz yonetim
becerileri kapasiteleri bu nedenle 6nemlidir. Bu arastirmanin amaci temel egitim kurumlarinda ¢alisan
yonetici ve 6gretmenlerin orgiitsel dogaclama kapasitelerini incelemektir. Arastirmada nicel arastirma
yontemleri kullanilmis ve model olarak tarama modeli ise kosulmustur. Calisma grubu; 2021-2022
egitim 6gretim yil igerisinde, istanbul ili Sultanbeyli ilgesi sinirlarinda MEB’e bagh temel egitim
kurumlarinda (ilkokul ve ortaokul) gérev yapan toplam 351 yonetici ve 6gretmenden olusturmaktadir.
Veri toplama araci olarak ise ‘Okullarin Orgiitsel Dogaglama Kapasitesi Olcegi’ kullanilmistir. Veri
toplama araci1 demografik bilgilerden ve sorulardan olusan iki b6liimden olusmaktadir. Orijinal 6l¢cekte 8
madde iki boyutta yer almakla birlikte, Tiirkce’ye uyarlandiginda dlgegin tek boyutlu bir yapi sergiledigi
gorilmistiir. Verilerin analizinde SPSS 22 paket programi kullanilmis ve betimsel (aritmetik ortalama,
frekans) tekniklerinden yararlanilmistir. Arastirmanin sonuglarina gore; temel egitim kurumlarinin
orgiitsel dogaglama kapasitelerinin katilimcilarin medeni durum, c¢alistigit kurum, yerlesim yeri,
mezuniyet durumu ve kidem durumlarina gére anlamli bir fark bulunmamistir. Temel egitim
kurumlarinin érgiitsel dogaglama kapasitelerinin katiimcilarin cinsiyet ve yerlesim yeri degiskenlerine
gore anlamli bir sekilde farklilastig1 goriilmiistiir.

Anahtar Kelimeler: Orgiitsel dogaclama, temel egitim, risk kapasitesi.

Abstract

It is observed that organizations often resort to improvisation during times of crisis and uncertainty.
Therefore, the improvisational and crisis management skills capacities of school administrators and
teachers are crucial in such rapidly evolving crisis environments. The aim of this study is to examine the
organizational improvisation capacities of administrators and teachers working in primary education
institutions. Quantitative research methods were employed in the study, and a survey model was used
as the research design. The study group consisted of a total of 351 administrators and teachers working
in primary education institutions (primary and secondary schools) affiliated with the Ministry of
National Education in the Sultanbeyli District of Istanbul during the 2021-2022 academic year. The data
collection tool used was the 'Schools' Organizational Improvisation Capacity Scale'. The data collection
instrument consists of two sections: demographic information and questions. While the original scale
comprises 8 items across two dimensions, it was found to exhibit a unidimensional structure when
adapted to Turkish. SPSS 22 package program was used for data analysis, and descriptive (mean,
frequency) statistical techniques were utilized. According to the findings of the study, no significant
difference was found in the organizational improvisation capacities of primary education institutions
based on participants' marital status, institution type, location, graduation status, and seniority.
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However, it was observed that the organizational improvisation capacities of primary education
institutions significantly differed based on participants' gender and location variables.

Keywords: Organizational improvisation, primary education, risk capacity.

GIRIS

Giinlik hayatin her asamasinda oldugu gibi is hayatinda da meydana gelen doniisiim ve
gelisim, kurumlara eskiye oranla daha hizli karar alma, beklenmedik olas1 durumlara daha hizli
ve etkili ¢oziim bulabilme gibi kabiliyetleri zorunlu kilmistir. Teknolojinin is hayatina hizli
entegrasyonu bir¢ok sorunun ¢6zlimiine katki saglamis fakat bu hiz ile birlikte kurumlar ileriye
doniik stratejik planlar yapma ve belirlenen stratejilere baglh kalinmasi noktasinda cesitli
zorluklar yasamaktadir. Bu durum 6rgiitsel dogaclama olarak ifade edilen, uzun vadeli stratejik
planlarda dalgalanmalar ile anlik degisim durumlarina karsi kolaylastiricilik ve anlik strateji
gelistirme becerisini 6nemli kilmaktadir (Oztiirk Ciftci, 2021). Egitim kurumu c¢alisanlar1 da
degisimi yonlendirmek, déniistiirmek ve uyum saglamak zorundadirlar (Ozgeng, 2008). Bu
baglamda arastirmada temel egitim kurumlarinda g¢alisan yonetici ve 6gretmenlerin érgiitsel
dogaclama kapasitelerinin belirlenmesi amacglanmistir. Farkli degiskenlerin dogaclama
kapasitesine etkisi detayli olarak ele alinmaya ¢alisiimistir.

Son yillarda ¢alisma hayatindaki belirsizlik durumu, hizli gelisen teknoloji ile birlikte rekabetci
piyasa ortami, isletmelerin risk durumlarini daha da arttirmaktadir (Bektas, Cogaltay, Karadag,
& Ay, 2015). Dolayisiyla orgiitlerin bu risk ve istikrarsizlik durumundan dolay:
karsilasabilecekleri ongoriilemeyen olaylara tedbir alabilmeleri icin orgiitsel dogag¢lama
becerileri edinmeleri 6nemli bir kabiliyetleri olacaktir (Limon ve Dilekei, 2020). Baska bir
deyisle orgiitsel dogaclama kurumlara ani gelisen ve 6n goriilemeyen durumlara karsi kara
alma silirecinde avantaj saglayarak hizli ve dogru karar alabilmelerini saglamaktadir (Long ve
Yu, 2009). Orgiitsel dogaclama sayesinde isletmeler beklenmedik durumlar karsisinda hizh
kara alma yetenekleri ile piyasadaki rekabet ortaminda avantajli duruma gelmeleri
saglanmaktadir (Oztiirk Ciftci, 2021).

Orgiitsel Dogaclama

Orgiitsel dogaclama, oldukca yeni ve gelisim siireci devam eden bir kavramdir. Orgiitsel teori
ve yonetim alanindaki son calismalar, orglitsel dogag¢lamay1 stratejik planlamanin bir
alternatifi olarak gormektedirler (Chelariu vd., 2002). Bireysel dogaclama, is gorenlerin
kendilerini anlik duruma gore ayarlamasi veya herhangi bir probleme alisiimisin disinda bir
¢Ozlm turetebilmek i¢cin normal diizenin disina ¢ikilmasi seklinde tanimlana bilirken; drgiitsel
dogaclama ise orgiitiin tamamiyla dogaclama kabiliyetinin ve 6rgiit icinde dogaclamaya imkan
saglayan uygulamalarin ve durumlarin sisteme entegre edilmesi seklinde tanimlanabilir
(Limon & Dilekgi, 2020). Orgiitsel dogaclamanin farkl baglamlarda tamimlarina bakildiginda;
Moorman ve Miner (1998)’a gore tasarlama ve uygulamanin ayni anda birbiri ile ilintili olmasi
ve is planlanmasi ile uygulamasinin birbirine olan yakinlik derecesidir. Rerup (2001)’e gore
gecmis oOrglitsel tecriibelerle alakali durumlarin eyleme doniistiirme yetenegidir. Shein
(2013)’e gore orgiitsel eylemlere en iyi uygulanabilen sanatsal beceridir. Hadida, Tarvainen ve
Rose’a gore (2015); orgiitte ¢alisanlarinin beklenmedik bir duruma veya degisen bir ¢calismaya
karsilik gosterdikleri tepkinin herhangi bir engellemeye maruz kalmadan dogal bir sekilde
kendini gostermesi seklinde tanimlanmaktadir. Cunha, Cunha ve Kamoche (1999) ise kismen
daha genis bir tanimin1 yaptig1 6rgiitsel dogaclama o6rgiitiin ya da calisanlarin var olan maddi,
bilissel, duyussal ve sosyal kaynaklardan faydalanarak sergiledikleri eylemlerin
kendiligindenligi olarak ifade etmektedirler. Bu tanima gore is gorenlerin orgiitiin mevcut
kaynaklarinin neler oldugunu ve bu kaynaklar1 birbiri ile nasil iliskilendireceklerini iyi
bilmeleri gerekmektedir (Long & Yu, 2009).

Orgiitsel dogaclama kavramu ilk olarak bir risk faktérii olarak degerlendirilmistir. Bunun
sebebi ise hedeflere ulasmada planlardan sapilacagl diistincesidir. Oysaki her orgiitsel
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yasantida planlarin uygulanmasi esnasinda da sikca dogaclama yapmak gerekmektedir.
Giinimiizde is yasami oldukca hizl ilerlemekte teknolojik gelismeler ile her glin her an her sey
degismektedir. Bu durumda dogag¢lamanin rolii orgiitlerin degisen ve gelisen cevrelerine
yardimcl olmaya dogru gitmektedir (Hadida Tarvainen ve Rose, 2015). Orgiitler, belirsizligi az
oldugu durumlarda ortaya ¢ikan firsat ve sorunlara aninda cevap verebilmek icin sikca
dogaclamaya basvurmaktadirlar. Bunun sebebi ise, zamanin kisith olmasi sebebiyle plan
yapmanin zor olmasi firsatlarin kagirilmamasi gerekligi ve sorunlarin daha biiylimeden
halledilmesi gerekliligidir. Bazi durumlarda zamanin olmasina ragmen ortaya ¢ikan durumdaki
yliksek belirsizlik durumundan dolayr planlama yapilmadan soruna miidahele edilmesi
gerekebilmektedir. Boyle durumlarda orgiitsel dogaglama orgiitler icin hizli karar alinmasini
saglamaktadir (Oztiirk Ciftci, 2021).

Orgiitsel Dogaclama Tiirleri

Literatiirde orgiitsel dogaclama tiirleri ile ilgili farkli siniflandirmalara rastlanmaktadir. Cunha
ve Clegg (2019) orgiitsel dogaclamay1 yakinsak orgiitsel dogaglama ve iraksak orgiitsel
dogacglama olmak tizere ikiye ayirmistir.

i.  Yakinsak Orgiitsel Dojaclama: Bu kavram érgiitlerin mevcut sitemlerinin faaliyetlerini
koruyup devam ettirmeleri ile ilgilidir. Orgiitler ani ve beklenmedik gelismeler
karsisinda rutin yapilan islerin disina ¢ikarak basarili dogaglama kararlar alip tekrar
rutin islere geri dontilecektir (Limon & Dilekgi, 2020).

ii. Iraksak Orgiitsel Dogaclama: Bu dogaclama tiiriinde ise orgiitlerin var olan hareket
tarzlarindan bilingli olarak ¢ikmalaridir. Iraksak dogaclamada tiiriinde orgiitler yeni
firsatlar1 kesfetmek istemekte mevcut durum tam olarak benimsenmemektedir (Cunha
ve Clegg, 2019).

Diger bir orgiitsel dogaclama siniflandirmasini ise Wachtendorf (2004) tarafindan yapilmistir.
Wachtendorf (2004)’e gore orgiitsel dogaclama; reprodiiktif, uyumsal ve yaratict dogaclama
olarak ti¢ baslikta ele alinabilir. Bu kavramlari su sekilde agiklamak miimkiindiir;

i. Reprodiiktif Orgiitsel Dogaclama: Reprodiiktif, kelime anlami olarak bir durum veya
nesnenin benzerinin olusturulmasi, liretilmesi demektir. Reprodiiktif doga¢lama ise
isletmelerin belirsizlikler ve kisith zamandan dolay1 daha o6nce uygulanmis olan
yontemin aynisin1 kullanip ayni sonucun elde edilmesi yerine farklh farkli ¢oziim
yollarinin uygulanmasidir.

ii. Uyumsal Orgiitsel Dogaclama: Uyumsal dogaclama, Reprodiiktif dogaclamaya benzer
bir sekilde 6nceden uygulanmis olan ¢oziimlere yeni ¢oziimlerin uyarlanmasidir.
Uyumsal dogaglamada 6rgiit olusan duruma, var olanlarla karsilik verebilecekken yeni
olusan benzer duruma karsi 6zgiin uyarlamalar ile birlikte karar verilmesidir.

iii. Pratik Orgiitsel Dogaclama: Orgiitler, beklenmedik durumlar karsisinda yeni yap;,
faaliyet, kaynak veya gorevler gelistirmektedir. Halihazirda bir plan vardir ancak
planlar olusan durumun ¢6zlimiinde yetersiz kalmasindan dolayr dogaglamaya
basvurulmalidir (Limon & Dilekgi, 2020).

Orgiitsel Dogaclamanin Boyutlari

Literatiirde orgiitsel doga¢lamanin farkl boyutlarda ele alindig1 goriilmektedir. Kung ve Kung
(2019) orgltsel dogaglamayr “hizli tepki (speedyresponse)”, ‘“yeniden sekillendirme
(reconfigurability)” ve “rutin disi ¢éziimler (novelsolutions)” olarak boyutlandirmistir. Hizh
tepki, kisa bir siire igerisinde mevcut kaynaklar1 yeniden diizenleyerek kullanma kabiliyetini
ifade etmektedir. Yeniden sekillendirme ise cevresel etkilere tepki olarak, planlama ve
uygulama stirecindeki kisa zaman aralifinda gelistirilen yeni fikirler olarak belirtilebilir. Rutin
dis1 ¢oziimler, anlik sorunlara portatif yaklasimlar gelistirerek sorunlarin ¢dziimiinii ifade
etmektedir (Limon & Dilekgi, 2020).
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Hadida ve digerlerine gore (2015) orgiitsel dogaclama ii¢ farkli sekilde gerceklesebilir. Bunlar,
“kiictik dlgekli érgiitsel dogaclama”, “sinirli érgiitsel dogagclama” ve “yapisal érgiitsel dogaclama”
seklindedir. Moorman ve Miner (1998)’a gore kiiciik 6lgekli orgiitsel dogaclama iiretimde ve
planlamalardaki stislemelerdir. Sinirli dogaclamalar ise var olan plandaki gli¢lii sapmalara

deginmektedir. Yapisal orgiitsel dogaclamalar acik bir sekilde plandan sapmadir.

J

Crossan vd. (2005) orgiitsel dogaclamayi iki boyutta ele almistir; Bunlar belirsizlik ve zaman
baskisidir. Belirsizlik, ifadelerin net olmamasi, sartlarin degiskenligi ve zaman zaman celiskili
bakis acilarinin olmasi seklinde ifade edilebilir. Kajs ve McCollum (2009)’gére belirsizligi ti¢
sebebi vardir: Yenilik, ¢oziilmezlik ve karmasikliktir. Belirsizlik giinliik hayatta var olan her
zaman yasanilan bir olgudur. Arastirmacilar belirsizlik ve zaman baskisim 6rgiitlerin
dogaclama kapasitelerini 6l¢gmek icin iliskilendirmistirler. Zamanin ¢ok, belirsizligin az oldugu
durumlarda orgiitler planlar1 uygulama ve durumlari analiz etme kapasiteleri yliksektir. Ancak
belirsizligin ¢ok zamanin az oldugu durumlarda durum analiz etmek ve planlar1 uygulamak
zorlasmaktadir. Boyle durumlarda orgiitler dogaglamaya basvurmaktadirlar (Limon & Dilekgi,
2020).

Orgiitsel Dogaclamay: Etkileyen Faktérler

Orgiitsel dogaclama alanindan yapilan ¢alismalarda yer alan érgiitsel dogaclamay: etkileyen
faktorler olarak: (i) takim ¢alismasi ve uyum, (i) liderlik, (iii) zaman, (iv) stratejik muhakeme,
(v) orgiitsel hafiza, (vi) degisim yonetimi ve (vii) orgiitsel dayaniklilik olarak goriilmektedir
(Kajs ve McCollum, 2009). Bu faktdrlerden egitim kurumlarinda orgiitsel dogaglamada one
¢ikan basliklar asagida agiklanmistir.

i Takim Calismast ve Uyum: Bir takimin iyeleri arasindaki etkilesim ve iletisimin
seviyesini iade eden bu kavram iyi ve saglikl bir takim calismasinin dogaglamay tesvik
ettigini belirtilmektedir. Takim calismasi esnasinda bir plana baghh olmadan yapilan
amaglar, birbirine giiven ve sorumluluk alma gibi etmenler doga¢lama olarak kolayca
gerceklesir (Bilsen, 2010).

ii. ~ Liderlik: Orgiitleri yoneten liderlerin yonetim sekilleri dogaclamay: bir yonetim tarz
olarak tercih etmeleri ve basarili olunmasi1 dogaclamay1 etkileyen énemli bir faktor
olarak karsimiza ¢ikmaktadir (Oztiirk Ciftci, 2021). Liderler érgiitsel dogaclamada basi
cekmek ve yonlendirmek icin serbest olmak ve kontrollii olmak arasinda bir denge
yakalamak durumundadirlar. Ozgiir olan calisanlar dogaglamaya daha fazla
basvururlar ancak dogag¢lamanin kontrolden ¢ikmamasi, érgiite faydasinin olmasi igin
de kontrol atinda olmasi gerekmektedir. Hizmetkar liderler kontrol ve o6zgiirliik
arasindaki dengeyi saglamada kabiliyetlidirler. Hizmetkar liderler kontrol edildiklerini
calisanlara hissettirmeden yani ¢alisanlara 6zgiir olduklarini hissettirerek, onlar baski
altinda hissi olusturmadan bu dengeyi basarili bir sekilde saglamaktadirlar (Bilsen,
2010).

iii. ~Zaman: Giiniimiizde zaman kavrami paradan daha kiymetli hale gelen bir degisken
olmustur. Her sektérde zamanlamanin ayri bir énemi vardir. Orgiitlerde zaman baskisi
altinda belirsizliklerin tistesinden gelmek dogaclamay1 etkilemektedir (Limon ve
Dilekgi, 2020).

Egitim Kurumlarinda Orgiitsel Dogaclama

Orgiitsel dogaclama, bilgi isleyen, ozellikle karmasik problem cézme gibi yeteneklerin éne
ciktigi yogun kurumlar agisindan olduk¢a onemlidir. Bu ac¢idan bakildiginda bilgi yogun
kurumlar olan temel egitim kurumlar1 agisindan dogaglama kapasitesi olduk¢a 6nem arz
etmektedir (Bilsen, 2010). Glinlimiizde kisa zaman icinde bilgi hizli bir degisime ugramaktadir
ve yine c¢ok kisa zaman aralifinda gecerliligini kaybetmektedir. Bu ag¢idan temel egitim
kurumlari siirekli yeni bilgiye ve onun getirisi olan durumlara uyum saglamasi gerekmektedir.
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Bu uyum siireci ¢ogu zaman plansiz bir sekilde meydana gelir. Bu sebeple temel egitim
kurumlar1 bazen ¢6ziim stratejisi sunma veya duruma uyum saglayabilmek i¢in dogaclamaya
bagvurmalar1 gerekmektedir (Ozmen, 2010)

Literatlirde kurumlarin ¢cogu zaman kriz ve belirsizlik durumunda dogaclamaya basvurduklari
gorilmektedir. Temel egitim kurumlari agisindan ise bu tip durumlar ¢ok hassas ve dikkatli
olunmasi1 gereken stireclerdir (Bakioglu & Demiral,2013). Yapilan arastirmalarda okul
yoneticilerinin ve o6gretmenlerin bdylesi ani gelisen kriz ortamlarinda kriz yo6netim
becerilerine sahip olmadiklari ve boyle durumlarda bocaladiklari ortaya konmustur (Arshad ve
Hughes, 2009; Oztiirk Ciftci,2021). Bu acidan bakildiginda orgiitsel dogaclama kapasitesinin
okullarda kriz aninda ¢6ziim icin alternatif yollar1 bulma ve uygulama asamalarinda 6nemli
katkisi olacagi soylenebilir (Cunha vd., 1999). Tiirk egitim sisteminde yasanan degisikliklerin
ani oldugu diisiiniildiigiinde okullarin bu degisime ayak uydurmalari olduke¢a zor olmaktadir.
Okul yoneticilerinin planlama ve kriz aninda miidahale becerilerinin 6nemli oldugu
diistiniildiigiinde bu degisim ve gelisime ayak uydurmanin ve verilecek tepkinin dogaclama
seklinde olacag ihtimali oldukga yiiksektir (Bilsen, 2010).

Gilintimiizde okullarda dogaglama yapmanin 6nemini ortaya koyan 6énemli gelismelerden biri
de Covid-19 salgini siireci olmustur. Tiim diinyaya yayilan salgin sebebiyle sosyal hayat ve
egitim camiasi derinden etkilenmis ve hala etkileri siirmektedir. Bu salgindan en ¢ok etkilenen
kurumlardan biri de egitim 6gretim kurumlaridir. Bir¢ok okulda yiiz yiize egitime ara verilmis
ve uzaktan egitime gecis saglanmistir (Sar1 ve Sari, 2020). Tiirkiye'de TRT'nin ac¢tig1 yeni
kanallar vasitasiyla ve Egitim ve Bilisim A1 lizerinden 6grencilere egitim-6gretim saglanmaya
calisilmistir. Salginin etkisi 68rencileri psikolojik ve akademik olarak da etkilemistir (Bozkurt,
2020). Milli Egitim Bakanligi’'nin (MEB) yapmis oldugu yiiz yiize egitime gecis noktasinda
cesitli sistemler kurulmaya calisilmis ve egitim o6gretim slrecinin devami saglanmak
istenmistir. Tiim bu cabalar énceden planlanan bir siirecin pargasi degildir (Saygi, 2021). Bu
gelisen ani durum karsisinda kurumlar dogaglama kararlar almak durumunda kalmislardir.

Depremler gibi dogal afetler, egitim stirekliliginin aksamasinda 6ne ¢ikan kriz durumlari
arasindadir. Bu tiir afetler, egitim hizmetlerine pek cok olumsuz etki yapabilir (Telli ve Altun,
2023). Bu etkiler, egitim ortamlarinin fiziksel olarak zarar gormesiyle birlikte, depremi
yasayan Ogretmenler ve oOgrenciler arasinda Ogretim ve Ogrenme siire¢lerinde yasanan
sorunlar seklinde de ortaya cikabilir. Tiirkiye genelinde, 6 Subat'taki deprem nedeniyle
okullarin acilis1 ertelenmistir. Bazi illerde 6zellikle en yogun etkilenen bolgelerde okullar 27
Mart'a kadar asamali olarak agilmistir. MEB, 2022-2023 Egitim Ogretim yilinin ikinci
doneminde deprem nedeniyle devamsizlik sorunu olmayacagini ve kimse i¢in devamsiz olarak
kaydedilmeyecegini aciklamistir (Sakarya ve Kavut, 2023). Ayrica, Liseye Giris Sinav1 (LGS) ve
Yiiksek Ogretime Giris (YKS) sinav konulan ilk dénemle sinirlandirilmigtir. Kahramanmaras
merkezli 6 Subat'taki deprem, can kaybinin yani sira ekonomik, sosyal, psikolojik ve akademik
acidan olumsuz etkilere neden olmustur (Arslan, 2023). Bu baglamda okullarda egitim goren
ogrencilerle birlikte idareci ve 6gretmenler de karsilasilan krize yonelik ciddi adimlar atmalari
gereken bir siireci yakin zamanda yasamislardir. Bu siire¢ egitim kurumlar1 agisindan
dogaclama yapmanin ne kadar énemli oldugunu ortaya koymustur. Bu durumda, okullar i¢in
dogaclamanin beklenmedik durumlarda etkili bir ¢6ziim alternatifi olabilecegi diisiiniilebilir.

Ilgili Arastirmalar ve Arastirmanin Onemi

Uluslararasi literatiirde, orgiitsel dogaclama iizerine yapilan arastirmalarda; stratejik karar
verme (Dickerson, 2011), yoneticilerin kisisel nitelikleri (Arshad ve Hughes, 2009), orgiitsel
o0grenme (Cunha ve Clegg, 2019), liderlik (Cunha, Kamoche ve Cunha, 2003), orgiitsel
dayaniklilik (Rerup, 2001), orgut kiltiri (Leybourne, 2009), 6rglitsel hafiza (Moorman ve
Miner, 1998), paylasilan liderlik (Dickerson, 2011), iirtin yeniligi performansi (Gao, Song ve
MI, 2015), piyasa yonelimi (Johnson, 2014) ve yenilik¢i takim performansi (Vera, 2002) ile
iliskilendirilmis ve arastirmalar bu alana yogunlasmistir. Easley (2004) ve Xiang, Zhang ve Liu
(2020) arastirmalarinda orgiit buyiikliigu ile dogaclama arasindaki iliskiyi arastirmislardir.
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Yurt i¢i arastirmalarda ise, dogaglamayr kurum olarak okul cergevesinde ele alan
arastirmalardan ziyade daha cok bireysel dogaclama becerisi olarak Tirkce (Aykac &
Cetinkaya, 2013), yabanc dil (Cevik, 2006) ve okul dncesi egitimde (Karadmerlioglu, 2010) bir
0gretim yaklasimi ve uygulamasi olarak ele alindig1 goriilmektedir. Limon ve Dilekei (2020)
okullarin dogaclama kapasitelerini ortaya c¢ikarmayr amagladiklar1 arastirmalarinda;
katilimcilarin kurumdaki pozisyonu ve okul diizeyi acisindan dogaclama kapasiteleri acisindan
anlamh fark belirtmemisken, okul biiyiikliigii acisindan istatistiksel olarak anlaml farkin sz
konusu oldugunu belirtmislerdir. Kilig, Omiir ve Kocabas (2023) 6grenen okul, érgiitsel hafiza
ve orglitsel dogaclama kapasitesi arasindaki iliskinin ortaya koymuslardir.

Orgiitsel dogaclama kapasitesi, bir kurumun degisime uyum saglama, esneklik gésterme ve
yeni firsatlar1 degerlendirme yetenegi olarak tanimlanabilir. Temel egitim kurumlari, siirekli
degisen egitim politikalari, dogal afetler, teknolojik gelismeler ve toplumsal beklentiler gibi
faktorlerle siirekli karsi karsiyadir. Bu nedenle, bu kurumlarin orgiitsel dogag¢lama
kapasitelerinin incelenmesi ve gelistirilmesi, egitim kalitesinin artirilmasi, 6grencilerin
ihtiyaclarina daha etkin bir sekilde yanit verilmesi ve kurumlarin siirdiiriilebilirliginin
saglanmasi acisindan biiyiik 6nem tasir. Bu arastirma, temel egitim kurumlarinin yoneticileri,
o0gretmenleri ve politika yapicilar icin okullarin uyum saglama kapasiteleri adina 6nemli
bilgiler sunabilir. Ozellikle kurumlarin degisim siireclerinde nasil daha etkin bir sekilde
hareket edebileceklerini anlamalarina ve gelistirmelerine yardimc olacaktir. Ayrica, egitim
politikalarinin ve uygulamalarinin iyilestirilmesine yonelik stratejiler gelistirmek icin énemli
ipuclari saglayabilir. Ulusal diizeyde orgiitsel bir kapasite olarak doga¢lamanin heniiz detayh
sekilde incelenmedigi gorilmektedir.

Arastirmanin Amaci

Bu baglamda, bu arastirma temel egitim kurumlarinda calisan yonetici ve 6gretmenlerin
orgiitsel dogaclama kapasitelerini degerlendirmeyi amaclamaktadir. Bu amag¢ dogrultusunda
asagida belirtilen arastirma sorulari temel alinmis ve hipotezler ileri siiriilmiistiir;

1. Ogretmenlerin érgiitsel dogaglama kapasiteleri hangi seviyededir?

2. Ogretmenlerin érgiitsel dogaclama kapasiteleri cinsiyet, medeni durum, egitim
durumu, ¢alisilan kurum, brans, kidem yili ve yerlesim yerine gore degismekte
midir?

i. Hol=Ogretmenlerin  orgiitsel dogaclama kapasiteleri cinsiyete gore
degismemektedir.

ii. Ho2=0gretmenlerin orgiitsel dogaglama kapasiteleri medeni durumlarina gére
degismemektedir.

iii. Ho3=0gretmenlerin oérgiitsel dogaclama kapasiteleri egitim durumlarina gére
degismemektedir.

iv. Ho4=Ogretmenlerin orgiitsel dogaglama kapasiteleri ¢alistigi kuruma gére
degismemektedir.

v. Ho5=0gretmenlerin  orgiitsel dogaglama kapasiteleri bransina gére
degismemektedir.

vi. Ho6=Ogretmenlerin orgiitsel dogaglama kapasiteleri kidem yilina gore
degismemektedir.

vii. Ho7=0gretmenlerin orgiitsel dogaclama kapasiteleri ¢alistig1 yerlesim yerine
gore degismemektedir.
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YONTEM

Arastirmanin bu boliimiinde; arastirmanin modeli, arastirmanin evreni, veri toplama teknigi ve
verilerin analizi siireci yer almaktadir.

Arastirma Modeli

Temel egitim kurumlarinda goérev yapan 6gretmenlerin orgiitsel dogaclama kapasitelerinin
diizeylerini belirlemeyi amaclayan bu arastirmada nicel arastirma yontemi ise kosulmus olup;
halen var olan bir durumu var oldugu sekliyle betimlemeyi amag¢ladigindan tarama modelinde
tasarlanmistir. Tarama modelinde arastirmaya konu olan olay, birey ya da nesne, kendi
kosullar1 icerisinde var oldugu sekliyle tamimlanmaya cahgilir. Onemli olan, var olam
degistirmeye kalkmadan gozleyebilmektir. Tarama arastirmacisi, nesne veya bireyi dogrudan
gozlemleyebilecegi gibi, 6nceden tutulan c¢esitli kayitlara (yazil belgeler, istatistikler, resimler,
ses ve goruntii kayitlar1 vb.) ve alandaki uzmanlara basvurarak elde ettigi karmasik verileri
kendi gozlemleriyle birlestirerek sistematik bir sekilde yorumlamaktadir (Karasar, 2010).

Arastirmanin Calisma Grubu

Arastirmanin ¢alisma grubunu, 2021-2022 egitim-6gretim yilinda Istanbul ili Sultanbeyli ilgesi
siirlarinda yer alan Temel egitim kurumlarinda (Okul Oncesi, ilkokul, Ortaokul) gérev yapan
o0gretmenlerden olusmaktadir. Arastirmada 6rneklem alinmamis ¢alisma evreninin tamamina
ulagilmaya calisilmistir. 2021-2022 egitim-6gretim yilinda Istanbul ili Sultanbeyli ilgesinde yer
alan 58 resmi temel egitim kurumunun 40 tanesi arastirmaya goniillii katilim saglamay1 kabul
etmis ve anket uygulanmistir. Arastirma evreninde yer alan 2198 kisiden 351 tanesi ankete
olumlu doéntit vermistir. Katilmcilarin 43’1 idareci konumundadir. Katihmecilara ait demografik
ozellikler Tablo 1'de sunulmustur.

Tablo 1. Katilimcilarin Demografik Ozellikleri

Kisisel Ozellikler N %
Cinsiyet Erkek 158 45,0
Kadin 193 55,0
. Bekar 133 37,9
Medeni Durum Evii 218 621
On lisans 8 2,3
Egitim Durumu Lisans 300 85,5
Yiiksek lisans 43 12,3
Matematik 23 6,6
Tiirkce 49 14,0
Sinif Ogretmeni 64 18,2
Okul Oncesi 13 3,7
Brans PDR 11 3,1
Din Kiltiiri 33 9,4
Ingilizce 19 54
Fen Bilimleri 25 7,1
Sosyal Bilgiler 25 7,1
Diger 89 25,4
Okul Oncesi 7 2,0
Calistigi Kurum flkokul 94 26,8
Ortaokul 250 71,2
1-5 Y1l 99 28,2
6-10 Y1l 126 35,9
Kidem Yili 11-15Y1l 65 18,5
16-20 Y1l 32 9,1
21+ Y1l 29 8,5
Koy 21 6,0
Yerlesim Yeri ilce Merkezi 246 70,1
il Merkezi 84 23,9
Toplam 351 100
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Arastirmaya katilan 351 6gretmenin ve idareciden % 45’i erkek (158 kisi), % 55’i kadin (193
kisi) katilimcidan olusmustur. Arastirmaya katilan 6gretmenlerin %37,6'u bekar (133 kisi),
%62,1'i evli (218 Kisi) oldugunu belirtmistir. Ogretmenlerin %2,5’i On lisans mezunu (8 kisi),
%385,5’i lisans (300 kisi) mezunu iken %12,5’i ise yliksek lisans mezunu oldugunu; %2’si (7
kisi) okul 6ncesi egitim kurumlarinda, %26,8'i ilkokullarda (94 kisi) ve % 71,2’si ise
ortaokullarda gorev yaptigini belirtmislerdir. Katilmcilarin % 6’s1 (21 kisi) koyde gorev
yapmakta,%70,19 (246 kisi) Ilce merkezinde gorev yapmakta ve %23,9'u (84 kisi) il
merkezinde gore yaptigini belirtmistir. Arastirmaya katilan katilimcilarin %35,9'unun (126
kisi) kidem yili 6-10 yil arasinda oldugu goriilmektedir. Benzer sekilde %28,2’sinin kidem
yillarinin 1-5 yil arasinda oldugu goriilmektedir. Bu durum bize bize ankete katilan
katilimcilarin yarisindan fazlasinin gorev siirelerinin 10 yili gegmedigini gostermektedir.

Veri Toplama Araclari

Arastirmada temel egitim kurumlarinin dogaclama kapasitelerinin ne diizeyde oldugunu
belirlemek amaciyla veri toplama araci olarak; mail yoluyla gerekli kullanim izni alinan
orijinali Kung ve Kung (2019) tarafindan gelistirilen ve Tiirkiye kiiltiiriine uyarlamasi Limon
ve Dilekci (2020) tarafindan yapilan ‘Okullarin Orgiitsel Dogaclama Kapasitesi Olgegi’ (0ODKO)
kullanilmistir. Veri toplama araci demografik bilgilerden ve soru maddelerinden olusan iki
bolimden meydana gelmektedir. Orijinal 6lcekte 8 madde iki boyutta yer almakta iken,
Tiirkiye kiiltliriine uyarlamasinda 6lgegin tek boyutlu bir yap: sergiledigi belirtilmistir. Veri
toplama araci toplamda 15 maddeden olusmaktadir.

00DKO “Kesinlikle Katiliyorum (5)”, “Katihyorum (4)”, Ne Katiliyorum Ne Katilmiyorum (3)”,
“Katilmiyorum (2)” “Kesinlikle Katilmiyorum (1)” biciminde bes dereceli likert tipi bir 6lcek
olarak diizenlenmistir. Veri toplama aracinda ters kodlanacak olumsuz anlam igeren soru
maddesi bulunmamaktadir. Olcegin giivenirlik analizi kapsaminda uyarlama calismasi yapan
arastirmacilar, Cronbach's Alpha giivenirlik katsayisini a=0.74 olarak belirtmislerdir (Limon
ve Dilek¢i, 2020). OODKO’den alinabilecek yiiksek puan egitim kurumlarinin doga¢lama
kapasitelerinin yliksek oldugunu ifade etmektedir.

Verilerin Analizi

Arastirmanin hedefine yonelik olarak, dgretmenlere uygulanan veriler SPSS-22 programi
kullanilarak analiz edilmistir. Ayrica, 6gretmenlerin dogac¢lama yeteneklerine iliskin ortalama
ve standart sapma degerleri hesaplanmis ve homojenlik ve normallik varsayimlarini saglayan
verilerde, Ogretmenlerin demografik oOzellikleri ile dogaclama yetenekleri arasindaki
farkliliklar parametrik analiz yontemleriyle degerlendirilmistir. Normal dagilimin
saglanamadig1 degiskenler veya alt kategoriler arasinda 6rneklem farkinin yiiksek oldugu
analizlerde parametrik olmayan testlere basvurulmustur. Bu baglamda katilimcilarin cinsiyet
ve medeni durum degiskenleri ile 6rglitsel dogaclama kapasiteleri fark Bagimsiz Gruplar t testi
ile analiz edilmistir. Ogretmenlerin egitim durumlari, calistiklar1 kurum, branslari, kidem yillar1
ve calistiklar1 yerlesim yerleri degiskenleri ile orgiitsel dogaclama kapasiteleri fark Kruskal-
Wallis testi ile analiz edilmistir.

Arastirmada alt problemlerin ¢ézlimlenmesine doniik olarak elde edilen bulgular; ortalama
“4.20-5.00” Kesinlikle katiliyorum, “3.40-4.19” Katiliyorum, “2.60-3.39” Ne katiliyorum ne
katilmiyorum, “1.80-2.59” Katilmiyorum, “1.00-1.79” Kesinlikle katilmiyorum araliklar1 dikkate
alinarak yorumlanmistir. Belirtilen ortalamalar toplam puanlarin madde sayisina béliinmesi ile
elde edilen degerler iizerinden hesaplanmistir.
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BULGULAR
Katihmcilarin Dogaclama Kapasitelerine iliskin Betimsel Istatistikleri

Katilimcilarin dogaglama kapasitelerine iliskin betimsel bulgular asagida yer alan tablolarda
sunulmustur.

Tablo 2. Beklenmedik sorunlara aninda miidahale kapasitesinde ait frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 10 2,8 2,8
Katilmiyorum 19 54 8,3
Ne katiliyorum Ne katilmiyorum 51 14,5 22,8
Katiliyorum 207 59,0 81,8
Kesinlikle katiliyorum 64 18,2 100,0
Toplam 351 100

Birinci maddeye arastirmaya katilan katilimcilardan %2,8'i (10 kisi) Kesinlikle
katilmiyorum,%5,4’t (19 kisi) Katilmiyorum, %14,5'i ise (51 kisi) Ne katiliyorum, ne
katilmiyorum, %59’u ise (207 kisi) Katiliyorum ve %18,2’si (64 kisi) Kesinlikle katilmiyorum
cevabini vermislerdir.

Tablo 3. Okul olarak, karsilasilan sorunlar1 ¢ézmek i¢cin mevcut kaynaklar: etkin bir sekilde
yeniden bir araya getirebilmeye yonelik frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 4 1,1 1,1
Katilmiyorum 21 6,0 7,1
Ne katiliyorum Ne katilmiyorum 56 16,0 23,1
Katiliyorum 216 61,5 84,6
Kesinlikle katiliyorum 54 15,4 100,0
Toplam 351 100

Arastirmaya katilan katihmcilardan ikinci maddeye %1,1'i (4 kisi) Kesinlikle
katilmiyorum,%6’s1 (21 kisi) Katilmiyorum, %16’s1 ise (56 kisi) Ne katiliyorum, ne
katilmiyorum, %61,5’i ise (216 kisi) Katiliyorum ve %15,4’t (54 kisi) Kesinlikle katilmiyorum
cevabini vermislerdir.

Tablo 4: Beklenmedik durumlarda mevcut kaynaklar1 kullanarak yeni fikirler ortaya atabilme
kapasitesine yonelik frekans ve ylizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 4 1,1 1,1
Katilmiyorum 17 4,8 6,0
Ne katiliyorum Ne katilmiyorum 46 131 19,1
Katiliyorum 231 65,8 84,9
Kesinlikle katiliyorum 53 15,1 100,0
Toplam 351 100

Uglincii maddeye arastirmaya katilan katthmcalardan %1,1'i (4 kisi) Kesinlikle
katilmiyorum,%4,8'i (17 kisi) Katilmiyorum, %13,1'i ise (46 Kkisi) Ne katiliyorum, ne
katilmiyorum, %65,8'i ise (231 kisi) Katiliyorum ve %15,1’'i (53 kisi) Kesinlikle katilmiyorum
cevabini vermislerdir.
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Tablo 5. Ongoriilemeyen durumlara yonelik yaratici ¢oziimler gelistirebilme kapasitesine
yonelik frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 5 1,4 1,4
Katilmiyorum 23 6,6 8,0
Ne katiliyorum Ne katilmiyorum 51 14,5 22,5
Katiliyorum 229 65,2 87,7
Kesinlikle katiliyorum 43 12,3 100,0
Toplam 351 100

Arastirmaya katilan katilimcilardan doérdiinci maddeye %1,4'G (5 kisi) Kesinlikle
katilmiyorum,%6,6’s1 (23 kisi) Katilmiyorum, %14,5’i ise (51 kisi) Ne katiliyorum, ne
katilmiyorum, %65,2’si ise (229 kisi) Katiliyorum ve %12,3’ii (43 kisi) Kesinlikle katilmiyorum
cevabini vermislerdir.

Tablo 6. Okul olarak, paydas (6grenci, veli, diger kurumlar vb.) taleplerine cevap verebilmek
icin mevcut kaynaklar1 (beseri, teknolojik, materyal vb.) basarili bir sekilde yeniden
diizenleyebilme kapasitesine yonelik frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 4 1,1 1,1
Katilmiyorum 23 6,6 7,7
Ne katiliyorum Ne katilmiyorum 48 13,7 21,4
Katiliyorum 225 64,1 85,5
Kesinlikle katiliyorum 51 14,5 100,0
Toplam 351 100

Besinci maddeye arastirmaya katilan katiimcilardan %1,1'i (4 kisi) Kesinlikle
katilmiyorum,%6,6’s1 (23 kisi) Katilmiyorum, %13,7’si ise (48 kisi) Ne katiliyorum, ne
katilmiyorum, %64,1’si ise (225 kisi) Katiliyorum ve %14,5’i (51 kisi) Kesinlikle katilmiyorum
cevabini vermislerdir.

Tablo 7. Egitim-6gretim ve diger hizmetleri sunmak i¢cin mevcut kaynaklar (beseri, teknolojik,
materyal vb.) yeniden kullanma hususunda beceriye yonelik frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 4 1,1 1,1
Katilmiyorum 22 6,3 7,4
Ne katiliyorum Ne katilmiyorum 56 16,0 23,4
Katiliyorum 219 62,4 85,8
Kesinlikle katiliyorum 50 14,2 100,0
Toplam 351 100

Arastirmaya katilan katilimcilardan altinaa maddeye %1,1'i (4 kisi) Kesinlikle
katilmiyorum,%6,3't. (22 kisi) Katilmiyorum, %16’si ise (56 kisi) Ne katiliyorum, ne
katilmiyorum, %62,4'1i ise (219 kisi) Katiliyorum ve %14,2’si (50 kisi) Kesinlikle katilmiyorum
cevabini vermiglerdir.
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Tablo 8. Beklenmedik bir teknolojik gelismenin okulum dogrudan etkilemesi durumunda,
mevcut kaynaklari (beseri, teknolojik, materyal vb.) yeniden diizenleyerek hizli bir sekilde bu
duruma cevap verebilme kapasitesine yonelik frekans ve ylizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 7 2,0 2,0
Katilmiyorum 35 10,0 12,0
Ne katiliyorum Ne katilmiyorum 62 17,7 29,6
Katiliyorum 205 58,4 88,0
Kesinlikle katiliyorum 42 12,0 100,0
Toplam 351 100

Arastirmaya katilan katilimcilardan yedinci maddeye %2’si (7kisi) Kesinlikle
katilmiyorum,%10’u (35 kisi) Katilmiyorum, %17,7’si ise (62 kisi) Ne katiliyorum, ne
katilmiyorum, %58,4't ise (205 kisi) Katiliyorum ve %12’si (42 kisi) Kesinlikle katilmiyorum
cevabini vermisglerdir.

Tablo 9. Planlanmayan olaylar meydana geldiginde, okul olarak mevcut kaynaklar1 (beseri,
teknolojik, materyal vb.) kullanarak ilgili olaylara iliskin sorunlar1 ¢6zebilme kapasitesine
yonelik frekans ve yiizde degerleri

Frekans Yiizdelik Kiimiilatif Yiizdelik
Kesinlikle Katilmiyorum 3 0,9 0,9
Katilmiyorum 21 6,0 6,8
Ne katiliyorum Ne katilmiyorum 47 13,4 20,2
Katiliyorum 235 67,0 87,2
Kesinlikle katiliyorum 45 12,8 100,0
Toplam 351 100

Arastirmaya katilan katilimcilardan sekizinci maddeye %0,9’u (3kisi) Kesinlikle katilmiyorum,
%6,0'u (21 kisi) Katilmiyorum, %13,4’li ise (67 kisi) Ne katiliyorum, ne katilmiyorum, %67’si
ise (235 kisi) Katiliyorum ve %12,8’i (45 kisi) Kesinlikle katilmiyorum cevabini vermislerdir.

Arastirmada Yer Alan Alt Problemlerin Analizi

Ogretmenlerin orgiitsel dogaclama kapasitelerinin cinsiyete gore degisimine yonelik bulgular
Tablo 10’da sunulmustur.

Tablo 10. Ogretmenlerin Orgiitsel Dogaglama Kapasitelerinin Cinsiyete Gore T-Testi Sonuglari

Cinsiyet N X S sd t p
Erkek 158 31,44 5,06 349 286 0.004*
Kadin 193 29,86 521 ’ ’
“p< 0.05.

Temel egitim kurumlarinin dogaglama kapasiteleri ile ilgili 6gretmen goriislerinde,
cinsiyet degiskene gore anlaml bir farklilik olup olmadigina iliskin yapilan t-testinde, erkek
katilimcilarin gorisleri ile (X=31,44), kadin katilimcilarin goriisleri (X=29,86) arasinda anlaml
bir fark s6z konusudur ( tgag) =2,86, p<0,05). Farkin yoéniine bakildiginda ise erkek
o0gretmenler lehine oldugu goriilmektedir.
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Tablo 11. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin Medeni duruma Gore T-Testi

Sonuglari
Medeni Durum N ¥ S sd t p
Bekar 133 3047 537

. 349 0,28 0,78
Evli 218 30,63 5,09

Temel egitim kurumlarinin dogag¢lama kapasiteleri ile ilgili 6gretmenlerin medeni durum
degiskenine gore anlamh bir farklilik olup olmadigina iliskin yapilan t-testinde, bekar
katilimcilarin gortsleri ile (X=30,47), evli katihmcilarin goriisleri ( X=30,63) arasinda anlaml
bir fark goriilmemistir ( tza9) =0,28, p>0,05).

Tablo 12. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin Egitim Duruma Gére Kruskal-

Wallis Test Sonuclari

Egitim Durumu N Sira Ort. sd X2 p

On lisans 8 219,88

Lisans 300 175,65 2 1,67 0,433
Yiiksek Lisans 43 170,31

Temel egitim kurumlarinin dogaglama kapasitelerinin egitim durumu degiskenine gére anlaml
bir farklilik olup olmadigina iliskin yapilan gore Kruskal-Wallis testinde, 6n lisans mezunu
katilmcilarin goriisleri ( X=219,88), lisans mezunu katilimcilarin goriisleri ( X=175,65) ile
ylksek lisans mezunu katilimcilarin goriisleri arasinda anlamli bir fark goérilmemistir (X2(2,
351) = 1,67, p>0,05). Bu baglamda egitim durumu degiskeni acisindan dogaclama
kapasitelerini benzer oldugu sdylenebilir.

Tablo 13. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin 6gretmenlerin ¢ahstigi kuruma
Gore Kruskal-Wallis Test Sonuglari

Calistig1 kurum N Sira Ort. sd X2 p

Okul 6ncesi 7 153,79

flkokul 94 172,65 2 0,509 0,775
Ortaokul 250 177,77

Temel egitim kurumlarinin dogaclama kapasiteleri ile ilgili katihmcilarin, calistigt kurum
degiskenine gore anlamli bir farklilik olup olmadigina iliskin yapilan gore Kruskal-Wallis
testinde, okul oncesinde calisan katilimcilarin gorisleri( X=153,79) ilkokulda c¢alisan
katilimcilarin gorisleri( X=172,95) ile ortaokulda calisan katiimcilarin goriisleri arasinda
anlamli bir fark gézlemlenmemistir (X2(2, 351) = 0,509, p>0,05). Kruskal-Wallis Testi sonuglari
ve gruplara ait ortamlalar birlikte degerlendirildiginde, temel egitim kurumlarinin dogaglama
kapasiteleri ile ilgili 6gretmen gorislerinin g¢alistigit kurum degiskenine gore degismedigi
sonucuna ulasilmistir.

Tablo 14. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin 6gretmenlerin Bransina Gore
Kruskal-Wallis Test Sonugclari

Brans N Sira Ort. sd X2 p
Matematik 23 175,30

Tiirkge 49 183,92

Sinif 6gretmenligi 64 173,58

Okul Oncesi 13 153,42

PDR 11 16677 9 9,783 0,368
Din Kiltira 33 158,26

ingilizce 19 204,29

Fen Bilimleri 25 144,84

Sosyal Bilgiler 25 214,68

Diger 89 176,43
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Temel egitim kurumlarinin dogaclama kapasiteleri ile ilgili 6gretmen goriislerine gore, brans
degiskenine gore anlaml bir farklilik olup olmadigina iliskin yapilan gore Kruskal-Wallis testi
sonuglarina gore; branslar arasinda a anlaml bir fark gézlemlenmemistir (X2(2, 351) = 0,509,
p>0,05).

Tablo 15. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin Ogretmenlerin Kidem Yilina Gére
Kruskal-Wallis Test Sonuclari

Kidem Yili N Sira Ort. sd X2 P
1-5Y1l 99 175,74

6-10 Y1l 126 167,73

11-15 Y1l 65 174,56 4 3,23 0,52
16-20 Yil 32 190,13

21+ Y1l 29 200,45

Temel egitim kurumlarinin dogaglama kapasiteleri ile ilgili 6gretmen goriislerine gore, kidem
yili degiskenine gore anlamli bir farkliik olup olmadigina iliskin yapilan Kruskal-Wallis
testinde, kidem y1l1 1-5 y1l olan katilimcilarin gorisleri( X=175,74), kidem yili1 6-10 y1l olan olan
katihmcilarin gorisleri (X=167,73), kidem yili 11-15 yil olan katiimcilarin goriisleri
(X=174,56), kidem yil1 16-20 y1l olan katilimcilarin goritsleri (X=190,13), kidem yili 21+ yil
olan 6gretmenlerinin gorisleri ( X=200,45) arasinda anlamh bir fark goriilmemistir (X2(2,
351) = 3,23, p>0,05). Kruskal-Wallis Testi sonuglar1 ve gruplara ait ortalamalar birlikte
degerlendirildiginde, temel egitim kurumlarinin dogaclama kapasiteleri ile ilgili 6gretmen
gorigslerinin kidem yil1 degiskenine gore degismedigi sonucuna ulasilmistir.

Tablo 15. Ogretmenlerin Orgiitsel Dogaclama Kapasitelerinin Ogretmenlerin Cahistig1 Yerlesim
Yerine Gore Kruskal-Wallis Test Sonuglari

Yerlesim Yeri N Sira Ort sd X2 p

Koy 21 121,90

flce Merkezi 246 179,25 2 6,508 0,039*
il merkezi 84 180,01

"p<0,05.

Temel egitim kurumlarinin dogaglama kapasiteleri ile ilgili 6gretmen goriisleri cahistigi
yerlesim yeri degiskenine gore anlamh bir farklilik olup olmadigina iliskin yapilan Kruskal-
Wallis testinde, koyde c¢alisan katilmcilarin gorisleri (X=121,90),ilce merkezide c¢alisan
katilmcilarin gortsleri (X=179,25), ile il merkezinde c¢alisan O6gretmenlerinin gorisleri
(X=180,01) arasinda anlaml bir fark s6z konusudur (X2(2, 351) = 6,508, p<0,05). Bu baglamda
yerlesim yeri degiskenine gore oOrgiitsel dogaglama kapasitelerinin degistigi sonucuna
ulasilmistir.

Arastirma bulgularina gore, 1. ve 7. arastirma hipotezleri reddedilirken, diger hipotezler kabul
edilmistir.

TARTISMA ve YORUM

Temel egitim kurumlarinda goérev yapan Ogretmenlerin orgiitsel dogaclama kapasitelerini
belirlemeyi amaclayan bu arastirmada; betimsel istatistiklerden elde edilen veriler, okullarin
kriz durumlarina ve beklenmedik olaylara nasil miidahale edebilecegi konusunda onemli
ipuclar1 sunmaktadir. Temel egitim kurumlarinda gérev yapan 0gretmen ve yoneticilerin
%59'u "Okul olarak, beklenmedik sorunlara aninda miidahale edebiliriz" maddesine
katildiklarini belirtmistir. Bu, okullarin kriz yonetimi silireclerinin etkin oldugunu ve acil
durumlara hizli bir sekilde miidahale edebilecek yapiya sahip oldugunu gostermektedir.
Benzer sekilde, katiimcilarin %61,5'if "Okul olarak, karsilastigfimiz sorunlar1 ¢dzmek igin
mevcut kaynaklarimizi hizli bir sekilde yeniden bir araya getirebiliriz" maddesine katildiklarini
belirtmistir. Bu durum, okullarin kaynak yonetimi konusunda becerikli olduklarini ve kriz
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anlarinda mevcut kaynaklar1 etkin bir sekilde kullanarak sorunlar1 ¢ozebileceklerini
gostermektedir.

Ayrica, katilimcilarin %65,8'i "Okul olarak, beklenmedik durumlarda mevcut kaynaklarimizi
kullanarak yeni fikirler ortaya atabiliriz" maddesine katildiklarini belirtmistir. Bu durum,
okullarin yaraticilik ve inovasyon kapasitesinin oldugunu ve beklenmedik durumlarda bile
yeni ¢6ziim yollar1 bulabileceklerini géstermektedir. Bununla birlikte, katiimcilarin %67'si
"Planlanmayan olaylar meydana geldiginde, okul olarak mevcut kaynaklarimizi kullanarak
ilgili olaylara iliskin sorunlar1 ¢6zebiliriz" maddesine katildiklarini belirtmistir. Bu veri,
okullarin Kriz yonetimi siire¢lerinin yani sira planlanmayan olaylarla basa ¢ikma kapasitesine
de sahip olduklarini gdstermektedir.

Bu bulgular, okullarin kriz durumlarina karsi hazirlikli olmasi gerektigini ve etkin kriz
yonetimi stratejilerinin gelistirilmesi gerektigini vurgulamaktadir. Ayrica, egitim kurumlarinin
kaynak yonetimi, inovasyon yetenekleri ve planlama becerilerinin gli¢clendirilmesi gerektigini
gostermektedir. Bu veriler, egitim alaninda kriz yonetimi, liderlik becerileri ve stratejik
planlama konulariyla iliskilendirilebilir ve egitim kurumlarinin stirekli gelisim ve uyum
saglama yeteneklerini 6n plana ¢ikarmaktadir.

Arastirmada elde edilen bir diger bulgu olan cinsiyet degiskenine goére yapilan
degerlendirmelerde, 68retmenlerin dogaclama kapasiteleri arasinda anlaml farklar oldugu
tespit edilmistir. Bu durum, cinsiyetin 6gretmenlerin organizasyonel adaptasyon ve yenilikgilik
konusundaki tutumlan iizerinde etkili olabilecegini goéstermektedir. Ozellikle, erkek
o0gretmenlerin daha ylksek bir dogaclama kapasitesine sahip oldugu sonucu, erkeklerin
degisime daha acik olabilecegini ve yeni fikirlere daha kolay adapte olabileceklerini
diistindiirebilir. Diger yandan, egitim durumu degiskenine gore yapilan analizlerde anlaml bir
farkliik bulunmamistir. Bu durum, 6gretmenlerin egitim seviyelerinin, orgiitsel doga¢lama
kapasiteleri lizerinde dogrudan bir etkisinin olmadigini gostermektedir. Brans degiskeni,
calisilan kurum ve kidem degiskenleriyle ilgili yapilan analizlerde de anlaml bir farklilik
bulunmamistir. Temel egitim kurumlarinin dogaglama kapasiteleri ile ilgili 6gretmen goriisleri
calistig1 yerlesim yeri degiskenine gore anlaml bir fark s6z konusudur. Bu baglamda yerlesim
yeri degiskenine gore orgiitsel dogaclama kapasitelerinin degistigi sonucuna ulasilmistir.

Okullar, beklenmedik durumlarla karsilastiklarinda hizli bir sekilde miidahale edebilme
yetenegine sahiptirler ve mevcut kaynaklar etkin bir sekilde kullanarak yeni ve yaratici
fikirler tretebilirler. Yaraticilik, dogaclama icin kritik bir 6n kosul olarak kabul edilir
(Moorman ve Miner, 1998; Long ve Yu, 2009). Okullarin orgiitsel yaraticilik diizeylerine
yonelik yapilan calismalarda, paydaslarin genellikle orgiitsel yaraticiligt mevcut diizeyin
tizerinde algiladiklar1 gorilir. Bu bulgular, literatiirdeki sonuglarla uyumludur (Akman &
Abasl;, 2017; Balay, Kaya & Melik, 2014). Ayrica, okul yoneticilerinin kriz ydnetimi
becerilerinin genellikle ortalama veya iizerinde oldugu belirtilmektedir (Cicek Saglam &
Ozsezer, 2015; Maya, 2014). Dilekgi ve Sezgin Nartgiin (2019) tarafindan yapilan arastirmada,
o0gretmenlerin ani gelisen durumlar1 yonetme konusunda basarili olduklar1 ancak problem
¢6zme becerilerinde daha diisiik bir diizeyde olduklar1 vurgulanmistir. Bu unsurlarin, okullarin
orgiitsel dogaglama kapasitesini artirdigi degerlendirilebilir. Ote yandan, okullarda planlama
ve planlarin uygulanmasi konusunda bazi zorluklar yasandig1 ifade edilmektedir (Akbaba ve
Yildizbas, 2016; Memduhoglu ve Ucgar, 2012; Arslan ve Kiigiiker, 2016; Gokyer ve Zincirli,
2015). Bu zorluklar, dogaglamay1 énemli bir alternatif haline getirebilir.

Easley (2004) dogaclama ile orgiit biiytikligu arasindaki iligskiyi arastirmis ve orgiit
biytikliigiinliin dogac¢lama iizerinde belirgin bir etkisi olmadigl sonucuna varmistir. Fakat,
Xiang, Zhang ve Liu (2020) orgiit bliyiikliigi ile 6rgiitsel dogaglama arasinda istatistiksel olarak
anlamli bir iliski oldugunu belirtmistir. Ayytirek (2014) ise okullarin kriz yénetim becerilerinin
okul diizeyinden istatistiksel olarak énemli bir sekilde etkilendigini gostermistir. Bu nedenle,
anaokullarn ilkégretim ve liselere kiyasla daha gelismis kriz ydnetimi becerileri
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sergilemektedir. Bu acidan degerlendirildiginde, arastirmamizin sonuglariyla paralellik
gostermemektedir.

Limon ve Dilekei (2020) ise katilimci algilari agisindan goérev yapilan pozisyon ve okulun
biiytikliigii degiskenlerinde istatistiksel olarak anlamli bir farklilik oldugunu belirtse de, okul
diizeyinde bir farklilik bulunmamaktadir.

Unutulmamahdir ki Orgiitsel dogaclama her zaman olumlu sonuclar dogurmaz. Ornegin, Cunha
ve digerleri (1999) orgiitsel dogaclamanin bazi olumsuz sonuclarindan bahsetmektedirler, bu
da firsat tuzaklari, yanli 6grenme, kendiliginden veya beklenmedik eylemlerde artis,
dogaclamaya bagimlilik veya asir1 bel baglama, artan kaygi gibi durumlar igerir. Bu ytlizden,
orgiitler dogaclamay1 bir ¢6zlim stratejisi olarak kullanirken dikkatli olmalidirlar. Bu
arastirma, temel egitim kurumlarinda gorev yapan Ogretmenlerin orgiitsel dogaclama
kapasiteleri ilizerinde ¢esitli degiskenlerin etkisini incelemistir. Cinsiyet ve yerlesim yeri gibi
degiskenlerin dogac¢lama Kkapasitelerini etkiledigi gorilmiistir. Bu bulgular, egitim
kurumlarinin personel yonetimi ve gelistirme stratejileri agisindan alana 6nemli katki
saglamistir.

SONUC ve ONERILER
Arastirmadan elde edilen sonuglara bakildiginda;

1. Ogretmen ve yoneticilerin %59'u okul olarak, beklenmedik sorunlara aninda miidahale
edebileceklerini belirtmislerdir.

2. Katihmalarin %61,5'i okul olarak, karsilastiklar1 sorunlari ¢dzmek icin mevcut
kaynaklar1 hizl bir sekilde yeniden bir araya getirebileceklerini belirtmislerdir.

3. Katihmcilarin %65,8'i okul olarak, beklenmedik durumlarda mevcut kaynaklarini
kullanarak yeni fikirler ortaya atabileceklerini belirtmislerdir.

4. Katilimclarin %65,2'si okul olarak, ongorillemeyen durumlara yonelik yaratic
cozlimler gelistirebileceklerini belirtmislerdir.

5. Katihmcilarin %64,1'i okul olarak, paydas taleplerine cevap verebilmek icin mevcut
kaynaklarini basarili bir sekilde yeniden diizenleye bileceklerini belirtmislerdir.

6. Katilmaclarin %62,4't okul olarak, egitim-6gretim ve diger hizmetleri sunmak i¢in
mevcut kaynaklarini yeniden kullanma hususunda becerikli olduklarini ifade
etmislerdir.

7. Katihmcilarin %58,4'ti beklenmedik bir teknolojik gelismenin okullarin1 dogrudan
etkilemesi durumunda, mevcut kaynaklarini yeniden diizenleyerek hizl bir sekilde bu
duruma cevap verebileceklerini belirtmislerdir.

8. Katilimcilarin %67'si planlanmayan olaylar meydana geldiginde, okul olarak mevcut
kaynaklarini kullanarak ilgili olaylara iliskin sorunlar ¢6zebileceklerini belirtmislerdir.

9. Erkek 6gretmenlerin kadin 6gretmenlere gore daha yiiksek bir dogaglama kapasitesine
sahip oldugu sodylenebilir.

10. Katihmcilarin yerlesim yeri degiskenine gore orgiitsel dogaclama kapasitelerinin
degistigi gorilmiistiir.
11. Temel egitim kurumlarinin 6rgiitsel dogaclama kapasitelerinin 6gretmenin medeni

durum, calistigt kurum, mezuniyet durumu ve kidem durumuna gore degismedi
gorulmistir.

Bu baglamda su oneriler getirilebilir;

1. Ogretmen ve Yéneticilere Yénelik Oneriler:
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Kriz yonetimi ve acil durum miidahale yeteneklerini gelistirmek icin siirekli
egitim programlari diizenlenmeli ve bu konuda farkindalik artirilmahdir.

Mevcut kaynaklarin etkin kullanimi ve hizli sekilde bir araya getirilmesi i¢in
yonetim siirecleri ve prosediirler gézden gecirilmelidir.

Yaraticiligl ve inovasyonu tesvik etmek adina 6gretmenlere ve yoneticilere
firsatlar sunulmalidir, 6rnegin, proje bazh calismalar ve yeni fikirlerin hayata
gecirilmesi icin destek programlari olusturulabilir.

Kadin 6gretmenlerin kriz durumlarinda dogaglama becerilerinin artirilmasi
adina daha fazla tesvik edici gorevlerde yer almalar1 desteklenmelidir.

2. Politika Yapicilara Yénelik Oneriler:

Egitim kurumlarinin kriz durumlarina miidahale yeteneklerini artirmak igin
politika ve yonergeler gelistirilmelidir.

Ogretmenlerin ve yoneticilerin profesyonel gelisimini desteklemek icin politika
diizeyinde kaynaklar ve tesvikler saglanmaldir.

Egitim sistemlerinde esneklik ve adaptasyon yeteneklerini giiclendirmek igin
politika yapicilar tarafindan stratejiler belirlenmelidir.

Ogretmen yetistirme kurumlarina adaylarin dogaclama kapasitelerini
gelistirebilecek uygulamalari dersler konulabilir.

Okulun bulundugu yerlesim yerine gore dezavantajli bolgelerde daha kidemli
ve dogaclama becerisi yliksek 6gretmen ve yoneticilerin gérev alabilmesi icin
tesvik edici yasal uygulamalar gelistirilmelidir.

Ozellikle salgin hastalik, deprem, sel felaketi ve yangin gibi iilkemizde
potansiyel goriilme orani yliksek durumlara karsi kurumlarin dogaclama
kapasitelerini artirabilecek kaynak saglanmalhdir.

3. Arastirmacilara Yénelik Oneriler:

Ogretmenlerin ve yoneticilerin dogaclama kapasiteleri iizerine daha fazla
arastirma yapilmaldir, 6zellikle farkli degiskenlerin (cinsiyet, yerlesim yeri,
medeni durum vb.) dogaclama yetenekleri tzerindeki -etkileri Ttzerine
derinlemesine calismalar yapilabilir.

Orgiitsel dogaclama Kkapasitelerini giiclendiren stratejilerin ve en iyi
uygulamalarin belirlenmesi i¢in farkl cografyalarda daha fazla vaka calismasi
ve saha arastirmasi yapilabilir.

Ozellikle salgin hastalik, deprem, sel felaketi ve yangin gibi iilkemizde daha
once meydana gelmis kriz durumlarindaki kurumlarin dogaglama kapasiteleri
iyi analiz edilerek bu alanda daha fazla ¢calismaya yer verilmelidir.

Egitim kurumlarinin muhtemel kriz yénetimi siireglerinin etkinligini senaryo
uygulamalar1 ile degerlendirmek ve iyilestirmek amaciyla arastirmalar
yapilabilir.
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Abstract

It is observed that organizations often resort to improvisation during times of crisis and uncertainty.
Therefore, the improvisational and crisis management skills capacities of school administrators and
teachers are crucial in such rapidly evolving crisis environments. The aim of this study is to examine the
organizational improvisation capacities of administrators and teachers working in primary education
institutions. Quantitative research methods were employed in the study, and a survey model was used as
the research design. The study group consisted of a total of 351 administrators and teachers working in
primary education institutions (primary and secondary schools) affiliated with the Ministry of National
Education in the Sultanbeyli District of Istanbul during the 2021-2022 academic year. The data collection
tool used was the 'Schools' Organizational Improvisation Capacity Scale'. The data collection instrument
consists of two sections: demographic information and questions. While the original scale comprises 8 items
across two dimensions, it was found to exhibit a unidimensional structure when adapted to Turkish. SPSS
22 package program was used for data analysis, and descriptive (mean, frequency) statistical techniques
were utilized. According to the findings of the study, no significant difference was found in the
organizational improvisation capacities of primary education institutions based on participants' marital
status, institution type, location, graduation status, and seniority. However, it was observed that the
organizational improvisation capacities of primary education institutions significantly differed based on
participants' gender and location variables.

Keywords: Organizational improvisation, primary education, risk capacity.
INTRODUCTION

In both daily life and business, the transformation and development occurring necessitate
organizations to have abilities such as faster decision-making compared to the past, and the
capability to find quicker and more effective solutions to unexpected situations. The rapid
integration of technology into the business sphere has contributed to solving many problems, yet
it has also presented various challenges for organizations in terms of making forward-looking
strategic plans and adhering to the established strategies. This situation underscores the
importance of facilitating improvisation and the ability to develop instant strategies in the face of
fluctuations in long-term strategic plans and immediate changes, a concept referred to as
organizational improvisation (Oztiirk Ciftci, 2021). Employees in educational institutions are also
required to guide, transform, and adapt to change (Ozgeng, 2008). In this context, the aim of the
research is to determine the improvisational capacities of managers and teachers working in
primary education institutions. The impact of different variables on improvisational capacity is
examined in detail.
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In recentyears, the uncertain situation in the workplace, coupled with rapidly evolving technology
and a competitive market environment, further increases the risk status of businesses (Bektas,
Cogaltay, Karadag, & Ay, 2015). Therefore, it will be an important capability for organizations to
acquire improvisational skills to anticipate unforeseen events that they may encounter due to this
risk and instability (Limon and Dilekei, 2020). In other words, organizational improvisation
enables companies to gain an advantage in the decision-making process against sudden and
unforeseeable situations, allowing them to make rapid and accurate decisions (Long and Yu,
2009). Through organizational improvisation, businesses are enabled to gain a competitive
advantage in the market by swiftly making decisions in the face of unexpected situations (Oztiirk
Ciftci, 2021).

Organizational Improvisation

Organizational improvisation is a relatively new and evolving concept in the field of organizational
theory and management. Recent studies in this area regard organizational improvisation as an
alternative to strategic planning (Chelariu et al.,, 2002). While individual improvisation can be
defined as the adjustment of individuals to the immediate situation or deviating from the usual
order to generate a solution beyond conventional methods, organizational improvisation can be
defined as the integration of the entire organization's improvisational capability and practices
that facilitate improvisation within the organization (Limon & Dilekgi, 2020). Examining various
definitions of organizational improvisation in different contexts, according to Moorman and Miner
(1998), it is the degree of proximity between design and implementation, and the alignment
between planning and implementation. Rerup (2001) defines it as the ability to translate past
organizational experiences into action. According to Shein (2013), it is the artistic skill best
applied to organizational actions. Hadida, Tarvainen, and Rose (2015) define it as the natural
manifestation of employees' response to unexpected situations or changing tasks without
encountering any hindrance. Cunha, Cunha, and Kamoche (1999) provide a broader definition,
describing organizational improvisation as the spontaneity of actions exhibited by the
organization or employees by leveraging existing material, cognitive, affective, and social
resources. According to this definition, employees need to have a good understanding of the
organization's existing resources and how to leverage them (Long & Yu, 2009).

The concept of organizational improvisation was initially viewed as a risk factor because it was
thought to deviate from plans in achieving goals. However, improvisation is often necessary
during the implementation of plans in every organizational endeavor. In today's fast-paced work
environment, where everything changes every day and every moment due to technological
advancements, the role of improvisation is evolving to assist organizations in adapting to their
changing and evolving environments (Hadida, Tarvainen, & Rose, 2015). Organizations frequently
resort to improvisation to respond promptly to opportunities and challenges arising in situations
with low uncertainty. This is because of the constraints of time, the necessity to seize
opportunities without delay, and the need to address problems before they escalate. In some
cases, despite having time, intervention in a situation may be necessary without planning due to
high uncertainty. In such situations, organizational improvisation facilitates rapid decision-
making for organizations (Oztiirk Ciftci, 2021).

Types of Organizational Improvisation

In the literature, various classifications of organizational improvisation types can be found. Cunha
and Clegg (2019) have divided organizational improvisation into two categories: convergent
organizational improvisation and divergent organizational improvisation.

i.  Convergent Organizational Improvisation: This concept pertains to organizations
maintaining and continuing their activities within their existing systems. Organizations
will deviate from routine tasks in the face of sudden and unexpected developments to
make successful improvisational decisions and then return to routine tasks (Limon &
Dilekei, 2020).
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ii. ~ Divergent Organizational Improvisation: In this type of improvisation, organizations
consciously depart from their existing modes of operation. In divergent improvisation,
organizations seek to discover new opportunities and may not fully embrace the current
situation (Cunha and Clegg, 2019).

Another classification of organizational improvisation is proposed by Wachtendorf (2004), who
categorizes it into reproductive, adaptive, and creative improvisation:

i.  Reproductive Organizational Improvisation: Reproductive improvisation involves
implementing different solutions rather than using the same method previously applied
due to uncertainties and limited time constraints, aiming to achieve the same outcome.

ii.  Adaptive Organizational Improvisation: Similar to reproductive improvisation, adaptive
improvisation involves adapting new solutions to previously implemented ones. In
adaptive improvisation, decisions are made with original adaptations to respond to
similar emerging situations while utilizing existing solutions.

iii.  Practical Organizational Improvisation: Organizations develop new structures, activities,
resources, or tasks in response to unexpected situations. Although there is an existing
plan, improvisation becomes necessary due to the inadequacy of plans in addressing the
emerging situation (Limon & Dilekgi, 2020).

Dimensions of Organizational Improvisation

In the literature, organizational improvisation is examined from various dimensions. Kung and
Kung (2019) have categorized organizational improvisation into dimensions of 'speedy response,’
'reconfigurability,' and 'novel solutions.' Speedy response refers to the ability to rapidly rearrange
and utilize existing resources within a short period. Reconfigurability, on the other hand, can be
characterized as new ideas developed in a short time span in response to environmental
influences during the planning and implementation process. Novel solutions denote the
development of innovative approaches to address immediate problems (Limon & Dilekgi, 2020).

According to Hadida et al. (2015), organizational improvisation can occur in three different ways:
'small-scale organizational improvisation,’ 'limited organizational improvisation,’ and 'structural
organizational improvisation.' Small-scale improvisation involves embellishments in production
and planning. Limited improvisations address strong deviations from existing plans. Structural
improvisations are clear deviations from plans.

Crossan et al. (2005) have analyzed organizational improvisation in two dimensions: uncertainty
and time pressure. Uncertainty refers to the lack of clarity in expressions, variability in conditions,
and occasionally conflicting perspectives. According to Kajs and McCollum (2009), uncertainty
stems from innovation, insolubility, and complexity. Uncertainty is a constant in daily life.
Researchers have linked uncertainty and time pressure to measure organizational improvisation
capabilities. In situations where time is abundant but uncertainty is low, organizations have high
capabilities in implementing plans and analyzing situations. However, in situations where
uncertainty is high but time is limited, analyzing situations and implementing plans become
challenging. In such cases, organizations resort to improvisation (Limon & Dilekgi, 2020).

Factors Influencing Organizational Improvisation

Studies in the field of organizational improvisation have identified several factors influencing
organizational improvisation: (i) teamwork and harmony, (ii) leadership, (iii) time, (iv) strategic
judgment, (v) organizational memory, (vi) change management, and (vii) organizational resilience
(Kajs & McCollum, 2009). Below are the prominent factors in organizational improvisation in
educational institutions:

i. Teamwork and Harmony: This concept reflects the level of interaction and communication
among team members, emphasizing that good and healthy teamwork fosters
improvisation. Factors such as setting goals without adhering to a plan, trust among team
members, and assuming responsibility easily facilitate improvisation (Bilsen, 2010).
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ii. Leadership: The leadership styles of leaders managing organizations emerge as significant
factors influencing improvisation. Leaders need to strike a balance between being free and
being controlled to lead and guide improvisation effectively. Employees who feel free are
more likely to improvise, but improvisation needs to be controlled to be beneficial to the
organization. Servant leaders are adept at striking a balance between control and freedom.
They successfully achieve this balance by making employees feel free without feeling
pressured, thus ensuring effective improvisation (Bilsen, 2010).

iii. Time: Time has become a more valuable variable than money in today's world. Timing
holds different significance in every sector. Overcoming uncertainties under time pressure
influences improvisation in organizations (Limon & Dilekgi, 2020).

Organizational Improvisation in Educational Institutions

Organizational improvisation is of significant importance for knowledge-intensive institutions,
especially those emphasizing complex problem-solving abilities. From this perspective, primary
educational institutions, which are knowledge-intensive organizations, hold a crucial position in
terms of improvisational capacity (Bilsen, 2010). Nowadays, knowledge undergoes rapid changes
within short periods and loses its validity in similarly brief intervals. Therefore, primary
educational institutions constantly need to adapt to new knowledge and the situations it brings.
This adaptation process often occurs without prior planning. Hence, primary educational
institutions sometimes need to resort to improvisation to offer solution strategies or adapt to
situations (Ozmen, 2010).

Literature reveals that organizations often resort to improvisation in crisis and uncertainty
situations. However, such circumstances are delicate and require careful handling, especially in
the context of primary educational institutions (Bakioglu & Demiral, 2013). Research indicates
that school administrators and teachers often lack crisis management skills in such rapidly
evolving crisis environments and struggle to cope (Arshad & Hughes, 2009; Oztiirk Ciftci, 2021).
Therefore, the improvisational capacity in educational institutions may play a significant role in
finding and implementing alternative solutions during crises (Cunha et al., 1999). Given the rapid
changes in the Turkish education system, schools find it challenging to keep up with these
changes. Considering the importance of planning and crisis intervention skills for school
administrators, improvisation is highly likely to be the response to adapt to this change and
development (Bilsen, 2010).

One significant development highlighting the importance of improvisation in schools today is the
Covid-19 pandemic. The pandemic, which has spread worldwide, deeply affected social life and
the education community, and its effects continue to be felt. Educational institutions are among
the most affected organizations by this pandemic. Many schools have suspended face-to-face
education and transitioned to distance learning (Sar1 & Sari, 2020). In Turkey, efforts have been
made to provide education to students through new channels opened by TRT and the Education
Information Network. The impact of the pandemic has also affected students psychologically and
academically (Bozkurt, 2020). The Ministry of National Education (MEB) has attempted to
establish various systems for the transition to face-to-face education and ensure the continuation
of the education process. All these efforts were not part of a pre-planned process (Saygi, 2021).
Faced with this evolving situation, institutions have had to make improvisational decisions.
Indeed, both administrators and teachers, along with the students attending schools, recently
experienced a serious process where they had to take significant steps to address the crisis during
the earthquake on February 6. This process has underscored the importance of improvisation for
educational institutions. In this regard, improvisation may be considered an effective alternative
for unexpected situations in schools.

Related Research and Importance of Research

In international literature, research on organizational improvisation has been associated with
strategic decision-making (Dickerson, 2011), managers' personal qualities (Arshad & Hughes,
2009), organizational learning (Cunha & Clegg, 2019), leadership (Cunha, Kamoche, & Cunha,
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2003), organizational resilience (Rerup, 2001), organizational culture (Leybourne, 2009),
organizational memory (Moorman & Miner, 1998), shared leadership (Dickerson, 2011), product
innovation performance (Gao, Song, & Mi, 2015), market orientation (Johnson, 2014), and
innovative team performance (Vera, 2002). Additionally, Easley (2004) and Xiang, Zhang, and Liu
(2020) have investigated the relationship between organizational size and improvisation.

In domestic research, rather than focusing on improvisation within the organizational framework
of schools, studies have predominantly addressed individual improvisational skills, such as
Turkish proficiency (Aykac & Cetinkaya, 2013), foreign language proficiency (Cevik, 2006), and
preschool education approaches (Karadmerlioglu, 2010). Limon and Dilek¢i (2020) noted in their
research aimed at uncovering schools' improvisational capacities that there were no significant
differences in improvisational capacities among participants in terms of their position within the
institution and school level, but there was a statistically significant difference in terms of school
size. Kili¢, Omiir, and Kocabas (2023) identified the relationship between a learning organization,
organizational memory, and organizational improvisational capacity.

Organizational improvisational capacity can be defined as an institution's ability to adapt to
change, demonstrate flexibility, and evaluate new opportunities. Primary educational institutions
are constantly confronted with factors such as changing education policies, natural disasters,
technological advancements, and societal expectations. Therefore, examining and enhancing the
improvisational capacities of these institutions is of paramount importance for improving
educational quality, effectively meeting students' needs, and ensuring the sustainability of
institutions. This research can provide important insights for school administrators, teachers, and
policymakers regarding schools' adaptation capacities. It can help them understand and improve
how institutions can more effectively navigate change processes. Additionally, it can provide
valuable clues for developing strategies to enhance educational policies and practices. It is evident
that organizational improvisation as a capacity has not yet been thoroughly examined at the
national level.

Purpose of the Research

This research aims to evaluate the organizational improvisational capacities of administrators
and teachers working in primary education institutions. To achieve this goal, the following
research questions have been formulated:

1. Whatis the level of organizational improvisational capacity among teachers?

2. Do teachers' organizational improvisational capacities vary according to gender, marital
status, educational background, institution of employment, subject area, years of
experience, and location?
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METHOD

This section of the study includes the research design, the population of the study, the data
collection technique, and the process of data analysis.

Research Model

In this research aimed at determining the level of organizational improvisation capacity of
teachers working in primary education institutions, a quantitative research method was
employed. Since the study aims to describe an existing situation as it is, it was designed in a survey
model. In the survey model, the phenomenon or object under investigation is described as it exists
within its own conditions. The crucial point is to observe without attempting to change what
exists. The survey researcher may directly observe the object or individual, as well as
systematically interpret complex data obtained by referring to various pre-existing records
(written documents, statistics, images, audio and video recordings, etc.) and consulting experts in
the field, combining them with their own observations (Karasar, 2010).

Study Group

The study group of the research consists of teachers working in primary education institutions
(preschool, primary school, secondary school) located within the borders of Sultanbeyli district
of Istanbul province during the 2021-2022 academic year. According to Karasar (2010), in the
research, no sampling was conducted and the entire population was accessible. In this context, no
sample was taken in the research, and an attempt was made to reach the entire population
(Sallabas, 2012). A total of 58 official primary education institutions located in Sultanbeyli district
of Istanbul province during the 2021-2022 academic year were contacted, but only 40 of them
agreed to participate voluntarily in the research, and the survey was administered. Out of the 2198
individuals in the research population, 351 of them provided positive responses to the survey. Of
the participants, 43 are in administrative positions. The demographic characteristics of the
participants are presented in Table 1.
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Table 1. Demographic Characteristics of Participants

Personal characteristics N %
Gender Male 158 45,0
Female 193 55,0
) Single 133 37,9
Marital Status Married 218 62.1
Associate degree 8 2,3
Educational Status Bachelor's degree 300 85,5
Master's degree 43 12,3
Mathematics 23 6,6
Turkish 49 14,0
Classroom Teacher 64 18,2
Pre-school 13 3,7
Guidance :jmd ' 11 31
o Psychological Counseling
Discipline .
Religious  Culture and
) 33 9,4
Ethics
English 19 5,4
Science 25 7,1
Social studies 25 7,1
Other 89 25,4
Preschool 7 2,0
Institution Primary school 94 26,8
Middle school 250 71,2
1-5 Years 99 28,2
6-10 Years 126 35,9
Years of Seniority 11-15 Years 65 18,5
16-20 Years 32 9,1
21+ Years 29 8,5
Village 21 6,0
Settlement District Center 246 70,1
Province Center 84 23,9
Total 351 100

Of the 351 participants, 45% were male (158 individuals), and 55% were female (193
individuals). Among the participating teachers, 37.6% were single (133 individuals), while 62.1%
were married (218 individuals). Regarding educational background, 2.5% of the teachers were
associate degree holders (8 individuals), 85.5% were bachelor's degree holders (300 individuals),
and 12.5% had a master's degree. Among them, 2% (7 individuals) worked in preschool education
institutions, 26.8% (94 individuals) in primary schools, and 71.2% in middle schools.
Furthermore, 6% of the participants (21 individuals) worked in rural areas, 70.1% (246
individuals) in district centers, and 23.9% (84 individuals) in provincial centers. It is observed
that 35.9% of the participants (126 individuals) had a tenure of 6-10 years, while 28.2% had a
tenure of 1-5 years. Thus, it indicates that more than half of the participants had a tenure of less
than 10 years.

Data Collection Tools

In this research, the 'Organizational Improvisation Capacity Scale for Schools' (OICSS), developed
by Kung and Kung (2019) and adapted to the Turkish culture by Limon and Dilekgi (2020), was
utilized as the data collection tool to determine the improvisation capacities of primary education
institutions. Permission for its use was obtained via email correspondence. The data collection
tool consists of two sections: demographic information and questionnaire items. While the
original scale consisted of 8 items across two dimensions, it was indicated that the adapted scale
exhibited a unidimensional structure suitable for the Turkish culture. The data collection tool
comprises a total of 15 items.
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The OICSS is designed as a five-point Likert-type scale, with response options ranging from
'Strongly Agree (5)' to 'Strongly Disagree (1)'. There are no negatively worded items in the data
collection tool that require reverse coding. Regarding the reliability analysis of the scale, the
researchers conducting the adaptation study reported a Cronbach's Alpha reliability coefficient of
a=0.74 (Limon & Dilek¢i, 2020). Higher scores obtained from the OICSS indicate higher
improvisation capacities in educational institutions.

Analysis of Data

Data collected from teachers were analyzed using SPSS-22 software in line with the objectives of
the research. Mean and standard deviation values for teachers' improvisation abilities were
calculated. Differences between teachers' demographic characteristics and improvisation abilities
were evaluated using parametric analysis methods for data that met the assumptions of
homogeneity and normality. Non-parametric tests were employed for variables or subcategories
where normal distribution could not be ensured or where there were significant differences in
sample size. Specifically, differences in organizational improvisation capacities based on
participants' gender and marital status variables were analyzed using Independent Samples t-test.
The variables of teachers' educational status, institutions they worked for, subjects they taught,
years of seniority, and their working locations were analyzed using the Kruskal-Wallis test to
assess differences in organizational improvisation capacities.

In our study, the Cronbach's Alpha reliability coefficient was reported as a=0.71. When dealing
with data collection tools with different item numbers, average scores for all sub-dimensions can
be converted to a scale of 1-5 by dividing the total score by the number of items in that dimension
(K) (Bokeoglu & Yilmaz, 2008). Findings obtained for addressing sub-problems in the research
were interpreted considering the intervals of '4.20-5.00' for 'Strongly Agree,' '3.40-4.19" for
'Agree,' '2.60-3.39' for 'Neither Agree nor Disagree,' '1.80-2.59' for 'Disagree,’ and '1.00-1.79' for
'Strongly Disagree.' These averages were calculated based on the values obtained by dividing the
total scores by the number of items.

FINDINGS
Descriptive Statistics of Participants' Improvisation Capacity

Descriptive findings regarding the improvisational capacities of the participants are presented in
the tables below.

Table 2. Frequency and percentage values of immediate response capacity to unexpected
problems

Frequency Percentage Cumulative Percentage
[ strongly disagree 10 2,8 2,8
I do not agree 19 54 8,3
Neither agree nor disagree 51 14,5 22,8
[ agree 207 59,0 81,8
Absolutely I agree 64 18,2 100,0
Total 351 100

For the first item, among the participants, 2.8% (10 individuals) Strongly Disagreed, 5.4% (19
individuals) Disagreed, 14.5% (51 individuals) Neither Agreed nor Disagreed, 59% (207
individuals) Agreed, and 18.2% (64 individuals) Strongly Agreed.
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Table 3. Frequency and percentage values for effectively reassembling existing resources to
address encountered problems at the school level.

Frequency Percentage Cumulative Percentage
I strongly disagree 4 1,1 1,1
I do not agree 21 6,0 7,1
Neither agree nor disagree 56 16,0 23,1
[ agree 216 61,5 84,6
Absolutely I agree 54 15,4 100,0
Total 351 100

For the second item, among the participants, 1.1% (4 individuals) Strongly Disagreed, 6% (21
individuals) Disagreed, 16% (56 individuals) Neither Agreed nor Disagreed, 61.5% (216
individuals) Agreed, and 15.4% (54 individuals) Strongly Agreed.

Table 4: Frequency and percentage values for the capacity to generate new ideas by utilizing
existing resources in unexpected situations.

Frequency Percentage Cumulative Percentage
I strongly disagree 4 1,1 1,1
I do not agree 17 4,8 6,0
Neither agree nor disagree 46 13,1 19,1
[ agree 231 65,8 84,9
Absolutely I agree 53 15,1 100,0
Total 351 100

For the third item, among the participants, 1.1% (4 individuals) Strongly Disagreed, 4.8% (17
individuals) Disagreed, 13.1% (46 individuals) Neither Agreed nor Disagreed, 65.8% (231
individuals) Agreed, and 15.1% (53 individuals) Strongly Agreed.

Table 5: Frequency and percentage values for the capacity to develop creative solutions to
unforeseen situations.

Frequency Percentage Cumulative Percentage
I strongly disagree 5 1,4 1,4
I do not agree 23 6,6 8,0
Neither agree nor disagree 51 14,5 22,5
[ agree 229 65,2 87,7
Absolutely I agree 43 12,3 100,0
Total 351 100

Regarding the fourth item, among the participants, 1.4% (5 individuals) Strongly Disagreed, 6.6%
(23 individuals) Disagreed, 14.5% (51 individuals) Neither Agreed nor Disagreed, 65.2% (229
individuals) Agreed, and 12.3% (43 individuals) Strongly Agreed.

Table 6: Frequency and percentage values for the capacity to successfully reorganize existing
resources (human, technological, material, etc.) to respond to stakeholder (students, parents,
other institutions, etc.) demands at the school level.

Frequency Percentage Cumulative Percentage
I strongly disagree 4 1,1 1,1
I do not agree 23 6,6 7,7
Neither agree nor disagree 48 13,7 21,4
[ agree 225 64,1 85,5
Absolutely I agree 51 14,5 100,0
Total 351 100

For the fifth item, among the participants, 1.1% (4 individuals) Strongly Disagreed, 6.6% (23
individuals) Disagreed, 13.7% (48 individuals) Neither Agreed nor Disagreed, 64.1% (225
individuals) Agreed, and 14.5% (51 individuals) Strongly Agreed.
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Table 7: Frequency and percentage values for the skill to effectively reuse existing resources
(human, technological, material, etc.) to provide educational and other services.

Frequency Percentage Cumulative Percentage
I strongly disagree 4 1,1 1,1
I do not agree 22 6,3 7,4
Neither agree nor disagree 56 16,0 23,4
[ agree 219 62,4 85,8
Absolutely I agree 50 14,2 100,0
Total 351 100

From the participants of the research, 1.1% (4 individuals) Strongly Disagreed, 6.3% (22
individuals) Disagreed, 16% (56 individuals) Neither Agreed nor Disagreed, 62.4% (219
individuals) Agreed, and 14.2% (50 individuals) Strongly Agreed to the sixth item.

Table 8: Frequency and percentage values for the capacity to rapidly respond to a situation where
an unexpected technological development directly impacts the school by reorganizing existing
resources (human, technological, material, etc.).

Frequency Percentage Cumulative Percentage
I strongly disagree 7 2,0 2,0
I do not agree 35 10,0 12,0
Neither agree nor disagree 62 17,7 29,6
[ agree 205 58,4 88,0
Absolutely I agree 42 12,0 100,0
Total 351 100

From the participants of the research, 2% (7 individuals) Strongly Disagreed, 10% (35
individuals) Disagreed, 17.7% (62 individuals) Neither Agreed nor Disagreed, 58.4% (205
individuals) Agreed, and 12% (42 individuals) Strongly Agreed to the seventh item.

Table 9: Frequency and percentage values for the capacity to solve problems related to
unexpected events by utilizing existing resources (human, technological, material, etc.) as a
school.

Frequency Percentage Cumulative Percentage
I strongly disagree 3 09 0,9
I do not agree 21 6,0 6,8
Neither agree nor disagree 47 13,4 20,2
[ agree 235 67,0 87,2
Absolutely I agree 45 12,8 100,0
Total 3 0,9 0,9

From the participants of the research, 0.9% (3 individuals) Strongly Disagreed, 6.0% (21
individuals) Disagreed, 13.4% (67 individuals) Neither Agreed nor Disagreed, 67% (235
individuals) Agreed, and 12.8% (45 individuals) Strongly Agreed to the eighth item.

Analysis of Sub-Problems in the Research

The findings regarding the variation in teachers' organizational improvisation capacities
according to gender are presented in Table 10.

Table 10. Independent Samples t-Test Results for Teachers' Organizational Improvisation

Capacities by Gender
Gender N X S df t p
Male 158 31,44 5,06
349 2,86 0,004*
Female 193 29,86 5,21
“p< 0.05.
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In the t-test conducted to determine whether there is a significant difference in teacher opinions
regarding the improvisational capacities of primary education institutions based on the gender
variable, a significant difference was found between the opinions of male participants (X=31.44)
and female participants (X=29.86) (t(349) = 2.86, p < 0.05). Upon examining the direction of the
difference, it is observed to be in favor of male teachers.

Table 11. T-Test Results for Teachers' Organizational Improvisation Capacities by Marital Status

Marital status N X S df t p
Single 133 3047 537

. 349 0,28 0,78
Married 218 30,63 5,09

In the t-test conducted to determine whether there is a significant difference in teacher opinions
regarding the improvisational capacities of primary education institutions based on the marital
status variable, no significant difference was found between the opinions of single participants
(X=30.47) and married participants (X=30.63) (t(349) = 0.28, p > 0.05).

Table 12. Kruskal-Wallis Test Results for Teachers' Organizational Improvisation Capacities by
Educational Background

Educational Status N Rank Avg. df X2 P
Associate degree 8 219,88

Bachelor's degree 300 175,65 2 1,67 0,433
Master's degree 43 170,31

In the Kruskal-Wallis test conducted to determine whether there is a significant difference in
improvisational capacities of primary education institutions based on the educational background
variable, no significant difference was found between the opinions of participants with associate
degrees (X=219.88), participants with bachelor's degrees (X=175.65), and participants with
master's degrees (x2(2, 351) = 1.67, p > 0.05). Therefore, it can be said that the improvisational
capacities are similar across different educational backgrounds.

Table 13. Kruskal-Wallis Test Results for Teachers' Organizational Improvisation Capacities by
the Institution Where Teachers Work

School N Rank Avg. df X2 p
Preschool 7 153,79

Primary school 94 172,65 2 0,509 0,775
Middle school 250 177,77

In the Kruskal-Wallis test conducted to determine whether there is a significant difference in
improvisational capacities of primary education institutions based on the institution where
teachers work variable, no significant difference was observed between the opinions of
participants working in preschools (X=153.79), participants working in primary schools
(X=172.95), and participants working in middle schools (x2(2, 351) = 0.509, p > 0.05). When the
results of the Kruskal-Wallis Test and the means of the groups are evaluated together, it can be
concluded that there is no variation in the teachers' opinions on the organizational improvisation
capacities of primary education institutions based on the institution where they work.
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Table 14. Kruskal-Wallis Test Results for Teachers' Organizational Improvisation Capacities by
Teachers' Discipline

Discipline N Rank Avg. df X2 P
Mathematics 23 175,30

Turkish 49 183,92

Classroom Teacher 64 173,58

Pre-school 13 153,42 9 9,783 0,368
Guidance and Psychological 11 166,77

Counseling

Religious Culture and Ethics 33 158,26

English 19 204,29

Science 25 144,84

Social studies 25 214,68

Other 89 176,43

According to the results of the Kruskal-Wallis test conducted to determine whether there is a
significant difference in teachers' opinions on the improvisational capacities of primary education
institutions based on the variable of discipline, no significant difference was observed among
disciplines (x2(2, 351) = 0.509, p > 0.05).

Table 15. Kruskal-Wallis Test Results for Teachers' Organizational Improvisation Capacities by
Teachers' Years of Service

Years of Seniority N Rank Avg. df X2 P
1-5 Years 99 175,74
6-10 Years 126 167,73

4 3,23 0,52
11-15 Years 65 174,56
16-20 Years 32 190,13
21+ Years 29 200,45

According to the results of the Kruskal-Wallis test conducted to determine whether there is a
significant difference in teachers' opinions on the improvisational capacities of primary education
institutions based on the variable of years of service, no significant difference was observed
among teachers with different years of service: 1-5 years (X=175.74), 6-10 years (X=167.73), 11-
15 years (X=174.56), 16-20 years (X=190.13), and 21+ years (X=200.45) (x2(2, 351) =3.23,p >
0.05). When considering the Kruskal-Wallis test results and the means of the groups together, it
is concluded that teachers' opinions on the improvisational capacities of primary education
institutions did not vary according to years of service.

Table 15. Kruskal-Wallis Test Results for Teachers' Organizational Improvisation Capacities by
Teachers' Location of Employment

Settlement N Rank Avg. df X2 p
Village 21 121,90
District Center 246 179,25 2 6,508 0,039"
Province Center 84 180,01

"p<0,05.

The Kruskal-Wallis test conducted to determine whether there is a significant difference in
teachers' opinions on the improvisational capacities of primary education institutions based on
the variable of their location of employment yielded a significant difference among participants
working in different types of settlements: those working in villages (X=121.90), those working in
district centers (X=179.25), and those working in provincial capitals (X=180.01) (x2(2, 351) =
6.508, p < 0.05). The difference appears to be between teachers working in provincial and district
centers compared to those working in rural areas. When considering the direction of the
difference, it can be said to be in favor of teachers working in provincial and district centers. In
this context, it is concluded that organizational improvisation capacities vary according to the
variable of location of employment.
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DISCUSSION and COMMENT

In this research aimed at determining the organizational improvisation capacities of teachers in
primary education institutions, the data obtained from descriptive statistics provide important
insights into how schools can intervene in crisis situations and unexpected events. Of the teachers
and administrators working in primary education institutions, 59% indicated that "We can
intervene in unexpected problems as a school." This indicates that schools have effective crisis
management processes and are structured to respond quickly to emergencies. Similarly, 61.5% of
participants stated that "As a school, we can quickly gather our existing resources to solve the
problems we encounter." This situation demonstrates that schools are proficient in resource
management and can solve problems by effectively using existing resources, even in crisis
situations.

Moreover, 65.8% of participants agreed that "As a school, we can come up with new ideas using
our existing resources in unexpected situations.” This indicates that schools have creativity and
innovation capabilities and can come up with new solutions even in unexpected situations.
Additionally, 67% of participants agreed that "When unplanned events occur, as a school, we can
solve problems related to these events using our existing resources." This data shows that schools
not only have effective crisis management processes but also have the capacity to deal with
unplanned events.

These findings highlight the importance of schools being prepared for crisis situations and the
need to develop effective crisis management strategies. Furthermore, they indicate the necessity
of strengthening resource management, innovation capabilities, and planning skills in educational
institutions. These data can be associated with crisis management, leadership skills, and strategic
planning in education, emphasizing the continuous improvement and adaptability of educational
institutions.

Another finding of the research is that there are significant differences in teachers'
improvisational capacities according to the gender variable. This suggests that gender can
influence teachers' attitudes toward organizational adaptation and innovation. Specifically, the
result indicating that male teachers have a higher improvisational capacity may imply that males
may be more open to change and more easily adaptable to new ideas. On the other hand, no
significant difference was found in the analysis based on the variable of education level. This
indicates that teachers' educational levels do not directly affect their organizational improvisation
capacities. Similarly, no significant differences were found based on the variables of subject area,
working institution, and seniority. However, significant differences were observed in teachers'
opinions on organizational improvisation capacities according to the variable of settlement
location. Therefore, it can be concluded that organizational improvisation capacities vary
according to the settlement location variable.

Schools have the ability to intervene quickly when faced with unexpected situations and can
generate new and creative ideas by effectively using existing resources. Creativity is considered a
critical prerequisite for improvisation (Moorman & Miner, 1998; Long & Yu, 2009). Studies on
organizational creativity levels in schools generally show that stakeholders often perceive
organizational creativity to be higher than the current level. These findings are consistent with
the literature (Akman & Abasli, 2017; Balay, Kaya & Melik, 2014). Additionally, school
administrators' crisis management skills are often reported to be average or above average (Cicek
Saglam & Ozsezer, 2015; Maya, 2014). In a study by Dilek¢i and Sezgin Nartgiin (2019), it was
emphasized that teachers are successful in managing rapidly developing situations but have lower
levels of problem-solving skills. These factors can be considered to enhance schools'
organizational improvisation capacities. On the other hand, there are some difficulties in planning
and implementing plans in schools (Akbaba & Yildizbas, 2016; Memduhoglu & Ugar, 2012; Arslan
& Kiigtiker, 2016; Gokyer & Zincirli, 2015). These challenges can make improvisation an important
alternative.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);33-51 45



Journal of Interdisciplinary Educational Research

Easley (2004) investigated the relationship between improvisation and organizational size and
found that organizational size does not have a significant effect on improvisation. However, Xiang,
Zhang, and Liu (2020) stated that there is a statistically significant relationship between
organizational size and organizational improvisation. Ayyiirek (2014) showed that schools’ crisis
management skills are statistically significantly affected by the school level. Therefore, preschools
exhibit more advanced crisis management skills compared to primary and secondary schools. In
this regard, our research results do not parallel with these findings. However, Limon and Dilekgi
(2020) noted that there is a statistically significant difference in participant perceptions based on
position and school size variables, although there is no difference at the school level.

Natural disasters such as earthquakes are among the crisis situations that disrupt educational
continuity. These types of disasters can have many negative effects on educational services (Telli
& Altun, 2023). These effects can include not only physical damage to educational environments
but also problems in teaching and learning processes among teachers and students affected by
the earthquake. Throughout Turkey, the opening of schools was postponed due to the earthquake
on February 6. Schools in some provinces were gradually opened until March 27, especially in the
most affected regions. The Ministry of National Education (MEB) announced that there would be
no absenteeism due to the earthquake in the second semester of the 2022-2023 academic year,
and no one would be recorded as absent (Sakarya & Kavut, 2023). Additionally, the subjects of the
High School Entrance Exam (LGS) and Higher Education Entrance Exam (YKS) were limited to the
first semester. The earthquake centered in Kahramanmaras on February 6 caused not only loss of
life but also economic, social, psychological, and academic repercussions (Arslan, 2023).

It should be noted that Organizational improvisation does not always lead to positive outcomes.
For example, Cunha et al. (1999) mention some negative consequences of organizational
improvisation, including opportunity traps, biased learning, increased spontaneous or
unexpected actions, dependence on improvisation, or excessive reliance, increased anxiety,
among others. Therefore, organizations should be cautious when using improvisation as a
solution strategy.

This research examined the effect of various variables on the organizational improvisation
capacities of teachers working in primary education institutions. It was observed that variables
such as gender and settlement location influenced improvisation capacities. These findings have
provided significant contributions to personnel management and development strategies in
educational institutions.
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CONCLUSION and RECOMMENDATIONS

Looking at the results obtained from the research:

1.

10.

11.

59% of teachers and administrators stated that as a school, they can intervene
immediately in unexpected problems.

61.5% of participants indicated that as a school, they can quickly gather existing resources
to solve the problems they encounter.

65.8% of participants expressed that as a school, they can come up with new ideas using
existing resources in unexpected situations.

65.2% of participants mentioned that as a school, they can develop creative solutions for
unforeseen situations.

64.1% of participants stated that as a school, they can successfully rearrange their existing
resources to respond to stakeholder demands.

62.4% of participants expressed that as a school, they are adept at reusing existing
resources to provide educational and other services.

58.4% of participants stated that as a school, they can quickly respond to unexpected
technological developments by rearranging their existing resources.

67% of participants indicated that as a school, they can solve problems related to
unplanned events using their existing resources.

It can be said that male teachers have a higher improvisational capacity than female
teachers.

It was observed that organizational improvisation capacities varied according to the
settlement location variable.

It was observed that the organizational improvisation capacities of primary education
institutions did not change according to the marital status, working institution, graduation
status, and seniority of the teacher.

In this context, the following recommendations can be made:

For Teachers and Administrators:

Continuous training programs should be organized to improve crisis management and
emergency intervention abilities, and awareness in this regard should be increased.

Management processes and procedures should be reviewed for effective use of existing
resources and rapid reassembly.

Opportunities should be provided to teachers and administrators to encourage creativity
and innovation, for example, support programs can be established for project-based work
and implementation of new ideas.

Female teachers should be encouraged to take on more incentivizing roles to enhance
improvisational skills in crisis situations.

For Policymakers:

Policies and guidelines should be developed to enhance educational institutions'
capabilities to respond to crisis situations.

Resources and incentives should be provided at the policy level to support the
professional development of teachers and administrators.

Strategies should be developed by policymakers to strengthen flexibility and adaptability
in educational systems.
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Courses on organizational improvisation and crisis management practices that can
enhance improvisation capacities of candidates can be included in teacher training
institutions.

Incentivizing legal practices should be developed to encourage more senior and
improvisation-skilled teachers and administrators to work in disadvantaged areas where
the school is located.

For Researchers:

More research should be conducted on the improvisation capacities of teachers and
administrators, particularly in-depth studies can be conducted on the effects of different
variables (gender, settlement location, marital status, etc.) on improvisational abilities.

More case studies and field research can be conducted in different geographies to identify
strategies and best practices that strengthen organizational improvisation capacities.

More collaborative studies should be conducted in the field, especially analyzing the
improvisation capacities of institutions in past crisis situations such as pandemics,
earthquakes, floods, and fires in Turkey.

Research can be conducted to evaluate and improve the effectiveness of potential crisis
management processes in educational institutions through scenario applications.
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Degerler egitimine duyulan ilgi ve ihtiyacin her gecen giin artmasi nedeniyle egitimciler, ¢cocuklar1 ve
gencleri topluma daha faydali bireyler olarak yetistirmek i¢in ¢alismalarini hizlandirmiglardir. Milli ve
manevi degerlerle biitiinlesmis bireylerden olusan gii¢lii toplum olusturma gayesi ile 6zellikle 2005
sonrasl Ogretim programlarinda “deger egitimi” lizerinde 6nemle durulmus; Sosyal Bilgiler, Hayat
Bilgisi, Vatandaslik Bilgisi, Tiirkce, DKAB gibi derslerde o6grenciye bazi degerler kazandirilmaya
calisilmistir. Dogrudan degerleri konu edinen din derslerinin, ahlak ve deger egitimine katkisinin diger
derslere gore daha fazla oldugu ileri siiriilebilir. Bu yiizden Ortadgretim Din Kiiltiirii ve Ahlak Bilgisi
(ODKAB) 6gretim programinda, degerlere iliskin hedefler konulmus, igerikler olusturulmus, 6grenme-
O0gretme siireci tasarlanmis ve degerlendirmeye yonelik agiklamalar yapilmistir. Ancak literatiir
incelendiginde programda ifade edilen degerler ile ilgili kazanimlarin gergeklesip/gerceklesmedigini
tespit edilmesine yonelik calismalarin azlig1 dikkat ¢ekmektedir. Boyle bir durumun varligl 6gretim
programinin istenilen basariy1 yakalamasina engel olmaktadir. Bu ¢alismada; ortadgretim DKAB 6gretim
programindaki degerlerle ilgili kazanimlarin gergeklesme diizeyi ve bu diizeyi etkileyen faktorlerin
tespiti ve degerlendirilmesi amaglanmistir. Arastirma amacina ulagmak i¢in gerekli verileri toplamak
lizere Manisa ilinde 2021-2022 6gretim yilinda 7 farkl okul tiirtinde 12 lisede 9-12. siniflarda 6grenim
goren, basit-tesadiifii olarak segilen 506 Ogrenciye anket uygulanmistir. Anket formunda bagimsiz
degiskenleri tespit amaciyla 6grencilerin ¢esitli 6zelliklerini belirlemeye yonelik sorular ve arastirma
denencelerine yonelik oOlgekler yer almistir. Arastirma sonucunda, 6grencilerin ortadgretim DKAB
O0gretim programindaki degerler ile ilgili kazanimlar iyi diizeyde edindikleri ve bu diizeylerin
ogrencilerin okul tiirti, yas seviyesi ve gelir durumlarina gére anlamh bir sekilde farklilastig1 tespit
edilmistir.

Anahtar Kelimeler: Din egitimi, din kiiltiirii, degerler egitimi, din, degerler

Abstract

Due to the increasing interest and need for values education, educators have accelerated their efforts to
raise children and young people as individuals who are more beneficial to society. With the aim of
creating a strong society consisting of individuals who are integrated with national and moral values,
"value education" has been emphasized in curricula especially after 2005, and some values have been
tried to be acquired by students in courses such as Social Studies, Life Sciences, Civics, Turkish, and
Religious Studies. It can be argued that the contribution of religion courses, which directly deal with
values, to moral and value education is higher than other courses. For this reason, in the Secondary
Education Religious Culture and Moral Knowledge (ODKAB) curriculum, objectives related to values
were set, content was created, learning-teaching process was designed and explanations were made for
evaluation. However, when the literature is examined, it is noteworthy that there are few studies to

1Bu calisma arastirmaci tarafindan “Ortadgretim Din Kiiltiirii ve Ahlak Bilgisi Ogretim Programindaki Degerler ile Ilgili
Kazanimlarin Gergeklesme Diizeyi (Manisa Ili Ornegi) adli doktora calismasindan elde edilen verilere dayanarak hazirlanmstir.
2Dr. Ogretmen. Milli Egitim Miidiirliigii, Manisa-Tiirkiye- nas_mehmet29@hotmail.com, ORCID: 0000-0002-0129-1271.
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determine whether the achievements related to the values expressed in the curriculum are realized or
not. The existence of such a situation prevents the curriculum from achieving the desired success. In this
study, it is aimed to determine and evaluate the level of realization of the outcomes related to values in
the secondary education DKAB curriculum and the factors affecting this level. In order to collect the
necessary data to achieve the purpose of the study, a questionnaire was administered to 506 students in
grades 9-12 in 12 high schools in 7 different school types in the 2021-2022 academic year in Manisa.
The questionnaire included questions to determine various characteristics of the students in order to
determine the independent variables and scales for the research hypotheses. As a result of the research,
it was determined that the students acquired the outcomes related to values in the secondary education
DKAB curriculum at a good level and that these levels differed significantly according to the school type,
age level and income level of the students.

Key Words: Religious education, religious culture, values education, religion, values

GIRIS

Insan, cagin gereklerine goére psikolojik ve fizyolojik olarak siirekli degisim ve gelisim gésteren
bir varliktir. Bu onun yaratilisinin geregidir; bilin¢li bir sekilde etkilenmeye, bir davranisi
kazanip gelistirmeye ve degistirmeye miisait bir yapisi vardir (Bilgin ve Selguk, 2000). Bu
durum istendik bir degisimi dogurmakta ve egitim alaninda istendik davranis degisimi i¢in de
O0gretim programiyla planli bir 6gretim siirecini tasarlamayi gerekli kilmaktadir (Giiven, 2004;
Tasdemir, 1975; Ertirk, 1975). Ciinkii bireyin farkli yonlerini gelistirme siirecini
gelisigiizellikten kurtararak istenen sonuglara beklendik diizeyde erisebilmek icin egitim-
Ogretim siirecinin belirli bir disiplinde gerceklesmesi gereklidir. Ayrica siirecin ¢agdas olarak
nitelendirilebilmesi de siire¢ icerisinde yapilacak etkinliklerin, insan ve gelisimine yo6nelik
¢agdas bulgularin ve gelistirilen 6gretim sistemlerinin 1s1ginda diizenlenmesi ile olur
(Tasdemir, 1975). Program gelistirme; okul icinde ve disinda okulun ve milli egitimin
amaglarini gerceklestirmek hedefiyle diizenlenen muhteva, yontem, faaliyet, teknik, ara¢ ve
gereclerin kullanildig1 koordineli bir siirectir. Diger bir tanimlamayla 6gretim programi; hedef,
icerik, 6grenme-6gretme ve degerlendirmeyi icinde bulunduran bir siirectir (Vural, 2006;
Gorgen, 2019; Demirel, 2012). Program gelistirilirken bu 6gelerin her birinin isleyisine 6zen
gosterilmesi, uygun hedeflerin belirlenmesi, hedefe yonelik i¢eriklerin olusturulmasi, hedef ve
icerigin basariya ulasmasinda 6grenme-6gretme siirecinin tasarlanmasi ve degerlendirmenin
iyi yapilmasi programin basarisi agisindan 6nemlidir (Dogan, 1997; Erden, 1995).

Ogretim programlari belirli bir amag icin hazirlanir ve uygulamaya alinir. Yani her programin
arkasinda felsefi, tarihi, psikolojik, toplumsal ve ekonomik temeller bulunmakta ve bu ideallere
hizmet edecek sekilde gelistirilmektedir (Akpinar, 2012; Karacaloglu, 2012; Biiyiikkaragoz,
1997). Egitim sisteminde bireysel ve toplumsal bir gerceklik olarak gortilen din unsurunun da
verilmeye calisilmasi, bireyin hem saglikli bir gelisim siireci gecirmesi hem de toplumsal
kiltiiriin devamlilif1 agisindan hayati 6neme sahiptir. Bu nedenle insanlik tarihi boyunca, bazi
dénemler haric din egitimi, egitimin ya ana unsuru ya da bir parcas1 olmustur. Ulkemizde de bu
gerceklik, bazi donemlerde ¢esitli sebeplerden dolay: kesintiye ugrasa da din egitimi verilmeye
devam etmistir. Ozellikle 1982 anayasanin 24. maddesi “Din ve ahlak egitim ve &gretimi
devletin gozetim ve denetimi altinda yapilir. Din kiiltiirii ve ahlak 6gretimi ilk ve ortaégretim
kurumlarinda okutulan zorunlu dersler arasinda yer alir.” (MEB, 1982) ifadesi ile ilk ve
ortadgretim diizeyinde DKAB dersi zorunlu dersler arasina girmistir. DKAB dersinin zorunlu
olmasindan sonra hazirlanan ODKAB 06gretim programi, program gelistirme asamalari
yoniinden birtakim eksiklikler icermistir. Ogretim programi, kayda deger bir degisiklik
yapilmadan 2005 yilina kadar kullanilmaya devam etmistir. Sonralar1 ise ol¢gme ve
degerlendirme metodolojisinin farklilasmasi, egitim stlirecinde imkanlarin artmasi, egitim
ortamlarinin degismesi, sonu¢ merkezli egitimden siireci Onceleyen bir degerlendirme
yontemine gecilmesi 6gretim programlarinin temel belirleyicileri olmustur (Akto, 2010; Aydin,
1998).

Bu stirecte 2005 yilinda uygulamaya alinan ODKAB 6gretim programinin pedagojik durum ve
degisen ihtiyaclara yonelik ¢alismalarin yapilmasi 6énemli bir kazanim oldugu belirtilebilir.
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Yeni programin Ogrenci merkezli olusu, pedagojik anlayisa dnem veren bir anlayisla
hazirlanmasi, 6gretim siirecinin tiim asamalarina iliskin ayrintili agiklama yapilmasi yoniinden
1982 programina gore ileri atilmis énemli bir adim oldugu séylenilebilir. Ozellikle de son
yillarda diinyada, egitim alaninda degerlere ve deger 6gretimine yapilan vurgunun One
¢ikmasi, bu alanda tilkemizde de birtakim ¢alismalar yapilmasini gerekli kilmistir. Zira insany;
insan, toplum ve nesnelerle iliskilerine yon veren kurallar olarak tanimlayabilecegimiz
degerler; dinden ekonomiye, psikolojiden sosyolojiye, tarihten felsefeye kadar hayatin her
alanin kapsamaktadir. Insani cepecevre saran ve hayatina yon veren deger olgusu, son birkag
ylzyilda derin bir yara almistir. Bati'nin modernlesme stirecinde normlara dayanan deger
anlayisi; yerini faydaci ve bilim temelli bir anlayisa birakmistir (Oniir, 2007).

Hizli bir sekilde kiiresellesen diinyada teknolojinin de ilerlemesiyle dini, sosyal, ekonomik ve
kiiltlirel degerler uluslararasi alana yayilmis, kitle iletisim araclari vasitasiyla da toplumlar i¢
ice gecmeye baslamis ve bunun sonucunda kiiltiirel degerler yerini evrensel degerlere
birakmistir. Bu agidan hem kiiltiirel degerleri korumanin hem de evrensel degerlere sahip
olabilmenin 6nemi artmistir. Ayrica son yillarda hizla artan ahlaki ¢okiisiin diinyanin genel bir
problemi olarak ortaya ¢ikmasi, yerel ve evrensel degerleri iceren kapsayici bir ahlak ve deger
egitiminin gerekliligini arttirmistir (Arslan Parlak, 2011). Bu stirecte yerel ve kiiresel dlgekte
yasanan ahlaki deger kaybi1 ve anlam bunalimi; bireyde yabancilasma, koksiizliik, varolus
bunalimi, manevi aglik, amagsizlik gibi problemlerin bas gostermesine sebep olmustur.
Toplumsal diizeyde, ¢evre kirliligi, aile kurumunun zayiflamasi, cinsel sapmalar, teror, savas,
madde bagimlilifi, paray1 en biiyiik deger gérme, cinsellik ve siddet kiltliriiniin yayginlasmasi
gibi toplumsal problemlerin ortaya c¢ikmasi degerler egitimine duyulan ilgi ve ihtiyac
artirmistir (Hokelekli, 2009). Bu nedenlerden dolay1 bireyi, aileyi, yasadigimiz toplumu ve
diinyay1 tehdit eden sorunlarin ¢éziimiinde; insanlar1 bir arada tutan, onlarin hayatlarina
anlam ve amac¢ katan dayanisma, yardimlasma, misafirperverlik, iyilik, dogruluk, sevgi,
diirtistliik, merhamet, saygi gibi ahlaki degerlerin kazandirilmasinda; ahlak ve deger odakl
etkili bir egitimin verilmesi gerekli goriilmiistir (Koyli, 2004). Boylece yasanilan/yasanilacak
sorunlari 6nlemede egitimin giiciinden yararlanmak istenmistir.

Egitimin 6nemli islevlerinden biri de kisiyi ahlaki yonden gelistirmek ve insani degerlere sahip
olmasini saglamaktir. Ozellikle de yapilan aragtirmalarda (Adamczyk ve Hayes, 2012; Kohen
2012; Cevik, 2005; Chen vd., 2013; Santrock, 2020) ahlaki buhran igerisinde oldugu diisiiniilen
ve birtakim olumsuz davranislar1 yapma siklig1 yliksek olan genclerle, deger egitimi yapmak
son derece elzem kabul edilmistir. Yine hayata atilan ve kendi kararlarini almaya baslayan
gengleri; zararl tutum ve davranislardan korumak i¢cin onlar1 manevi, ahlaki ve milll degerlerle
donatmanin gerekli oldugu 6nemle vurgulanmistir. Ciinkii ergenlik déoneminin 6énemli bir
boliimiint olusturan ortadgretim donemi; gencin ahlaki kisiliginin olustugu ve ahlaki yargi
kabiliyetinin gelistigi bir evredir. Ayrica gencin bagimsiz bir kisilik sahibi olmasi, toplumdaki
roliinli ve yerini 6grenmesi de bu gelisim doneminde gergeklesmektedir. Bireyin bir diinya
gorisiinii olusturmada, kendine giiven verecek degerleri arastirarak hayatin anlamini aramasi
ve bu hayat icerisinde kendi yeri ve rolii konusunda tatmin edici cevaplar bulma gibi arayis ve
yonelisler bu donemin kendine has davranis 6zelliklerindendir. Ergen bireyin gerek kendi
icinde yasadig1 bocalamalar gerekse toplumdaki siirekli degisen deger yargilari sebebiyle dini
bakimindan bunalim ve celiskiler yasamasi1 kaginilmaz bir durumdur. Iste béyle bir anda
¢ogunlukla gencler icin din; kimlik, giivenlik, anlama ve baglanma gibi psikolojik ihtiya¢ ve
isteklere cevap vermesi yoniiyle etkisi ve giicligii yliksek bir degerdir (Hokelekli, 1998).

Bu nedenlerden dolay1 genclerin ahlaki gelisimlerinin dogru bir sekilde tamamlayabilmek igin
etkili bir din, ahlak ve deger egitimi yapilmalidir. Bu amaca hizmet icin lilkemizde Tevhid-i
Tedrisat ve Milli Egitim Temel Kanunlarina atifta bulunarak hazirlanan yonetmeliklerde ve
gelistirilen 6gretim programlarinda toplumsal, kiiltiirel ve tarihsel temellerle de baglanti
kurularak milli, insani, ahlaki, kiiltiirel ve manevi degerlerin 6nemli oldugu belirtilmis; bu
degerlere sahip bireylerin yetistirilmesinin hedeflendigi vurgulanmistir. Ozellikle de dinin
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deger koyucu ve egitici bir yoniiniin olmasi nedeniyle DKAB dersiyle de deger egitimi yapilmak
istenmistir. Bunun icin de 2005 ve sonrasinda hazirlanan ilk ve ortaégretim DKAB 6gretim
programlarda milli ve manevi degerlerle biitiinlesmis bireylerden olusan giiclii toplum
olusturma gayesi ile “deger egitimi” lizerinde 6nemle durulmustur. Programlarin temel 6geleri
arasinda degerlere ve deger 6gretimine yer verilmis, deger 6gretimiyle ilgili ayr1 bolimler
hazirlanmis ve Ogretime nasil konu edilecegi hakkinda agiklamalar yapilmistir. Kisacasi
degerler egitimine yonelik kokli degisimler gerceklestirilmistir (MEB, 2005-2006). Ancak
2010 ve 2018 yillarinda iki defa revize edilen 6gretim programinin degerler ile ilgili
boliimlerinin yeterince degerlendirilmedigi ve akademik olarak da uygulamaya doniik
calismalarin yapilmadig1 goriilmektedir. Zira programin degerlendirme asamasiyla hedef,
icerik ve egitim-6gretim siireci farkli yontemlerle degerlendirilerek programin basari durumu
Olglilmektedir. Programi olusturan 6gelerinden biri olan degerlendirme asamasi, hedeften
baslayarak tiim siirecin incelenmesi, eksikliklerin tespit edilmesi, 6gretim programinin
etkililiginin belirlenmesi ve ¢6ziim Onerileri sunulmasi yoniiyle 6nemlidir. Ayrica 6gretim
programinin degerlendirilmesi ve ifade edilen degerler ile ilgili kazanimlarin ne oranda
gerceklestiginin tespit edilmesi, bu konuda hem 6gretim programinin hem de dersin ve
kitaplarin eksikliklerinin belirlenmesinde, hedeflenen basariya ulasiimasinda énemli katki
saglar.

Arastirmanin Amaci

Arastirmada dini ve ahlaki degerlerin verilmeye calisildigl, genelde DKAB dersinin 6zelde ise
2018 ODKAB o6gretim programinda Ogrencilere kazandirilmak istenen kazanimlarin neler
oldugu ve 6grencilerin bu degerleri ne oranda kazandig1 arastirilmasi gereken bir konu olarak
degerlendirilmistir. Bu nedenle arastirma “2018 Ortadgretim DKAB 0gretim programinda
degerlerle ilgili kazanimlarin gerceklesme diizeyi nedir?” sorusu iizerine kurgulanmistir. Bu
temel problemin yani sira arastirmanin alt problemi “Ogretim programinda yer alan degerlerle
ilgili kazanimlarin gerceklesme diizeyi; 6grencilerin cinsiyetleri, 6grencilerin okul disinda din
egitimi almalari, okul tiirleri, sinif diizeyleri, anne-babalarinin 6grenim durumlari, meslekleri,
yas diizeyleri ve gelir diizeylerine gore farklilasmakta midir? olarak belirlenmistir.

Arastirmanin  hipotezini ise “Ogretim programindaki degerler ile ilgili kazammlarin
gerceklesme diizeyi; 6grencilerin cinsiyetleri, okul disinda din egitimi alma durumlari, okul
tirleri, 6grencilerin siif diizeyleri, anne-babalarinin 6grenim durumlari, meslekleri, yas
diizeyleri ve gelir diizeylerine gore farklilasmaktadir.” olusturmustur.

YONTEM
Arastirmanin Evreni ve Orneklemi

Manisa ilinin merkez ilceleri olan Sehzadeler ve Yunus Emre ilcelerinde Milli Egitim
Bakanligina bagh Imam Hatip Liseleri haricinde DKAB dersi verilen 25 lise bulunmaktadir. Bu
liseler arastirmanin evrenini olusturmustur. Bu okullar icerisinden 7 farkli okul tiriinde 12
lisede DKAB dersine giren ve basit-tesadiifii olarak secilen 9-12. sinif toplam 506 6grenci de
arastirmanin 6rneklemi olarak belirlenmistir.

Arastirmanin Modelleri ve Desenleri

Arastirmada tarama modellerinden biri olan betimsel tarama modeli kullanilmistir. Betimsel
tarama; genis gruplar lizerinde yiiriitilen, gruptaki bireylerin bir olay veya olgu ilgili
gorislerinin, tutumlarinin alindigi, olay ve olgularin betimlenmeye calisildigl arastirmalardir
(Karakaya, 2012). Bu arastirma yontemi toplumlarin, kurumlarin, nesnelerin ve olaylarin
isleyisini tanimlamak amaciyla kullanilmaktadir (Cohen, Manion & Morrison, 2007). Bu
arastirmada da 6grencilerin ODKAB 06gretim programindaki degerler ile ilgili kazanimlara
yonelik diizeyleri ¢esitli degiskenler tarafindan incelendiginden bu model tercih edilmistir.

Ayrica arastirma; tek faktorli bir desen (Balci, 2015) olarak planlanmistir. Tek faktorlii
desenler, bagimh degisken iizerinde tek bir bagimsiz degiskenin etkisini arastirir. Bu
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arastirmanin bagimh degiskeni, ODKAB dersine giren 6grencilerin dgretim programindaki
degerlerle ilgili kazanimlarin gerceklesme diizeyleridir. incelenen bagimsiz degiskenler ise
ogrencilerin cinsiyetleri, yasi, okul tiirleri ve kademesi, ekonomik diizeyleri, okul disinda din
egitimi alma, anne-babalarinin egitim ve mesleklerine iliskin durumlardir.

Veri Toplama Siireci

Calismada belirlenen hedeflere ulasmak amaciyla, hem literatiir incelemesine hem de saha
calismasina basvurulmustur. Literatiir taramasinda degerler ve egitimi, egitim ve din egitimi,
program ve konuyla baglantili olan ilgili temel kaynaklardan kitap, makale, tez ve bildiri gibi
yayinlar incelenerek arastirmanin alt yapisi olusturulmustur. Calismanin ikinci asamasinda,
nitel arastirma yontemlerinden biri olan, arastirilmak istenen olgu veya olgular hakkinda bilgi
iceren yazili materyallerin analizini iceren dokiiman analizi yapilmistir (Yildirim ve Simsek,
2006). Birincil kaynak olarak 2018 ODKAB 6gretim programindaki ahlak ve degerler ile ilgili
kazanimlar ve icerikler incelenmistir. Analiz neticesinde elde edilen bulgular 1s18inda,
degerlerle baglantili etkinliklerin ve kazanimlarin neler oldugu ortaya konulmustur.

Arastirmada ortadgretim DKAB 0Ogretim programindaki degerlerle ilgili kazanimlarin
gerceklesme dilizeyinin, 6grencilerin bagimsiz degiskenlerine gore degisip-degismedigini
ortaya koyabilmek amaciyla iki ayr1 béliimden olusan Likert Tipi anket gelistirilmistir. Anketin
birinci bélimiinde 6grenciler ve 68renme cevreleriyle ilgili kisisel sorularin yer aldig1 kisisel
bilgi envanteri kullanilmistir. Ikinci béliimde ise 6grencilerin DKAB dersinde degerler ile ilgili
kazanmasi istenen davraniglari iceren “Ortadgretim DKAB Ogretim Programindaki Degerler ile
I1gili Kazanimlarin Gergeklesme Diizeyi” isimli anket formu yer almistir.

Veri Toplama Araglarinin Gecerlilik ve Giivenirlilik Calismalari

Olgme aracinin gecerliligi, anketin neyi 6l¢tiigiinii ve hazirlanma amacini ne oranda
gerceklestirdigini; glivenirligi ise 6l¢me aracinin 6l¢tiigii 6zellikleri, ne derece kararlilikta
6lgmekte oldugunu gosterir (Tavsancil, 2014). Calismada giivenilirligin 6l¢iilmesinde Cronbach
Alfa kullanilmistir. Ayrica 6lgekteki boyutlarin tek bir yapiy1 6l¢lip/6lemedigini tespit etmek
amaciyla faktér analizi uygulanmistir (Biyiikoztiirk, 2015). Yine o6grenci kazanimlarinin
gerceklesme diizeyini tespit etmek icin 6lgekteki her bir kazanimin gegerlilik, giivenirlik
calismasi ve verilerdeki yeterligin saptanmasi amaciyla Kaiser-Mayer-Olkin kullanilmistir.
Verilerin ¢ok degiskenli olarak normal dagilimdan gelip-gelmedigini tespit etmek icin Barlett
Testi uygulanmistir. Son olarak arastirma verilerine faktor analizi gerceklestirilip olup madde
test korelasyonlar1 da incelenmistir. Arastirma sonucunda, toplam korelasyonu 0,30'un altinda
olan maddeler 6l¢ekten atilmistir.

“ODKAB Ogretim Programindaki Degerlerle Ilgili Kazanimlarin Gergeklesme Diizeyi” dlcegine
iliskin verilerin gerceklesme dilizeyinin saptanmasi amaciyla gerceklestirilen Kaiser-Meyer-
Olkin testi puani, .95’tir. Sosyal bilimlerde bu puan, verilerin ger¢ceklesmesinde miikemmel bir
diizeyde oldugunu ifade etmektedir. Ayrica oOrneklem verilerinin yeterli oldugunu
gostermektedir (Tavsancil, 2014). Olgekte, birden biiyiik 3 faktériin oldugu ve bu faktorlerden
tek bir faktoriin agikladig varyans % 50,925 tir. Kisacasi bu alandaki maddeler degerlerle ilgili
kazanimlarin gergeklesme diizeyinin yaklasik % 50’sini agiklamaktadir. ODKAB dersine giren
ve orneklem olarak belirlenen 506 6grencinin “Degerlerle Ilgili Kazanimlarin Gergeklesme
Diizeyi” boyutunda o©ngoriilen kazanimlara ne oranda ulastiklarini ortaya koymak icin
gelistirilen o6lgegin, madde ve faktor analizleri tablo 1'de verilmistir.
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Tablo 1. ODKAB Ogretim Programindaki Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi
Faktor ve Madde Analiz Sonuglari

Faktor ~ YiikMadde Toplam
ODKAB OGRETIM PROGRAMINDAKI DEGERLERLE iLGILi KAZANIMLAR OLCEGI Degeri Korelasyonu
Temel degerleri ayet ve hadislerle iliskilendirebilirim.

,81 77
islam dininin sosyal adalet ile ilgili ilkelerini agiklayabilirim. 79 7e
islam ahlakinin konusu ve gayesini agiklarim.

77 ,73
islam dininin cevre sorunlarina yaklasimini ve ¢éziim énerilerini degerlendirebilirim. 76 71
islam dininin aile kurumuna verdigi 6nemi fark ederim. 76 71
Gida maddeleri ve bagimlilik konusundaki dini ve ahlaki ilkeleri aciklayabilirim. 75 71
islam dininin ekonomik hayatla ilgili ilkelerini yorumlayabilirim. 74 69
Tasavvufi diisiincede ahlaki boyutun dnemini fark ederim. 4 69
Saghk ve tip ile ilgili bazi meseleleri dini ve ahlaki olgililer cercevesinde 73 69
yorumlayabilirim. ’ ’
islam’in ekonomik hayatla ilgili ahlaki élciilerini yorumlayabilirim. 73 69
Hz. Muhammed’in ahlakla ilgili 6rnek sahsiyetini tanirim. 73 68
Bazi sahabilerin 6ne ¢ikan ahlaki 6zelliklerini 6rnek alirim. 79 68

Genglerin Kkisilik gelisimlerinde dinl ve ahlaki degerler ile o6rf ve adetlerin yerini

tartisabilirim. 72 /67
Hz. Muhammed’'in genglik yillarindaki erdemli davramslarini kendi hayatimla
el o 71 ,67
iliskilendirebilirim.
ibadetlerin bireyin ahlaki gelisimi tizerindeki etkisini yorumlayabilirim. 71 68
Ahlak ve terbiye arasinda iligki kurabilirim.

,69 ,62
Tutum ve davranislarimda 6l¢iilii olmaya 6zen gosteririm. 7 62
islam ahlakinda yerilen bazi davranislar: ayet ve hadislerle agiklarim. 38 34
Degerlerin olusumuna etki eden unsurlari analiz edebilirim. 76 35
KMO0:96 Bartlett's Test:000  Cronbach's Alpha: ,93 Acikladig1 Varyans:50,9

Ogrencilerden kazanmasi beklenen 19 kazamimdan olusan olgegin faktor analizi
incelendiginde, maddelerin birinci faktér yiik degerlerinin, ,38 ile ,81 arasinda oldugu
gorilmektedir. Faktor yiik degerlerine gore 6lcek, birbiriyle iliskili maddelerden olusmaktadir.
Ayrica degerlere iliskin kazanimlarin yapiy1 ol¢tiigli soylenilebilir. Gergeklesme diizeyinin
ogrencileri ne oranda ayirdigini degerlendirmek icin gergeklestirilen madde analiz ¢iktilarina
gore, madde toplam korelasyonlarinin, ,34 ile ,77 arasinda yiiksek diizeydedir. Bu bilgiye gore
19 ifadenin her biri ayirt edicidir. Cronbach Alpha giivenirlik katsayisi, ,93’tiir. Bu deger,
Olcegin yliksek diizeyde giivenirlilige sahip oldugunu gosterir. Ayrica elde edilen bulgulara
gore Olcek, glivenilir ve gecerli bir veri toplama aracidir.
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Verilerin Analizi ve Degerlendirilmesi

Arastirmada oOgrencilerin s6z konusu kazanimlara sahip olma diizeyleri, tutum o6lcekleri
icerisinde en yaygin olarak kullanilan, hazirlanmasi ve uygulanisi kolay olan Likert tipi besli
derecelendirme olcegiyle belirlenmistir. Bireyin kendisi hakkinda bilgi vermesi esasina
dayanana Likert tipi 6l¢ekler, bireyin tutum 6lceginde benimsedigi ifadeleri isaretlemek yerine,
verilen ifade/soruya ne 6lciide katilip/katilmadigini belirtmesi agisindan yararhdir. Bu dlgekte
birey cesitli 6zellikler bakimindan kendisi hakkindaki gézlem sonuglarini bildirir. Genellikle bir
soru listesi (anket, envanter, 6lgek, test) verilir ve bireyden listedeki 6lcek maddelerindeki
sorularin cevaplanmasi istenir. Bu sorularda, bireyden hipotetik olarak ortaya konan
durumlarda takinacagi tavrin veya gosterecegi davranisin ne olacagini belirtmesi
istenmektedir. Ayrica bireyin hem varsayimi karsilayacak i¢ goriiye sahip olmasi hem de
kendisi hakkindaki bilgileri tam ve carpitmadan vermesi beklenmektedir (Balci, 2015;
Tezbasaran, 1997; Tavsancil, 2014; Neuman, 2014). Ogrencilerin belirtilen kazanimlara sahip
olma diizeyleri Likert tipi 6lcekten elde edilen ortalama puanlar kullanilarak belirlenmistir.
Likert Tipi 6lgeginde elde edilecek puanlar sirasiyla 1. Kesinlikle Katilmiyorum (1.00-1.79), 2.
Katilmiyorum (1.80-2.59), 3. Kararsizim (2.60-3.39), 4. Katiliyorum (3.40-4.19) ve 5. Kesinlikle
Katiliyorum (4.20-5.00) olarak puanlanmistir. Verilerinin ¢dziimlenmesinde uygulanan
anketlerde toplanan veriler bilgisayar ortamina aktarilarak diizenlenmis ve Sosyal Bilimler
[statistiksel Paket Programi (SPSS)“nda analiz edilmistir.

BULGULAR VE TARTISMA
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ODKAB Ogretim Programindaki Degerler Ile Ilgili Kazanimlara Yénelik Bulgular

Tablo 2. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyinin Aritmetik Ortalamasi ve
Standart Sapmasi

ODKAB Ogretim Programindaki Degerler ile ilgili Kazanimlar X S
Ahlak ve terbiye arasinda iliski kurabilirim.

4,19 0,96
Hz. Muhammed’in ahlakla ilgili 6rnek sahsiyetini tanirim.

4,18 0,95
Tutum ve davranislarimda 6l¢iilii olmaya 6zen gosteririm. 4,17 0,98
islam dininin aile kurumuna verdigi énemi fark ederim.

4,12 1,09
Islam dininin ¢cevre sorunlarina yaklasimini ve ¢éziim énerilerini degerlendirebilirim 407 099
ibadetlerin bireyin ahlaki gelisimi tizerindeki etkisini yorumlayabilirim. 404 107
Genglerin kisilik gelisimlerinde dini ve ahlaki degerler ile 6rf ve adetlerin yerini tartisabilirim. 404 099
Degerlerin olusumuna etki eden unsurlari analiz edebilirim.

4,03 1,72
islam ahlakinin konusu ve gayesini agiklarim.

396 1,04
Gida maddeleri ve bagimlilik konusundaki dini ve ahlaki ilkeleri agiklayabilirim. 394 110
Tasavvufi diisiincede ahlaki boyutun énemini fark ederim.

392 1,04
Saglik ve tip ile ilgili baz1 meseleleri dini ve ahlaki 6l¢iiler ¢ercevesinde yorumlayabilirim. 386 111
islam dininin sosyal adalet ile ilgili ilkelerini agiklayabilirim

381 1,10
Hz. Muhammed’in genglik yillarindaki erdemli davranislarini kendi hayatimla iliskilendirebilirim. 379 114
Temel degerleri ayet ve hadislerle iligkilendirebilirim

376 1,12
islam ahlakinda yerilen bazi davranislari ayet ve hadislerle agiklarim.

376 2,14
islam’n ekonomik hayatla ilgili ahlaki élgiilerini yorumlayabilirim.

372 1,14
Bazi sahabilerin 6ne ¢ikan ahlaki 6zelliklerini 6rnek alirim.

368 1,16
Islam dininin ekonomik hayatla ilgili ilkelerini yorumlayabilirim.

365 1,18

Tablo 2’de degerler ile ilgili kazanimlarin gergeklesme diizeyinin aritmetik ortalamasi ve
standart sapmalar1 mevcuttur. Tabloya gore Ortadgretim Din Kiiltlirii ve Ahlak Bilgisi 6gretim
programinin degerler ile ilgili kazanimlarinin gerceklesme diizeyi 3,65-4,19 oranlar1 arasinda
degisiklik gostermektedir. Degerlerle ilgili kazanimlarin ortalamasi en yiiksek kazamm (X:
4,19) “Ahlak ve terbiye arasinda iliski kurabilirim.” ikinci kazanim “Hz. Muhammed'’in ahlakla
ilgili 6rnek sahsiyetini tanirim.” (X: 4,18) tiglincii kazanim ise “Tutum ve davranislarimda
olgiilii olmaya 6zen gosteririm.” (X: 4,17) olmustur. En diisiik ortalamaya sahip ti¢ kazanim
sirasiyla “Islam’in ekonomik hayatla ilgili ahlaki élgiilerini yorumlayabilirim.” (X:3,72), “Baz
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sahabilerin 6ne ¢ikan ahlaki 6zelliklerini érnek alirim. (X:3,68); ve “Islam dininin ekonomik
hayatla ilgili ilkelerini yorumlayabilirim” (X: 3,65) olmustur.

Bu kazanimlarin en yiiksegi 10. smif “Ahlaki Tutum ve Davraniglar” {initesinde olup
aciklamalar kisminda duygu, diisiince, davranis, irade yonetimi gibi konularin ayet ve
hadislerle iliskilendirilerek ele alinacagi belirtilmistir. En yiiksek ikinci kazanimda 11. sinif
“Kur’an’a Gore Hz. Muhammed” tnitesinde olup aciklamalar boliimiinden Hz. Muhammed’in
hem beseri hem de ahlaki 6zellikleri ile ayetlerden ve 6rnek yasamindan alintilar yapilmasi
istenmektedir. Ayrica 6grencilerin islam anlamada Hz. Muhammed’in 6rnek sahsiyetinin
yerini analiz edebilecegi etkinliklere yer verilir denilmistir. En yiiksek tl¢iincii kazanim birinci
kazanimla ayni Unitede olup genel aciklama yapilmamistir. Bu ii¢ kazanimin ahlakla iliskisi
oldugu goze ¢arpmaktadir. Son ii¢ kazanimdan ilki 12. sinif “Giincel Dinf Meseleler” {initesinde
olup agiklamalar béliimiinde islam’in miilkiyet anlayisi, fakirlik problemine bakisi ve fakirligin
coziim ilkeleri ele alinmus, is saghg1 ve giivenligi, is¢i ve isveren haklarina yer verilmistir. ikinci
kazanim, 10. sinif “Hz. Muhammed ve Genglik” linitesinde olup Hz. Ali, Erkam b. Ebi’l Erkam,
Mus’ab b. Umeyr, Usame b. Zeyd, Muaz b. Cebel, Hz. Aise, Hz. Fatima, Esma binti Ebu Bekir,
Cafer b. Ebi Talib gibi sahabilerin farkl 6zelliklerine yer verilmistir. En diisiik ortalamaya sahip
kazanim ise 10. sinif “Din ve Hayat” {initesinde olup ac¢iklama yapilmamistir.

Son {i¢ ortalamaya sahip kazamimlarin ortak yoniiniin, Islam’in sosyal hayatla iliskisini
gosterdigi soylenebilir. En yiliksek ii¢ aritmetik ortalamanin puanlari1 birbirine oldukga
yakindir. En yiksek birinci kazanimda 06grencilerin ahlak ve terbiye arasindaki iliski
kurabildikleri, ikinci kazanimda 6grencilerin Hz. Muhammed’in ahlakina iliskin 6rnek
sahsiyetini taniyabildikleri; son kazanimda ise 6grencilerin kendi hayatlarinda tutum ve
davranislarinda 6l¢tilii olmaya dikkat ettikleri goriilmektedir. Son ii¢ kazanimdan ikisinin
Islam’in ekonomik hayata yonelik ilkeleri ile ilgili oldugu, 6grencilerin bu ilkeleri yorumlamada
eksikliklerinin bulundugu ve Islam’in ekonomik yénden sosyal hayatla iliskisini tam olarak
kavrayamadiklar1 soylenilebilir. Ayrica diger kazanimda da 6grencilerin sahabilerin ahlaki
ozelliklerine iliskin bilgilerinin olmadig1 veya sahabilerin 6rnek yasamini yeterince hayatlarina
yansitamadiklar ¢ikariminda bulunulabilir.

Tablo 3. Degerler ile ilgili Kazanimlarin Gerceklesme Diizeyi Toplam Puaninin Katilimcilarin

Cinsiyetlerine Gore Degisip-Degismedigine Iliskin T- Testi Sonuglari

Cinsiyet N X S sd t p
Kiz 267 3,99 ,79 498 1,870 0,62
Erkek 239 3,86 ,79

Arastirmaya katilan 6grencilerin degerler ile ilgili kazanimlarin gerceklesme diizeyi toplam
puaninin cinsiyete gore degisip-degismedigine iliskin t-testi sonuclari tablo 3’te gosterilmistir.
Degerler ile ilgili kazanimlarin gerceklesme diizeyinde kizlarin aritmetik ortalamasi 3,99
erkeklerin 3,86’dir. Buna gore kizlarin degerler ile ilgili kazanimlarin gerceklesme diizeyleri
erkeklere gore daha yiiksektir. Ancak puan ortalamalarinin anlaml olup-olmadiginin tespiti
icin yapilan t-testi sonuglarina gore ortalama puan farkliliklar1 anlaml degildir. Bu bulgularda,
arastirmaya katilan 6grencilerin degerler ile ilgili kazanimlarin cinsiyet farkliliina gore
anlaml bir fark bulunmamaktadir [t(498)=1,870, p>.05]. Ayrica sig degerinin, ,05 den biiytik
olmasi varyanslarin homojen dagildigin1 gostermektedir. 2005 ortadgretim programinin
kazanimlarinin gerceklesmesini arastiran Akto da bu alandaki kazanimlarda cinsiyetin etkili
bir faktor olmadig1 sonucuna ulasmistir (Akto, 2010). Ayrica Ulutas’'in Bilgisayar (Ulutas,
2006); Aydin’'in Sosyal Bilgiler (Aydin, 1997); Bastiirk’iin ise ilkégretim 8. sinif Vatandashk ve
Demokrasi Egitimi derslerine yonelik (Bastiirk, 2011) gerceklestirdikleri arastirmalarda da
dersin amaglarina ulasmada cinsiyetin etkili bir faktor olmadigi tespit edilmistir. Bu bakimdan
Akto ve diger arastirma bulgular: elde ettigimiz arastirma bulgularin1 destekler niteliktedir.
Sonuc olarak, ODKAB 0gretim programindaki degerler ile ilgili kazanimlarin gerceklesme
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diizeyinin, 6grencilerin cinsiyet bagimsiz degiskenine yonelik farklilasmanin olacagina dair
hipotezimiz dogrulanmamistir.

Tablo 4. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Okul Dis1 Din Egitimi Alma Durumuna Gore Deg1§1p Degismedigiyle ilgili T- Testi Sonuclar

Okul Dis1 Din Egitimi Alma Durumu N S sd t p
Evet 379 3,96 ,79 493 1,358 167
Hayir 116 3,84 ,82

Katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyi toplam puanlarinin okul dis1 din
egitimi alma durumuna goére degisip-degismedigine iliskin t-testi sonuclar1 tablo 4’te
gosterilmistir. Degerler ile ilgili kazanimlarin gerceklesme diizeyinde okul disi din egitimi alma
durumuna evet diyenlerin aritmetik ortalamasi 3,96 hayir diyenlerin 3,84’tiir. Buna gore okul
dis1 din egitimi alanlarin degerler ile ilgili kazanimlarin gerceklesme diizeyleri, almayanlara
gore daha yiiksektir. Ancak bu puan ortalamalarinin anlamli olup-olmadiginin tespiti icin
yapilan t-testi sonuglarina gore ortalama puan farkliliklari anlamli degildir. Bu bulgularda
degerler ile ilgili kazanimlara ulasma diizeyi toplam puanlari, katilimcilarin okul dis1 din
egitimi alma durumuna gore degisip-degismedigine iliskin t-testi sonuclarina gére anlamli bir
fark bulunmamaktadir [t(493)=1,358, p>.05]. Ayrica sig degerinin, ,05 den biiyiik olmasi
varyanslarin homojen dagildigini gostermektedir. Ancak konuyla baglantili gergeklestilen bir
diger calismada Akto, bu boyuttaki kazanimlarda okul disi din egitimi alma durumunun etkili
bir faktér oldugu sonucuna ulasmistir (Akto, 2010). Sonuc¢ olarak, ODKAB 0gretim
programindaki degerlerle ilgili kazanimlarin gerceklesme diizeyi, 6grencilerin okul dis1 din
egitimi alma durumu faktoériine gore farklilastigina yonelik hipotezimiz dogrulanmamaistur.

Tablo 5. Degerler ile ilgili Kazanimlarin Gerceklesme Diizeyi Toplam Puammin Katihmcilarin
Lise Tiirlerine Gore Analiz Sonuclari (Anova)

Okul Tiirleri N X S

Fen Lisesi 67 3,93 0,70
Cok Programli Anadolu Lisesi 80 4,02 0,66
Mesleki ve Teknik Anadolu Lisesi 93 3,66 0,72
Anadolu Lisesi 130 3,67 0,76
Giizel Sanatlar Lisesi 45 4,83 0,53
Spor Lisesi 45 4,42 0,71
Sosyal Bilimler Lisesi 46 3,73 0,82
Toplam 506 3,93 0,79

Tablo 5’de degerler ile ilgili kazanimlarin okul tiirlerine gore degisimi bulunmaktadir.
Tablo incelendiginde Giizel Sanatlar Lisesi 6grencilerinin degerlerle ilgili kazanimlarin
gerceklesme diizeyleri bakimindan en yiiksek orana sahip olduklarn (X: 4,83) en diisiik
ortalamaya sahip 6grencilerin Meslek Lisesi 6grencileri (X:3,66) oldugu goriilmektedir.

Tablo 6. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Lise Tiirlerine Gore Varyans Analiz Sonuclari
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Varyansin Kaynagi  Kareler Toplamisd Kareler Ortalamas1 F P Anlamli Fark

Gruplar Arasi 65,915 6 10,986 21,397,000

Gruplar igi 256,198 499 513 1-5,6;2-3,4,5,6:3-24,5:4-2.4,5:5-
1,2,3,4,5,6;6-1,2,3,4,5,7;7-5,6

Toplam 322,113 505

Tablo 6’ya gore, katilimcilarin degerlerle ilgili kazanimlara ulasma diizeyinden aldiklar:
puanlari ile katilimcilarin lise tiirleri arasinda anlamh bir farklilik yoktur [F(6-499)=21,397,
p<.05]. Bu veri, lise tiirlerinin 6grencilerin ODKAB 6gretim programindaki degerler ile ilgili
kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip oldugunu
gostermektedir. Homojenlik testi sonuglarinda sig degerinin, ,05’ den kiiciik ¢ikmas1 (,005)
testin homojen olmadigini gostermektedir. Yapilan analiz ¢iktilar1 incelendiginde,
katilmcilarin lise tiirlerine gore bu kazanimlara ulasma diizeyleri farklilik gostermektedir.
Farkin kaynagina tespiti icin gerceklestirilen Games-Howell testi sonucunda, Fen Lisesinin
Giizel Sanatlar ve Spor Lisesi ile; Cok Programli Anadolu Lisesinin Meslek, Anadolu, Glizel
Sanatlar ve Spor Lisesi ile; Meslek Lisesinin, Cok Programli, Giizel Sanatlar ve Spor Lisesi ile,
Anadolu Lisesinin Cok Programli, Giizel Sanatlar ve Spor lisesi ile; Gilizel Sanatlar ve Spor
Liselerinin tiim okul tiirleri ile, Sosyal Bilimler Lisesinin ise Glizel Sanatlar ve Spor Lisesi ile
arasinda anlamli bir iliskinin oldugu goériilmektedir. Konuyla baglantili gergeklestilen bir diger
calismada Akto, bu boyuttaki kazanimlarda okul tiiriiniin etkili bir faktér oldugu sonucuna
ulasmistir (Akto, 2010). Ayrica Hidir tarafindan “Ortadgretim Kurumlarinda Rehberlik
Hizmetlerinin Ogrenci Kazanimlarinin Amacina Ulasma Diizeyi” adli c¢alismasinda da
ogrencilerin okul tliriiniin, kazanimlar1 edinmesinde etkili oldugu sonucuna ulasilmistir (Hidir,
2010). Bu bakimdan Akto’'nun ve Hidir'in arastirma bulgular1 yaptigimiz arastirma bulgularini
destekler niteliktedir. Sonu¢ olarak, ODKAB o&gretim programindaki degerlerle ilgili
kazanimlarin gerceklesme dizeyinin, 6grencilerin okul tiirtine goére farklilastigina yonelik
hipotezimiz dogrulanmstir.

Tablo 7. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Sinif Diizeylerine Gore Analiz Sonuclari (Anova)

Sinif Diizeyleri N X S

9. Smif 139 3,93 0,79
10. Simif 124 4,04 0,74
11. Simf 140 3,88 0,76
12. Simf 103 3,89 0,90
Toplam 506 3,93 0,79

Tablo 7’de degerler ile ilgili kazanimlarin 6grencilerin sinif diizeylerine gore degisimi
bulunmaktadir. Tablo incelendiginde degerlerle ilgili kazanimlarin gerceklesme diizeyi en
yiikksek 10. siniflarin sahip oldugu (X:4,04) en diisiik alan ortalamaya ise 11. smiflarin
(X:3,88) oldugu gériilmektedir.

Tablo 8. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Sinif Diizeylerine Gore Varyans Analiz Sonuglari
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Varyansin Kaynagi Kareler Toplami sd Kareler Ortalamasi F P
Gruplar Arasi 2,138 3 ,713 1,118 ,341
Gruplar Ici 319,975 502 ,637

Toplam 322,113 505

Tablo 8’e gore katilimcilarin degerler ile ilgili kazanimlarin gerceklesme diizeyinden aldiklari
puanlar1 ile simif diizeyleri arasinda anlamli bir fark bulunmamaktadir [F(3-502)=1,118,
p>.05]. Bu bulgu, siif diizeyinin, 6grencilerin ODKAB 6gretim programindaki degerler ile ilgili
kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip olmadigini
gostermektedir. Homojenlik testi sonuglarinda sig degerinin, ,05’ den biiylik ¢ikmasi (,447)
testin homojen oldugunu gosterir. Sonug olarak, ODKAB 6gretim programindaki degerlerle
ilgili kazanimlarin gerceklesme diizeyinin, 6grencilerin sinif diizeylerine gore farklilastigina
yonelik hipotezimiz dogrulanmamistir.

Tablo 9. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Baba Ogrenim Durumuna Gére Analiz Sonuclari (Anova)

Baba Ogrenim Durumu N X S

Okur-yazar degil 7 4,02 0,84
Okur-yazar 17 4,00 0,72
[lkokul mezunu 129 4,00 0,74
Ortaokul mezunu 110 4,11 0,80
Lise mezunu 134 3,83 0,87
Universite ve {izeri mezunu 109 3,87 0,75
Toplam 506 3,93 0,79

Tablo 9’da arastirmaya katilan 506 6grencinin baba 6grenim durumlarina gére kazanimlardan
aldiklar1 puanlar verilmektedir. Tablo incelendiginde 6grencilerin baba 6grenim durumu
ortalama puani en yiiksek 4,11 ile ortaokul mezunu iken en diisiik ortalamaya sahip 3,83 ile
lise mezunu olanlardan olusmustur.

Tablo 10. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puaninin Katilimcilarin
Baba Ogrenim Durumuna Gére Varyans Analiz Sonuglar

Varyansin Kaynagi Kareler Toplam1 sd Kareler Ortalamas1  F p
Gruplar Arasi 3,501 5 ,700 1,099 , 360
Gruplar Ici 318,612 500 ,637

Toplam 322,113 505

Tablo 10’un sonuglarina gore, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden
aldiklar1 puanlan ile katihmecilarin baba 6grenim durumlar1 arasinda anlamlh bir fark
bulunmamaktadir [F(5-500)=1,099, p>.05]. Bu bulguya gore, 6grenci baba 6grenim diizeyi
faktoriiniin, arastirmaya katilan 6grencilerin ODKAB 6gretim programindaki degerler ile ilgili
kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip olmadigini
gostermektedir. Homojenlik testi sonuglarinda sig degeri, ,607 ¢ikmistir. Konuyla baglantili
olarak gergeklestirilen bir diger calismada Akto, bu boyuttaki kazanimlarda katilimcilarin baba
0grenim durumunun etkili bir faktér olmadigl sonucuna ulasmistir (Akto, 2010). Ayrica
Bozan’'in 7. Sinif Fen ve Teknoloji dersi ile Hidir'in ise rehberlik hizmetleri iizerine yaptigi
calismalarda da kazanimlarin gerceklesmesinde baba 6grenim durumunun etkili bir faktor
olmadig1 sonucuna ulasilmistir (Hidir, 2010; Bozan, 2011). Bu bakimdan Akto’'nun, Bozan ve
Hidir'in arastirma bulgular1 yaptigimiz arastirma bulgularimi destekler niteliktedir. Sonug
olarak, ODKAB o6gretim programindaki degerlerle ilgili kazanimlarin gerceklesme diizeyinin,
Ogrencilerin baba 6grenim durumuna gore farklilastigina yonelik hipotezimiz
dogrulanmamustir.

Tablo 11. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puanmnin Katilimcilarin
Anne Ogrenim Durumuna Gére Analiz Sonuglar (Anavo)

Anne Ogrenim Durumu N X S
Okur-yazar degil 46 3,86 0,77
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Okur-yazar 32 3,83 0,67
[Ikokul mezunu 144 4,05 0,78
Ortaokul mezunu 99 3,97 0,78
Lise mezunu 96 3,91 0,84
Universite ve iizeri mezunu 89 3,78 0,81
Toplam 506 3,93 0,79

Tablo 11'de arastirmaya katilan 506 0Ogrencinin anne O6grenim durumlarina gore
kazanimlardan aldiklar1 puanlar verilmektedir. Tablo incelendiginde Ogrencilerin anne
0grenim durumu ortalama puani en ytliksek 4,05 ile ilkokul mezunu iken en diisiik ortalamaya
sahip 3,78 ile liniversite ve lizeri mezunu olanlardan olusmustur.

Tablo 12. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Anne Ogrenim Durumuna Gére Varyans Analiz Sonuglari

Varyansin Kaynagi Kareler Toplam1 sd Kareler Ortalamas1 F P
Gruplar Arasi 5,767 6 ,961 1,516 171
Guplar ici 316,346 499 ,634

Toplam 322,113 505

Tablo 12’'nin sonuglarina gore, katihmcilarin degerler ile ilgili kazamimlarin gerceklesme
diizeyinden aldiklar1 puanlar ile katiimcilarin anne 6grenim diizeyi arasinda anlaml bir fark
bulunmamaktadir (F(6-499)=1,516, p>.05]. Bu bilgi, anne 06grenim diizeyi faktdriiniin,
ogrencilerin ODKAB 06g8retim programindaki degerlerle ilgili kazanimlarin gerceklesme
diizeyini edinmelerinde farkli etkilere sahip olmadigim1 gostermektedir. Ayrica homojenlik
testi sonuglarinda sig degeri, ,690 cikmistir. Konuyla baglantili olarak gergeklestirilen bir diger
calismada Akto, bu boyuttaki kazanimlarda katilimcilarin anne 6grenim durumunun etkili
olmadig1 sonucuna ulasmistir (Akto, 2010). Ayrica Bozan'in ¢alismasinda da kazanimlarin
gerceklesmesinde anne 6grenim durumunun etkili bir faktér olmadigi sonucuna ulasilmistir
(Bozan, 2011). Bu bakimdan Akto’nun ve Bozan'in arastirma bulgular1 yaptigimiz arastirma
bulgularini destekler niteliktedir. Sonug olarak, ODKAB 6gretim programindaki degerlerle ilgili
kazanimlarin gerceklesme diizeyinin, 6grencilerin anne 6grenim durumuna gore farklilastigina
yonelik hipotezimiz dogrulanmamistir.

Tablo 13. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Baba Meslek Durumuna Gore Analiz Sonuglari (Anova)

Baba Meslek Durumu N X S

Isci 3,96 0,72

5! 118

Memur 3,63 0,83
69

Ev Hanimi

Serbest Meslek 91 3,99 0,81

Issiz 3,82 1,04
20

Emekli 4,00 0,80
43

iftci 3,99 0,82

cifte 28

Ozel Sektor 3,96 0,89
40
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Esnaf ve Zanaatkar 82 3,91 0,78

Diger (Mithendis, Mimar, Avukat vb.) 15 3,82 0,61

Toplam 3,93 0,79
506

Tablo 13’de degerler ile ilgili kazanimlarin ger¢eklesme diizeyi 6l¢eginin 6grencilerin baba
meslek durumuna goére degisimi bulunmaktadir. Tablo incelendiginde 6grencilerin baba
meslek durumu ortalama puani en yliksek 4,00 ile emekli iken en diisiik ortalamaya sahip 3,63
ile memur olmustur.

Tablo 14. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katilimcilarin
Baba Meslek Durumuna Gore Varyans Analiz Sonuglari

Varyansin Kaynagi Kareler Toplam1  sd Kareler Ortalamas1 F P
Gruplar Arasi 3,008 9 ,334 ,520 ,861
Gruplar Ici 319,104 496 ,643

Toplam 322,113 505

Tablo 14’e gore, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden aldig1 puanlar1
ile baba meslek durumu arasinda anlamh bir farklilik yoktur [F(9-496)=,520, p>.05]. Bu bilgi,
baba meslek durumunun, 6grencilerin ODKAB o6gretim programindaki degerler ile ilgili
kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip olmadigini
gostermektedir. Varyans homojenlik testi sonuclarinda sig deger, ,408 cikmistir. Sonug olarak,
ODKAB o0gretim programindaki degerlerle ilgili kazanimlarin gerceklesme diizeyinin,
Ogrencilerin baba meslek durumuna goére farkllastifina yo6nelik hipotezimiz
dogrulanmamustir.

Tablo 15. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Anne Meslek Durumuna Goére Analiz Sonuclari (Anova)

Anne Meslek Durumu N X S

Isci 3,42 0,85

$¢ 69

Memur 3,80 0,88
62

Ev Hanimi 3,98 0,77
339

Serbest Meslek 3 3,54 0,40

Emekli 8 4,06 0,55

Ciftci 3,73
1

Ozel Sektor 4,33 0,65
12

Esnaf ve Zanaatkar 5 4,01 0,91

Diger (Miithendis, Mimar, Avukat vb.) 7 4,16 0,63

Toplam 3,93 0,79
506

Tablo 15°’te degerler ile ilgili kazanimlarin gergeklesme diizeyi 6lceginin 6grencilerin anne
meslek durumuna gore degisimi bulunmaktadir. Tablo incelendiginde 6grencilerin anne
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meslek durumu ortalama puani en yiiksek 4,33 ile 6zel sektor iken en diisiik ortalamaya sahip
3,42 ile isci olanlardan olusmustur.

Tablo 16. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puaninin Katilimcilarin
Anne Meslek Durumuna Goére Varyans Analiz Sonuglari

Varyansin Kaynagi Kareler Toplam1  Sd Kareler Ortalamasi F P
Gruplar Arasi 7,585 8 ,948

1,498 ,155
Gruplar ici 314,527 497 ,633
Toplam 322,113 505

Tablo 16’n1in ¢iktilarinda, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden aldig1
puanlari ile anne meslek durumu arasinda anlamli bir farkliligin olmadig1 gortilmektedir [F(8-
497)=1,498, p>.05]. Bu bulgu, anne meslek durumunun, 6grencilerin ODKAB 6gretim
programindaki degerler ile ilgili kazanimlarin ger¢eklesme diizeyini edinmelerinde farkl
etkilere sahip olmadigin1 gostermektedir. Varyans homojenlik testi sonugclarinda sig degeri,
4451 clkmistir. Sonug olarak, ODKAB 6gretim programindaki degerlerle ilgili kazanimlarin
gerceklesme diizeyinin, Ogrencilerin anne meslek durumuna gore farkllastifina yonelik
hipotezimiz dogrulanmamistir. ODKAB 06gretim programinda bulunan degerler ile ilgili
kazamimlar siif diizeylerine gore ayrilmistir. Olgcek sorulari icerisinde bu kazanimlarin
siralamasi soyledir. 1-4 kazamimlar 9. sinif, 5-14 kazanimlar 10. sinif, 15. kazanim 11. sinif ve
son olarak 16-19. kazanimlar 12. sinif 6gretim programlarinda bulunmaktadir. Bu nedenle sinif
diizeyinde her kazanima Anova testi yapilmistir. Sonuglar asagidaki gibidir.

Tablo 17. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeyine Gore Analiz Sonuglari (Anova) (9. Sinif)

Sinif Diizeyi N X S

9. Sinif 3,95 0,82
139

10. Simif 4,15 1,09
124

11. Simf 3,86 0,88
140

12. Sif 3,93 0,96
103

Toplam 3,97 0,94
506

Tablo 17’de arastirmaya katilan 506 6grenciden 139'u 9. sinif, 124’i 10. sinif, 140’1 11. simif ve
103 kisinin ise 12. sinif oldugu goriilmektedir. Ayrica genel olarak ortalamalari birbirlerine
yakin oldugu goriilmektedir. En yiiksek ortalama 4,15 ile 10. sinif en diisiik ortalama 3,86 ile
11. sinif 6g8rencileri almistir.

Tablo 18. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puanmnin Katilimcilarin
Sinif Diizeyine Gore Varyans Analiz Sonuglari (9. Sinif)
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Varyansin Kaynagi Kareler Toplamisd Kareler Ortalamas1 F P
Gruplar Arasi 5,830 3 1,943 2,199 ,087
Gruplar Ici 443,533 502 ,884

Toplam 449,363 505

Tablo 18’in ¢iktilarina gore, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden
aldigr puanlar1 ile siif diizeyleri arasinda anlamli bir farklilik bulunmamaktadir [F(3-
502)=2,199, p>.05]. Bu bulgu, sinif diizeylerinin 6grencilerin ODKAB 6gretim programindaki
degerler ile ilgili kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip
olmadigini gostermektedir. Homojenlik testi sonuglarinda sig degeri, ,452 cikmistir. Bu da
gostermektedir ki grubun sinif diizeyi homojendir.

Tablo 19. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puaninin Katilimcilarin
Sinif Diizeyine Gore Analiz Sonuglari (Anova) (9 ve 10. Sinif)

Sinif Diizeyi N X S

9. Siif 139 3,92 0,79
10. Simif 124 4,05 0,75
11. Siuf 140 3,88 0,79
12. Simif 103 3,89 0,92
Toplam 506 3,93 0,81

Tablo 19’da arastirmaya katilan 506 6grenciden 139'u 9. sinif, 124’ii 10. sinif, 140’1 11. simif ve
103 kisinin ise 12. smnif oldugu goriilmektedir. Ayrica genel olarak ortalamalari birbirlerine
yakin oldugu goriilmektedir.

Tablo 20. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeyine Gore Varyans Analiz Sonugclari (9 ve 10. Sinif)

Varyansin Kaynagi Kareler Toplam1  sd Kareler Ortalamas1 F P
Gruplar Arasi 2,501 3 ,834 1,262 ,287
Gruplar Ici 331,467 502 ,660

Toplam 333,968 505

Tablo 20’nin ¢iktilary, arastirmaya katilan o6grencilerin degerler ile ilgili kazanimlarin
gerceklesme diizeyinden aldigi puanlan ile sinif diizeyleri arasinda anlamh bir farklihigin
olmadigin1 gostermektedir [F(3-502)=1,262, p>.05]. Bu bulgu, lise tiirlerinin 6grencilerin
ODKAB o6gretim programindaki degerler ile ilgili kazanimlarin gerceklesme diizeyini
edinmelerinde farkl etkilere sahip olmadigini gostermektedir. Homojenlik testi sonuglarinda
sig degeri, ,482 ¢ikmistir. Buna gore grubun sinif diizeyi homojendir.

Tablo 21. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeylerine Gore Analiz Sonuclari (Anova) (9, 10 ve 11. Sinif)

Sinif Diizeyi N X S

9. Simif 3,94 0,78
139

10. Siif 4,07 0,74
124

11. Simf 3,89 0,78
140

12. Simif 3,90 0,91
103

Toplam 3,95 0,80
506

Tablo 21'de arastirmaya katilan 506 6grenciden 139'u 9. sinif, 124’ii 10. sinif, 140’1 11. sinif ve
103 kisinin ise 12. sinif oldugu goriilmektedir. Ayrica genel olarak ortalamalar1 birbirlerine
yakindir.
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Tablo 22. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeylerine Gore Varyans Analiz Sonuclar1 (9, 10 vel1. Sinif)

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamas1 F P
Gruplar Arasi 2,372 3 , 791

1,225 ,300
Gruplar Ici 324,040 502 ,645
Toplam 326,413 505

Tablo 22'de, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden aldiklar1 puanlari
ile siif diizeyleri arasinda anlamli bir farklihigin olmadigi gortilmektedir [F(3-502)=1,225,
p>.05]. Bu bulguy, lise tiirlerinin 6grencilerin ODKAB 6gretim programindaki degerler ile ilgili
kazanimlarin gerceklesme dilizeyini edinmelerinde farkli etkilere sahip olmadigin
gostermektedir. Homojenlik testi sonuclarinda sig degeri, ,480 ¢ikmistir. Bu da gostermektedir
ki grubun sinif diizeyi homojendir.

Tablo 23. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeylerine Gore Analiz Sonuclari (Anova) (Tim Siniflar)

Sinif Diizeyi N X S

9. Sinif 139 3,93 0,79
10. Simif 124 4,04 0,74
11. Simif 140 3,87 0,76
12. Sif 103 3,89 0,90
Toplam 506 3,93 0,79

Tablo 23’'de arastirmaya katilan 506 6grenciden 139'u 9. sinif, 124’i 10. sinif, 140’1 11. sinif ve
103 kisinin ise 12. smnif oldugu goriilmektedir. Ayrica genel olarak ortalamalari birbirlerine
yakindir.

Tablo 24. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Sinif Diizeylerine Gore Varyans Analiz Sonuclari (Tim Siniflar 9-12)

Varyansin Kaynagi Kareler Toplami sd Kareler Ortalamas1 F P
Gruplar Arasi 2,138 3 ,713 1,118 ,341
Gruplar Ici 319,975 502 ,637

Toplam 322,113 505

Tablo 24’e gore, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden aldig1 puanlari
ile sinif diizeyleri arasinda anlamh bir farklilik yoktur [F(3-502)=1,118, p>.05]. Bu bulgy, lise
tirlerinin 6grencilerin ODKAB 6gretim programindaki degerler ile ilgili kazanimlarin
gerceklesme dilizeyini edinmelerinde farkli etkilere sahip olmadigimi gostermektedir.
Homojenlik testi sonuclarinda sig degeri, ,447 ¢ikmistir. Bu da gostermektedir ki grubun sinif
diizeyi homojendir. Tablolar ortak olarak degerlendirildiginde sinif diizeyinde degerler ile ilgili
kazanimlarin gerceklesmesi bakimindan sorulara en yiiksek puan veren (Ortalama: X)
ogrenciler sirasiyla 10. sinif, 9. sinif, 12. sinif ve son olarak da 11. sinif 6grencileri olmustur.
Sonug¢ olarak, ODKAB o6gretim programindaki degerlerle ilgili kazanimlarin gerceklesme
diizeyinin, o6grencilerin smnif diizeylerine gore farklilastigina yonelik hipotezimiz
dogrulanmamustir.

Tablo 25. Degerler ile Ilgili Kazammlarin Gerceklesme Diizeyi Toplam Puanlarinin
Katilimcilarin Yas Durumuna iliskin Analiz Sonuglar (Anova)
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Yas Diizeyi N X S

14 yas ve alt1 61 3,99 0,72
15 114 4,11 0,81
16 113 3,89 0,75
17 125 3,88 0,72
18 77 3,89 0,90
19 + 16 3,28 0,99
Toplam 506 3,93 0,79

Tablo 25°te degerler ile ilgili kazamimlarin gerceklesme diizeyi 6lceginin 6grencilerin yas
seviyelerine gore degisimi bulunmaktadir. Tablo incelendiginde 068renci yaslari
bakimindan en yiiksek ortalamaya sahip 6grencilerin 4,11 puan ile 15 yas iken en diisiik
ortalamaya sahip 6grencilerin 3,28 ile 19+ yasindakiler oldugu gériilmektedir.

Tablo 26. Degerler ile ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Yas Durumuna Gore Varyans Analiz Sonuglari

Varyansin Kaynagi Kareler Toplam1 sd Kareler Ortalamas1 F P Anlamli Fark

Gruplar Arasi 11,905 8 1,488 2,384 ,016 1-6;2-3,4,6;3-2,6;4-
2,6;5-6;6-1,2,3,4,5

Gruplar Ici 310,207 497 624

Toplam 322,113 505

Tablo 26’'nin ¢iktilarinda, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden
aldiklar1 puanlarin, yas seviyesine gore anlaml bir sekilde farklhlastigi gorilmektedir [F(5-
500)=2,384, p<.05]. Bu bulgu, yas seviyelerinin 6grencilerin ODKAB 6gretim programindaki
degerler ile ilgili kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip
oldugunu gostermektedir. Nitekim 14 ve yas alti 6grencilerin 19 yasindaki 6grencilerle; 15
yasindaki 6grencilerin 16, 17 ve 19 yasindaki 6grencilerle; 16 yasindaki 6grencilerin 15 ve 19
yasindaki oOgrencilerle; 17 yasindaki 6grencilerin 15 yasindaki 6grencilerle;18 yasindaki
ogrencilerin 19 yasindaki 6grencilerle; 19 yasindaki 6grencilerin ise tim yas gruplan ile
arasinda anlamli bir iliskinin oldugu goriilmektedir. Varyans homojenlik testi sonuclarinda sig
degeri, ,131 c¢ikmistir. Sonuc¢ olarak, ODKAB o6gretim programindaki degerlerle ilgili
kazanimlarin gerceklesme diizeyinin, 6grencilerin yas seviyelerine gore farklilastigina yonelik
hipotezimiz dogrulanmstir.

Tablo 27. Degerler ile Ilgili Kazanimlarin Gergeklesme Diizeyi Toplam Puaninin Katihmcilarin
Gelir Diizeylerine Gore Analiz Sonuclari (Anova)

Gelir Diizeyi N X S

4999 tl ve alti 165 3,82 0,79
5.000 tl ve 9999 tl arasi 204 3,88 0,77
10.000 tl ve tizeri 137 4,08 0,82
Toplam 506 3,92 0,79

Tablo 27’de degerler ile ilgili kazanimlarin ger¢eklesme diizeyinin 6grencilerin gelir diizeyine
gore degisimi bulunmaktadir. En yiiksek ortalamaya sahip 6grencilerin aylik gelir durumu
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4,08 ile 10.000 tl ve lizeri iken en diisiik ortalamaya sahip 6grenciler ise 3,82 ile 4999 tl ve
alt1 olanlardan olusmaktadir.

Tablo 28. Degerler ile ilgili Kazanimlarin Ger¢eklesme Diizeyi Toplam Puaninin Katilimcilarin
Gelir Diizeylerine Gore Varyans Analiz Sonuglari

Kareler Anlamh Fark
Varyansin Kaynagi Kareler Toplamisd Ortalamasi F P
Gruplar Arasi 6,186 4 1,547 4,541 ,045 1-2,3;2-1;3-1
Gruplar Ici 315,927 501 ,631

Toplam 322,113 505

Tablo 28'in ¢iktilarinda, katilimcilarin degerler ile ilgili kazanimlara ulasma diizeyinden aldig1
puanlarin, dgrencilerin gelir diizeylerine gore anlaml bir sekilde farklilastigi gériilmektedir
[F(2-503)=4,541, p<.05]. Bu bulgu, o6grencilerin gelir diizeylerinin degerler ile ilgili
kazanimlarin gerceklesme diizeyini edinmelerinde farkli etkilere sahip oldugunu
gostermektedir. 4999 tl ve alt1 geliri olan 68rencilerin her iki gelir grubu ile; 5000 tl ve 9999 tl
arasi geliri olan 68rencilerin 4999 tl ve alt1 geliri olan 6grencilerle; 10.000 tl ve iizeri geliri olan
ogrencilerin ise 4999 tl ve alt1 6grenciler ile arasinda anlamli bir iliski bulunmaktadir. Nitekim
ortalamalar incelendiginde, 68rencilerin gelir diizeyi arttikca degerler ile ilgili kazanimlarin
gerceklesme diizeyinin de arttigr gozlemlenmektedir. Homojenlik testi sonuclarinda sig
degerinin, ,05’ den biiyilik ¢ikmasi (,482) testin homojen oldugunu gostermektedir. Bastiirk,
ilk6gretim 8. sinif vatandaslik ve demokrasi egitimi dersinin (Bastiirk, 2011) amaglarina
ulasip-ulasmadigina iliskin yaptifi c¢alismada da sosyo-ekonomik durumun dersin
kazanimlarinin gerceklesmesinde etkili bir faktor oldugu sonucuna ulasmistir. Bu bakimdan
arastirma bulgular1 elde ettigimiz arastirma bulgularini destekler niteliktedir. Ancak Hidir,
ortadgretim kurumlarinda rehberlik hizmetlerinin 6grenci kazanimlarinin amacina ulasma
diizeyine iliskin calismasinda, 6grencilerin gelir durumunun kazanimlari edinmelerinde etkili
bir faktér olmadigi sonucuna ulasmistir (Hidir, 2010). Sonug¢ olarak, ODKAB 06gretim
programindaki degerlerle ilgili kazanimlarin gergeklesme diizeyinin, 6grencilerin gelir
diizeylerine gore farklilastigina yonelik hipotezimiz dogrulanmistir.

SONUC

Ulkemizde bireyin ahlaki manada olgunlasmasi, saghkli bir kisilik gelistirmesi ve toplumsal
uyumunun saglanmasi ve icinde yasadigimiz donemde gelecek nesilleri bolgesel ve kiiresel
Olcekte meydana gelen/gelecek degerlerin erozyonu ve ahlaki yozlagsmalardan korumak icin
toplumu sekillendiren ve yon veren onemli bir ara¢ olan egitimden yararlanmak
istenmektedir. Bu nedenle de genelde tiim derslerde 6zelde ise DKAB 6gretim programlarinda
ogrencilere birtakim dini, milli, insani ve ahlaki degerler verilmeye ¢alisiimaktadir. Ancak bu
derslerin 68retim programlarinin etkililigini tespit eden calismalarinin az olmasi1 6g8retim
programlarinin hedefledigi basarinin diismesine neden olmaktadir. Cilinkii 6gretim
programinin degerlendirilmesi ve ifade edilen degerler ile ilgili kazanimlarin ne oranda
gerceklestiginin tespit edilmesi, bu konuda hem 06gretim programinin hem de dersin ve
kitaplarin eksikliklerinin belirlenmesinde, hedeflenen basariya ulasilmasinda dnemli katki
sunar. Bu arastirmada da Ortadgretim Din Kiiltiiri ve Ahlak Bilgisi dersinde 6grencilere
kazandirilmak istenen dini ve ahlaki degerlerin neler oldugu ve bu degerlerin cesitli faktorlere
gore degisip-degismedigi arastirilmak istenmistir. Arastirma sonucunda da su sonuglar elde
edilmistir.

Oncelikle Ortadgretim DKAB &gretim programindaki degerler ile ilgili kazammlarin
gerceklesme diizeyi ile ilgili gelistirilen 6l¢me araci i¢in yapilan faktor ve giivenirlilik analizleri
sonucunda o6l¢egin KMO ve Cronbach Alpha degerlerinin yiliksek oldugu gorilmiistir. Bu
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durum gelistirilen 6lcegin gecerli ve giivenilir veri toplama araci oldugunu gostermektedir.
Ayrica her bir gerceklesme diizeyinin katilimcilar1 ne denli ayirt ettigini degerlendirmek
amaciyla yapilan madde analizi sonuclarina goére de oOlgeklerin madde toplam
korelasyonlarinin yiiksek diizeyde oldugu tespit edilmistir.

Arastirmada DKAB 6gretim programindaki degerler ile ilgili kazanimlar bagimsiz degiskenlere
gore farkli sonuglar elde edildigi de belirlenmistir. Nitekim ODKAB 6gretim programindaki
degerler ile ilgili kazanimlarin gerceklesme diizeyinin bagimsiz degiskenlere goére degisip-
degismedigine iliskin sonuclar incelendiginde; 6grencilerin cinsiyetleri, okul dis1 din egitimi
alma durumu, sif diizeyi, anne-baba meslek ve 6grenim durumu faktorlerinin 6gretim
programinda ifade edilen kazanimlar: farklilastirmadigini géstermektedir. Bu durumda ifade
edilen degiskenlerin, 6grencilerin kazanimlar1 edinmelerinde etkili olmadigi ileri siiriilebilir.
Ancak 6grencilerin okul tiiri, yas seviyesi ve gelir dlizeyi bagimsiz degiskenlerinin 6grencilerin
DKAB 6gretim programindaki degerler ile ilgili kazanimlar1 edinmelerinde anlamli bir farklilik
olusturdugu tespit edilmistir. Bu durumda da ifade edilen degiskenlerin 6grencilerin
kazanimlar1 edinmelerinde etkili oldugu soéylenilebilir. Arastirma elde edilen sonuglar
arastirmanin basinda belirtilen ODKAB 6gretim programindaki degerlerle ilgili kazanimlarin
gerceklesme diizeyi, 6grencilerin okul tiirii, yas seviyesi ve gelir diizeyine gore anlamli bir
sekilde farklilastigina yonelik denencemiz dogrulanirken diger bagimsiz degiskenlere gore
denencemiz dogrulanamamaistir.

Diger arastirmalarin sonuglari ile yapilan arastirma sonuglar1 kiyaslandiginda; DKAB dersi ve
diger derslerle ilgili arastirma verilerinin arastirmadan elde edilen verileri biiyliik oranda
destekledigi goriilmektedir. Zira bulgular ve yorumlar boéliimiinde belirtilen diger arastirma
verilerinden ¢ogunlugu yapilan arastirma sonuglariyla benzerlik gosterirken bazilar1 da aksi
yonde sonuclara ulasmistir. Ornegin; arastirmada égrencilerin cinsiyet, okul tiirii, baba ve anne
0grenim durumu bagimsiz degiskenleri 6grencilerin kazanimlar1 edinmesinde diger arastirma
verileriyle ayni ¢iktilara ulasilirken, 6grencilerin gelir diizeyleri ve okul dis1 din egitimi alma
bagimsiz degiskenleri baz1 arastirmalara gore farklilastig tespit edilmistir. Boyle bir sonucun
ulasilmasinda arastirmalarin DKAB dersinin kazanimlarina yonelik yapilmamasi ve arastirma
ornekleminin farkli bireysel ve cevresel faktorlerin etkisinde olmasinin etkili olabilecegi
soylenilebilir. Ogrencilerin yas diizeyi, sinif diizeyi, anne-baba meslek faktorleri ise tespit
edilen benzer ¢alismalarda bagimsiz degisken olarak alinmadigindan yapilan arastirmada bu
bagimsiz degiskenler ilk olma 6zelligi tasimaktadir.

Son olarak oOgretim programinin ve ders Kkitaplarinin icerigine yonelik sonug¢ ve
degerlendirmemiz su sekildedir: ODKAB 6gretim programinda ifade edilen degerler ile ilgili 19
kazanimin bilissel taksonomiye gore hazirlandig1 duyussal ve psikomotor kazanimlarin eksik
oldugu belirlenmistir. Simif diizeylerine gore kazanimlar esit dagitilmamis, 10. sinifta dini ve
ahlaki degerler ile ilgili tek bir kazanim yer almistir. Zira ol¢ek sorularn igerisinde 1-4
kazanimlar 9. sinif, 5-14 kazanimlar 10. simif, 15. kazanim 11. smif ve son olarak 16-19.
kazanimlar 12. simf égrencilerine kazandirilmaya cahsilmistir. Ogrencilerin kazanimlara
verdikleri yanitlarin ortalamalarinin X: 3,65-4,19 aras1 “Katilyorum” diizeyinde oldugu goz
ontline alindiginda degerlerle ilgili kazanimlar1 edinmelerinin iyi diizeyde oldugu sdylenebilir.
Ancak ODKAB 06gretim programinin ve ders kitaplarinin 6grencilere dini ve ahlaki degerleri
kazandirmada tam olarak etkili oldugunu séyleyemeyiz. Ogretim programinda belirtilen
degerlere ders kitaplarinda yeterince vurgu yapilmamakta, aciklama ve orneklemelerde
eksiklikler bulunmaktadir. Ayrica bu degerler ile ilgili verilen ayet ve hadislerin agiklamalari
mevcut degildir. Ornek kisiler ve olaylar yeterince verilmemektedir. Programda sadece 3 deger
O0gretimi yaklasimi 6nerilmekte, bu yaklasimlarin nasil uygulanacag ile ilgili aciklamalar
yetersiz kalmaktadir. Bu bakimdan hem 6gretim programinin hem de ders kitaplarinin revize
edilmesi 6grencilerin degerlerle ilgili kazanimlar1 edinmesinde daha faydal olacaktir.

ONERILER
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Hem yapilan arastirmada hem de diger arastirma verilerinde ortaya cikan sonuglarla ilgili,
ogrencilerin ODKAB 6gretim programindaki degerler ile ilgili kazanimlar1 edinmelerine etki
eden faktorlerin alt yapisi ayrintili bir sekilde incelenmelidir. Degerler egitimi alaninda ortaya
¢ikan yaklagimlarin neler oldugu tam olarak ortaya konulmali, bunlarin strateji mi, yontem mi,
yoksa yaklasim mi oldugu konusunda yeterli bilimsel ¢alismalar yapilmalidir. Ayrica bu
yaklasimlarin amag, yontem, asama, ilke ve esaslar1 belirginlestirilmelidir. DKAB dersinde
kullanilabilecek degerler egitimi yaklasimlan gelistirilmelidir. Ozellikle egitimde benimsenen
yapilandirmaci yaklasimin felsefi alt yapisi ile DKAB dersinin dini arasindaki tartismalar bir
sonuca baglanmalidir.

Deger egitimi bir biitiin olarak goriilmeli, tiim derslerin 6gretim programlarinda, {nite,
kazanim ve igeriklerde degerler verilmelidir. Degerler tek bir {inite yerine tiim iinitelerde
okuma parcalari, hikayeler, etkinlikler, oyunlar, giincel olaylar, filmler, miizikler, énemli
sahsiyetlerin degerlere bakisi ve ornek yasantilar1 gibi yollarla verilmelidir. Milli Egitim
Bakanlig1 6zel olarak igerikler tiretmelidir. Muhatabin seviyesine ve gelisim 6zelliklerine gore
(cocuk, geng, yetiskin) degerler siniflandirilmali, seviyeye gore icerikler olusturulmalidir.
Ozelde lise 6grencilerinin deger tercihlerinin yillara gére degisimini izlemeye yonelik bilimsel
ve akademik calismalar yapilmali ve tesvik edilmelidir.

Degerlerin birey ve toplum yasami icerisindeki énem, hedef ve faydalar1 ortaya konulmalidir.
Degerlerin kazanilmasi ve yasatilmasi icin her tiirlii gorsel basin ve isitsel yayin araglari
kullanilmalidir. Egitimde amag bilimsel-akademik basarinin yaninda ahlak ve deger odakl bir
egitim olmalidir. Ahlak ve Degerler egitimi adinda bir ders konulmali, bu derse girecek brans
o0gretmenler yetistirilmelidir. Eger bu imkan yoksa 6zelde DKAB 6gretmenlerinin genelde ise
tiim O6gretmenlerin degerler egitimi yapabilecek hizmet 6ncesi ve hizmet ici egitimler almasi
saglanmalidir.

Duyussal alana ait olan degerler icin, duyussal alana hizmet edecek kazanimlar hazirlanmalhdir.
Degerler egitimi slire¢ ve sonrasinda bilissel, duyussal ve psikomotor kazanimlarin nasil
oOlciilecegi, hangi kriterlere gore degerlendirme yapilacagi ve hangi 6l¢me araglarinin nasil ise
kosulacagi netlestirilmelidir.

Okul oncesi egitim ve diger egitim kademelerinde ahlak ve degerler egitimi yapacak gerekli
bilimsel, egitim ve hukuki calismalar gerceklestirilmeli, deger egitimi siyasi saikler iistii bir
amag olan devletin politikas1 olmalidir. Ayrica sadece 6rgiin egitim vasitasiyla degil yaygin
egitim kurumlan ile de deger egitimi yapabilecek alt yapi olusturulmaldir. Deger egitimi
yapilirken ¢evre, aile ve okul licgeni birlikte hareket ettirilmeli, paydaslara diisen goérevler
belirlenerek ortak karalar alinmali ve uygulamaya doniik somut adimlar atilmahdir.

Ogrencilere kazandirilmak istenen degerler tarihsel tecriibeden, bilimsel ¢alismalardan ve
halkin taleplerinden faydalanilarak olusturulmali, toplumda yasanilmasi istenen degerler 6ne
cikarilmalidir. Degerler egitimi politikalarinin  gelistirilmesinde ve pedagojisinin
belirlenmesinde ulusal ve uluslararasi gelismeler gerekli makamlarca takip edilmelidir.
Degerler gegmisle bagl koparmadan cagin sartlarina gére olusturulmaldir. Ozellikle degerler
egitimi konusunda toplumsal beklenti ve ihtiyaclarn takip edecek resmi ve 6zel kurumlar
kurulmali ve desteklenmelidir. Degerler egitimine yonelik toplumsal farkindalik uyandiracak
yaslilara saygi haftasi, doga ve cevre giinii gibi 6zel giin ve haftalar konulmali, bu giin ve
haftalarda 6zel programlar gerceklestirilmelidir.

Degerlendirme sonucunda degerler ile ilgili kazanimlarin gerceklesmesini engelleyen siniflarin
kalabaligi, ders saati yetersizligi ve 6grenme ortamindan kaynaklanan fiziki yetersizlikler gibi
olumsuz durumlarin 6ntine gecilmelidir. Kisaca degerler egitimi yapacak fiziksel ve 6gretimsel
yetersizlikler 6énlenmeli, okuldaki tiim kisi, kurum ve bilesenler degerler egitimine hizmet
edecek sekilde diizenlenmelidir. Ogrencilerin motivasyonu, ilgi, yetenek ve 6grenme
yontemleri gibi bireysel farkhliklar géz 6niinde bulundurulmahdir. Ogretmen tarafindan
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degerler konusunda 6grencilerin 6n bilgi ve inanglar ortaya ¢ikarilmali, 6grencilerin kendi
diistincelerinin farkinda olmalari saglanmalidir. Ayrica 6grenme esnasinda ortaya cikan
alternatif diisiinceler lizerinde 6grencilerin dlisiinmesi ve tartismasi saglanmalidir.
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Abstract

Due to the increasing interest and need for values education, educators have accelerated their efforts to
raise children and young people as individuals who are more beneficial to society. With the aim of creating
a strong society consisting of individuals who are integrated with national and moral values, "value
education” has been emphasized in curricula especially after 2005, and some values have been tried to be
acquired by students in courses such as Social Studies, Life Sciences, Civics, Turkish, and Religious Studies.
It can be argued that the contribution of religion courses, which directly deal with values, to moral and value
education is higher than other courses. For this reason, in the Secondary Education Religious Culture and
Moral Knowledge (ODKAB) curriculum, objectives related to values were set, content was created, learning-
teaching process was designed and explanations were made for evaluation. However, when the literature
is examined, it is noteworthy that there are few studies to determine whether the achievements related to
the values expressed in the curriculum are realized or not. The existence of such a situation prevents the
curriculum from achieving the desired success. In this study, it is aimed to determine and evaluate the level
of realization of the outcomes related to values in the secondary education DKAB curriculum and the factors
affecting this level. In order to collect the necessary data to achieve the purpose of the study, a questionnaire
was administered to 506 students in grades 9-12 in 12 high schools in 7 different school types in the 2021-
2022 academic year in Manisa. The questionnaire included questions to determine various characteristics
of the students in order to determine the independent variables and scales for the research hypotheses. As
aresult of the research, it was determined that the students acquired the outcomes related to values in the
secondary education DKAB curriculum at a good level and that these levels differed significantly according
to the school type, age level and income level of the students.

Key Words: Religious education, religious culture, values education, religion, values

INTRODUCTION

Human beings are constantly changing psychologically and physiologically and developing
according to the requirements of the age. This is a necessity of his/her creation; he/she has a
structure that can be consciously influenced, acquire, develop and change a behavior (Bilgin &
Selguk, 2000). This situation leads to a desired change and makes it necessary to design a planned
teaching process with a curriculum for the desired behavior change in the field of education
(Given, 2004; Tasdemir, 1975; Ertiirk, 1975). Because, in order to achieve the desired results at
the expected level by saving the process of developing different aspects of the individual from
randomness, the education and training process must take place in a certain discipline. In
addition, the process can be described as contemporary only if the activities to be carried out in
the process are organized in the light of contemporary findings and developed teaching systems
for human and development (Tasdemir, 1975). Curriculum development is a coordinated process
in which content, methods, activities, techniques, tools and materials are used to realize the aims
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of the school and national education inside and outside the school. In other words, curriculum is
a process thatincludes objectives, content, learning-teaching and evaluation (Vural, 2006; Gorgen,
2019; Demirel, 2012). While developing the curriculum, it is important to pay attention to the
functioning of each of these elements, to determine appropriate objectives, to create target-
oriented content, to design the learning-teaching process in achieving the objectives and content,
and to make good evaluation in terms of the success of the program (Dogan, 1997; Erden, 1995).

Curriculum is prepared for a specific purpose and put into practice. In other words, there are
philosophical, historical, psychological, social and economic foundations behind each program
and it is developed to serve these ideals (Akpinar, 2012; Karacaloglu, 2012; Biiyiikkarag6z, 1997).
Attempting to teach the element of religion, which is seen as an individual and social reality in the
education system, is of vital importance both for the individual to have a healthy development
process and for the continuity of social culture. For this reason, throughout human history, except
for some periods, religious education has been either the main element or a part of education. In
our country, religious education has continued to be provided even though this reality has been
interrupted due to various reasons in some periods. In particular, Article 24 of the 1982
Constitution states that "Religious and moral education and training shall be conducted under the
supervision and control of the state. Religious culture and ethics teaching is among the
compulsory courses taught in primary and secondary education institutions." (MEB, 1982). The
ODKAB curriculum, which was prepared after the Compulsory Religious Education course became
compulsory, contained some deficiencies in terms of curriculum development stages. The
curriculum continued to be used until 2005 without any significant changes. Afterwards, the main
determinants of the curricula have been the differentiation of measurement and evaluation
methodology, the increase in opportunities in the education process, the change in educational
environments, and the transition from result-oriented education to an evaluation method that
prioritizes the process (Akto, 2010; Aydin, 1998).

In this process, it can be stated that the studies on the pedagogical situation and the changing
needs of the ODKAB curriculum, which was putinto practice in 2005, is an important achievement.
It can be said that the new curriculum is an important step forward compared to the 1982
curriculum in terms of being student-centered, being prepared with an understanding that
attaches importance to pedagogical understanding, and making detailed explanations about all
stages of the teaching process. Especially in recent years, the emphasis on values and value
teaching in the field of education in the world has made it necessary to carry out some studies in
this field in our country. Values, which can be defined as the rules that guide human relations with
people, society and objects, cover all areas of life from religion to economy, psychology to
sociology, history to philosophy. The concept of values, which surrounds human beings and guides
their lives, has suffered a deep wound in the last few centuries. In the modernization process of
the West, the understanding of value based on norms has been replaced by a utilitarian and
science-based understanding (Oniir, 2007).

In arapidly globalizing world, with the advancement of technology, religious, social, economic and
cultural values have spread internationally, societies have started to intertwine through mass
media, and as a result, cultural values have been replaced by universal values. In this respect, the
importance of both protecting cultural values and having universal values has increased. In
addition, the emergence of moral decadence as a general problem of the world in recent years has
increased the necessity of an inclusive moral and value education that includes local and universal
values (Arslan Parlak, 2011). In this process, the loss of moral value and crisis of meaning
experienced on a local and global scale has caused problems such as alienation, rootlessness,
existential crisis, spiritual hunger and aimlessness in individuals. At the social level, the
emergence of social problems such as environmental pollution, weakening of the family
institution, sexual deviations, terrorism, war, substance addiction, seeing money as the greatest
value, and the spread of sexuality and violence culture have increased the interest and need for
values education (Hokelekli, 2009). For these reasons, it has been deemed necessary to provide
an effective morality and value-oriented education in solving the problems that threaten the
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individual, the family, the society and the world; in gaining moral values such as solidarity,
solidarity, hospitality, kindness, truthfulness, love, honesty, compassion and respect that keep
people together and give meaning and purpose to their lives (Koylii, 2004). Thus, it has been
desired to utilize the power of education in preventing the problems experienced/to be
experienced.

One of the important functions of education is to develop people morally and to ensure that they
have human values. Especially in the researches (Adamczyk & Hayes, 2012; Kohen 2012; Cevik,
2005; Chen et al.,, 2013; Santrock, 2020), it is considered extremely essential to conduct value
education with young people who are thought to be in moral crisis and have a high frequency of
doing some negative behaviors. It is also emphasized that it is necessary to equip young people
with spiritual, moral and national values in order to protect them from harmful attitudes and
behaviors. Because the secondary education period, which constitutes an important part of
adolescence, is a stage in which the moral personality of the young person is formed and the moral
judgment ability develops. In addition, it is also during this developmental period that the young
person becomes an independent personality and learns his/her role and place in society. The
individual's search for the meaning of life by searching for values that will give him/her
confidence in forming a worldview and finding satisfactory answers about his/her place and role
in this life are among the unique behavioral characteristics of this period. It is inevitable for the
adolescent to experience crisis and contradictions in terms of religion due to both his/her own
inner turmoil and the ever-changing value judgments in society. At such a time, religion is a highly
influential and challenging value for young people in terms of responding to psychological needs
and desires such as identity, security, understanding and attachment (Hokelekli, 1998).

For these reasons, an effective religious, moral and value education should be provided in order
to complete the moral development of young people in the right way. In order to serve this
purpose, in the regulations and curricula developed in our country by referring to the Basic Laws
of National Education and National Education, it is stated that national, humanitarian, moral,
cultural and spiritual values are important by making connections with social, cultural and
historical foundations; it is emphasized that the aim is to raise individuals with these values. In
particular, since religion has a value-setting and educational aspect, value education was also
aimed to be provided through the DKAB course. For this reason, "value education” has been
emphasized in the primary and secondary education DKAB curricula prepared in 2005 and later
with the aim of creating a strong society consisting of individuals integrated with national and
spiritual values. Values and value teaching were included among the basic elements of the
programs, separate sections on value teaching were prepared and explanations were made about
how they would be subjected to teaching. In short, radical changes have been made towards values
education (MEB, 2005-2006). However, it is seen that the sections of the curriculum, which was
revised twice in 2010 and 2018, related to values have not been sufficiently evaluated and
academic studies have not been carried out for practice. Because with the evaluation phase of the
program, the success of the program is measured by evaluating the objectives, content and
education-training process with different methods. The evaluation phase, which is one of the
components of the curriculum, is important in terms of examining the whole process starting from
the target, identifying deficiencies, determining the effectiveness of the curriculum and offering
solutions. In addition, evaluating the curriculum and determining the extent to which the gains
related to the stated values have been achieved make a significant contribution to determining
the deficiencies of both the curriculum, the course and the books, and to achieve the targeted
success.

Purpose of the Research

In the research, religious and moral values were tried to be given, and what the achievements
were aimed to be given to the students in the DKAB course in general and in the 2018 ODKAB
curriculum in particular, and to what extent the students acquired these values were considered
as a subject that needs to be investigated. For this reason, the research is based on the question
"What is the level of realization of the achievements related to values in the 2018 Secondary
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Education DKAB curriculum?”. In addition to this basic problem, the sub-problem of the research
was determined as "Does the level of realization of the achievements related to the values in the
curriculum differ according to the gender of the students, students' receiving religious education
outside the school, school types, grade levels, parents' education status, occupations, age levels
and income levels?".

The hypothesis of the study was "The level of realization of the outcomes related to values in the
curriculum differs according to the gender of the students, their status of receiving religious
education outside the school, school types, grade levels of the students, educational status of their
parents, occupations, age levels and income levels."

METHOD
Universe and Sample of the Study

In Sehzadeler and Yunus Emre districts, which are the central districts of Manisa Province, there
are 25 high schools where DKAB courses are given, apart from the Imam Hatip High Schools
affiliated with the Ministry of National Education. These high schools formed the population of the
research. Among these schools, a total of 506 9th-12th grade students who attended the DKAB
course in 12 high schools in 7 different school types and who were selected by simple random
selection were determined as the sample of the study.

Research Models and Designs

Descriptive survey model, one of the survey models, was used in the study. Descriptive surveys
are studies conducted on large groups, in which the opinions and attitudes of individuals in the
group about an event or phenomenon are taken and events and phenomena are tried to be
described (Karakaya, 2012). This research method is used to describe the functioning of societies,
institutions, objects and events (Cohen, Manion & Morrison, 2007). In this study, this model was
preferred because students' levels towards the gains related to values in the ODKAB curriculum
were examined by various variables.

In addition, the study was planned as a single-factor design (Balci, 2015). Single-factor designs
investigate the effect of a single independent variable on the dependent variable. The dependent
variable of this study is the level of realization of the achievements related to the values in the
curriculum of the students taking the ODKAB course. The independent variables examined are
students' gender, age, school types and levels, economic levels, receiving religious education
outside of school, and their parents' education and occupations.

Data Collection Process

In order to achieve the objectives set in the study, both literature review and fieldwork were used.
In the literature review, the substructure of the research was formed by examining publications
such as books, articles, theses and dissertations from the main sources related to values and
education, education and religious education, programs and related topics. In the second stage of
the study, document analysis, which is one of the qualitative research methods and involves the
analysis of written materials containing information about the phenomenon or phenomena to be
investigated (Yildirim & Simsek, 2006). As a primary source, the achievements and contents
related to morality and values in the 2018 ODKAB curriculum were examined. In the light of the
findings obtained as a result of the analysis, the activities and achievements related to values were
revealed.

In the study, a Likert-type questionnaire consisting of two separate sections was developed in
order to reveal whether the level of realization of the outcomes related to values in the secondary
education DKAB curriculum varies according to the independent variables of the students. In the
first part of the questionnaire, a personal information inventory including personal questions
about the students and their learning environment was used. In the second part, the questionnaire
form titled "The Level of Realization of the Outcomes Related to Values in the Secondary Education
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Religious Education Curriculum", which includes the behaviors that the students are expected to
acquire about values in the DKAB course, was included.

Validity and Reliability Studies of Data Collection Tools

The validity of the measurement tool indicates what the questionnaire measures and to what
extent it fulfills the purpose for which it was prepared; the reliability of the measurement tool
shows the degree to which it measures the characteristics measured by the measurement tool
(Tavsancil, 2014). In the study, Cronbach's alpha was used to measure reliability. Additionally,
factor analysis was applied to determine whether the dimensions in the scale measure a single
structure or not (Biiyiikoztiirk, 2015). Again, Kaiser-Mayer-Olkin was used to determine the level
of realization of the student achievements in order to determine the validity and reliability of each
achievement in the scale and to determine the adequacy of the data. Barlett's Test was applied to
determine whether the data came from a multivariate normal distribution. Finally, factor analysis
was performed on the research data and item-test correlations were also examined. As a result of
the research, items with a total correlation below 0.30 were discarded from the scale.

The Kaiser-Meyer-Olkin test score, which was conducted to determine the level of realization of
the data related to the scale "The Level of Realization of the Outcomes Related to the Values in the
ODKAB Curriculum”, is .95. In social sciences, this score indicates an excellent level of data
realization. It also shows that the sample data is sufficient (Tavsancil, 2014). In the scale, there
are 3 factors greater than one and the variance explained by a single factor is 50.925%. In short,
the items in this area explain approximately 50% of the realization level of the outcomes related
to values. The item and factor analyses of the scale, which was developed to reveal the extent to
which 506 students who attended the ODKAB course and were selected as the sample reached the
gains envisaged in the dimension of "Realization Level of Values-Related Outcomes", are given in
Table 1.

Table 1. Factor and Item Analysis Results of the Level of Realization of the Outcomes Related to
Values in the ODKAB Curriculum

Factor Load Item Total

SCALE OF ACHIEVEMENTS RELATED TO VALUES IN THE ODKAB TEACHING PROGRAM Value Correlation
I can associate basic values with verses and hadiths. 81 77
I can explain the principles of Islam related to social justice. 79 75
I can explain the subject and purpose of Islamic morality. 77 73

I can evaluate the approach of Islam to environmental problems and its solution

suggestions. 76 71

I realize the importance that Islam gives to the institution of family. 76 71

I can explain the religious and moral principles about foodstuffs and addiction. 75 71

I can interpret the principles of Islam about economic life. 74 ,69

I realize the importance of the moral dimension in Sufi thought. 74 ,69

[ can interpret some issues re.la.ted to health and _rne.dicine within the framework of 73 69
religious and moral principles. ! ’

[ can interpret the moral measures of Islam related to economic life. 73 ,69
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I recognize the exemplary moral character of the Prophet Muhammad. 73 68

I take the prominent moral characteristics of some Companions as examples. 72 68

I can discuss the place of religious and moral values, customs and traditions in the

personality development of young people. 72 67
I can relate Prophet Muhammad's virtuous behavior during his youth to my own life. 71 67
I can interpret the effect of worship on the moral development of the individual. 71 ,68
I can establish a relationship between morality and manners. 69 62
[ pay attention to moderation in my attitudes and behaviors. 67 62
I can explain some behaviors that are cond.emned in Islamic morality with verses and 38 34
hadiths. ’ ’
I can analyze the factors affecting the formation of values. 76 ,35
KMO:96 Bartlett's Test:000  Cronbach's Alpha: ,93 Explained Variance:50,9

When the factor analysis of the scale consisting of 19 outcomes expected to be gained by the
students is examined, it is seen that the first factor loadings of the items are between ,38 and ,81.
According to the factor loading values, the scale consists of interrelated items. In addition, it can
be said that the achievements related to values measure the structure. According to the results of
the item analysis conducted to evaluate the extent to which the level of realization differentiates
the students, the item-total correlations are at a high level between ,34 and ,77. According to this
information, each of the 19 statements is discriminative. Cronbach Alpha reliability coefficient is
.93. This value indicates that the scale has a high level of reliability. According to the findings, the
scale is a reliable and valid data collection tool.

Analysis and Evaluation of Data

In the study, the level of students' possession of the aforementioned outcomes was determined
with the Likert-type five-point rating scale, which is the most widely used of the attitude scales
and is easy to prepare and apply. Likert-type scales, which are based on the principle that the
individual provides information about himself/herself, are useful in terms of indicating the extent
to which he/she agrees or disagrees with the given statement/question instead of marking the
statements that the individual adopts in the attitude scale. In this scale, the individual reports the
results of observations about himself/herself in terms of various characteristics. Usually a list of
questions (questionnaire, inventory, scale, test) is given and the individual is asked to answer the
questions in the scale items in the list. In these questions, the individual is asked to indicate what
his/her attitude or behavior would be in hypothetical situations. In addition, the individual is
expected both to have the insight to meet the hypothesis and to provide complete and undistorted
information about himself/herself (Balci, 2015; Tezbasaran, 1997; Tavsancil, 2014; Neuman,
2014). The students' level of having the specified outcomes was determined by using the average
scores obtained from the Likert-type scale. The points to be obtained on the Likert Type scale
were scored as 1. Strongly Disagree (1.00-1.79), 2. Disagree (1.80-2.59), 3. Undecided (2.60-3.39),
4. Agree (3.40-4.19) and 5. Strongly Agree (4.20-5.00) respectively. In the analysis of the data, the
data collected in the questionnaires were transferred to the computer environment, organized
and analyzed in the Statistical Package Program for Social Sciences (SPSS).
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FINDINGS AND DISCUSSION
Findings Regarding the Outcomes Related to Values in the ODKAB Curriculum

Table 2. Arithmetic Mean and Standard Deviation of the Realization Level of Outcomes Related to
Values

Outcomes Related to Values in the ODKAB Curriculum X S
I can establish a relationship between morality and manners. 419 0,96
[ recognize the exemplary moral character of the Prophet Muhammad. 418 0,95
[ pay attention to moderation in my attitudes and behaviors. 4,17 0,98
I realize the importance that Islam gives to the institution of family. 412 1,09
I can evaluate the approach of Islam to environmental problems and its solution suggestions. 4,07 0,99
I can interpret the effect of worship on the moral development of the individual. 4,04 1,07

I can discuss the place of religious and moral values, customs and traditions in the personality

development of young people. 404 059

I can analyze the factors affecting the formation of values. 403 1,72

I can explain the subject and purpose of Islamic morality. 396 1,04

I can explain the religious and moral principles about foodstuffs and addiction. 3,94 1,10

I realize the importance of the moral dimension in Sufi thought. 392 1,04

I can interpret some issues related to health and medicine within the framework of religious and 386 111
moral principles. ’ ’

I can explain the principles of Islam related to social justice. 381 1,10

I can relate Prophet Muhammad's virtuous behavior during his youth to my own life. 3,79 1,14

I can associate basic values with verses and hadiths. 3,76 1,12

I can explain some behaviors that are condemned in Islamic morality with verses and hadiths. 3,76 2,14

I can interpret the moral measures of Islam related to economic life. 3,72 1,14

I take the prominent moral characteristics of some Companions as examples. 368 1,16

I can interpret the principles of Islam about economic life. 3,65 1,18

Table 2 shows the arithmetic mean and standard deviations of the realization level of the
objectives related to values. According to the table, the realization level of the achievements
related to values in the Secondary Education Religious Culture and Moral Knowledge curriculum
varies between 3,65-4,19. The highest mean of the attainments related to values was "I can
establish a relationship between morality and manners" (X: 4,19), the second attainment was "I
recognize the exemplary personality of the Prophet Muhammad related to morality" (X: 4,18) and
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the third attainment was "I pay attention to moderation in my attitudes and behaviors" (X: 4,17).
The three learning outcomes with the lowest mean were "I can interpret the moral measures of
Islam related to economic life" (X: 3,72), "I take the prominent moral characteristics of some
Companions as examples" (X: 3,68), and "I can interpret the principles of Islam related to
economic life" (X: 3,65).

The highest one among these outcomes is in the 10th grade "Moral Attitudes and Behaviors" unit,
and in the explanations section, it is stated that topics such as emotion, thought, behavior, will
management will be discussed in relation to verses and hadiths. The second highest outcome is in
the 11th grade unit "Prophet Muhammad According to the Qur'an” and in the explanations section,
both the human and moral characteristics of Prophet Muhammad are asked to be quoted from
verses and his exemplary life. In addition, it is stated that activities are included in which students
can analyze the place of the exemplary personality of the Prophet Muhammad in understanding
Islam. The third highest outcome is in the same unit as the first outcome and no general
explanation is given. It is noticeable that these three outcomes are related to morality. The first of
the last three outcomes is in the 12th grade "Current Religious Issues" unit and in the explanations
section, Islam's understanding of property, its view of the problem of poverty and the principles
of solving poverty are discussed, occupational health and safety, worker and employer rights are
included. The second learning outcome is in the 10th grade unit "Prophet Muhammad and Youth"
and the different characteristics of Companions such as Hz. Ali, Erkam b. Ebi'l Erkam, Mus'ab b.
Umeyr, Usame b. Zeyd, Muaz b. Cebel, Hz. Aise, Hz. Fatima, Esma binti Ebu Bekir, Cafer b. Ebi Talib
are included. The outcome with the lowest average is in the 10th grade "Religion and Life" unit
and there is no explanation.

It can be said that the common aspect of the outcomes with the last three averages shows the
relationship between Islam and social life. The scores of the three highest averages are quite close
to each other. In the first outcome, students were able to establish the relationship between
morality and manners; in the second outcome, students were able to recognize the exemplary
personality of the Prophet Muhammad regarding his morality; and in the last outcome, students
paid attention to moderation in their attitudes and behaviors in their own lives. It can be said that
two of the last three learning outcomes are related to the principles of Islam regarding economic
life, students have deficiencies in interpreting these principles and they cannot fully comprehend
the relationship of Islam with social life in terms of economic aspects. In addition, in the other
outcome, it can be inferred that the students do not have information about the moral
characteristics of the Companions or that they cannot reflect the exemplary life of the Companions
sufficiently in their lives.

Table 3. T-Test Results Regarding Whether the Total Score of the Level of Realization of the
Outcomes Related to Values Varies According to the Gender of the Participants

Gender N 4 S sd t p
Girl 267 3,99 ,79 498 1,870 0,62
Male 239 3,86 ,79

The results of the t-test regarding whether the total score of the realization level of the gains
related to values of the students participating in the research varies according to gender are
shown in Table 3. At the level of realization of the achievements related to values, the arithmetic
mean of the girls is 3,99 and the mean of the boys is 3,86. According to this, the realization level
of the achievements related to values is higher for girls than boys. However, according to the
results of the t-test conducted to determine whether the mean scores are significant or not, the
mean score differences are not significant. In these findings, there is no significant difference in
the achievements related to values of the students participating in the study according to gender
difference [t(498)=1,870, p>.05]. In addition, the fact that the sig value is greater than .05 shows
that the variances are homogeneously distributed. Akto, who investigated the realization of the
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outcomes of the 2005 secondary education program, concluded that gender was not an effective
factorin the achievementsin this field (Akto, 2010). In addition, in the studies conducted by Ulutas
on Computer Science (Ulutas, 2006), Aydin on Social Studies (Aydin, 1997), and Bastiirk on
Citizenship and Democracy Education courses in 8th grade (Bastiirk, 2011), it was determined
that gender was not an effective factor in achieving the objectives of the course. In this respect,
Akto and other research findings support the findings of our research. As a result, our hypothesis
that there will be a difference in the level of realization of the achievements related to values in
the ODKAB curriculum in terms of students' gender independent variable was not confirmed.

Table 4. T-Test Results Related to Whether the Total Score of the Level of Realization of the
Outcomes Related to Values Changes According to the Participants' Receipt of Religious Education
Out-of-School

Receiving Religious Education Outside School g S sd t p
Yes 379 3,96 ,79 493 1,358 167
No 116 3,84 ,82

The t-test results regarding whether the total scores of the participants’ level of achievement of
the attainments related to values changed according to the status of receiving out-of-school
religious education are shown in Table 4. The arithmetic mean of those who said yes to receiving
out-of-school religious education at the level of realization of the achievements related to values
is 3,96 and the arithmetic mean of those who said no is 3,84. According to this, the level of
realization of the outcomes related to values is higher for those who received out-of-school
religious education compared to those who did not. However, according to the t-test results
performed to determine whether these mean scores are significant or not, the mean score
differences are not significant. In these findings, there is no significant difference according to the
t-test results regarding whether the total scores of the level of achievement of the achievements
related to values change according to the participants' status of receiving out-of-school religious
education [t(493)=1,358, p>.05]. In addition, the fact that the sig value is greater than .05 indicates
that the variances are homogeneously distributed. However, in another related study, Akto
concluded that out-of-school religious education was an effective factor in the achievements in
this dimension (Akto, 2010). As a result, our hypothesis that the level of realization of the
outcomes related to values in the ODKAB curriculum differs according to the factor of students'
out-of-school religious education status was not confirmed.

Table 5. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the High School Types of the Participants (Anova)

School Types N X S
Science High School 67 3,93 0,70
Multi-Programmed Anatolian High School 80 4,02 0,66
Vocational and Technical Anatolian High School 93 3,66 0,72
Anatolian High School 130 3,67 0,76
Fine Arts High School 45 4,83 0,53
Sports High School 45 4,42 0,71
Social Sciences High School 46 3,73 0,82
Total 506 3,93 0,79
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Table 5 shows the change in the achievements related to values according to school types. When
the table is examined, it is seen that Fine Arts High School students have the highest rate (X: 4,83)
and Vocational High School students have the lowest average (X: 3,66) in terms of the realization
levels of the gains related to values.

Table 6. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the High School Types of the Participants

Source of Variance Sum of Squares  sd Mean Square F P Meaningful Difference
Between Groups 65,915 6 10,986 21,397 ,000
1-5,6;2-3,4,5,6;3-2,4,5;4-2,4,5;5-
Within Groups 256,198 499 513 1,2,3,4,5,6;6-1,2,3,4,5,7;7-5,6
Total 322,113 505

According to Table 6, there is no significant difference between the participants' high school types
and the scores they received from the level of achievement of the outcomes related to values [F(6-
499)=21,397, p<.05]. This data shows that high school types have different effects on students'
attainment of the achievements related to values in the ODKAB curriculum. The fact that the sig
value is less than .05 in the homogeneity test results (.005) shows that the test is not
homogeneous. When the outputs of the analysis are examined, the participants' levels of
achievement of these outcomes differ according to their high school types. As a result of the
Games-Howell test conducted to determine the source of the difference, it is seen that there is a
significant relationship between Science High School and Fine Arts and Sports High School;
Multiprogram Anatolian High School with Vocational, Anatolian, Fine Arts and Sports High School;
Vocational High School with Multiprogram, Fine Arts and Sports High School; Anatolian High
School with Multiprogram, Fine Arts and Sports High School; Fine Arts and Sports High School
with all school types and Social Sciences High School with Fine Arts and Sports High School. In
another related study, Akto concluded that school type is an effective factor in the achievements
in this dimension (Akto, 2010). In addition, Hidir in his study titled "The Level of Achievement of
Student Outcomes of Guidance Services in Secondary Education Institutions" concluded that the
type of school is effective in students' acquisition of outcomes (Hidir, 2010). In this respect, Akto's
and Hidir's research findings support the findings of our study. As a result, our hypothesis that the
level of realization of the outcomes related to values in the ODKAB curriculum differs according
to the school type of the students was confirmed.

Table 7. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels (Anova)

Grade Levels N X S
9th Grade 139 3,93 0,79
10th Grade 124 4,04 0,74
11th Grade 140 3,88 0,76
12th Grade 103 3,89 0,90

Total 506 3,93 0,79

Table 7 shows the change in the achievements related to values according to the grade levels of
the students. When the table is examined, it is seen that 10th graders have the highest level of
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realization of the gains related to values (X:4,04) and 11th graders have the lowest average
(X:3,88).

Table 8. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 2,138 3 ,713 1,118 ,341
Within Groups 319,975 502 ,637
Total 322,113 505

According to Table 8, there is no significant difference between the participants' scores on the
realization level of the achievements related to values and their grade levels [F(3-502)=1,118,
p>.05]. This finding shows that the grade level does not have different effects on students'
acquisition of the level of realization of the achievements related to values in the OCCKAB
curriculum. The fact that the sig value is greater than .05 in the homogeneity test results (.447)
indicates that the test is homogeneous. As a result, our hypothesis that the level of realization of
the outcomes related to the values in the ODKAB curriculum differs according to the grade levels
of the students was not confirmed.

Table 9. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Father's Education Level (Anova)

Father’s Education Level N X S
{lliterate 7 4,02 0,84
Reader-Writer 17 4,00 0,72
Primary School Graduate 129 4,00 0,74
Secondary School Graduate 110 4,11 0,80
High School Graduate 134 3,83 0,87
University and above graduates 109 3,87 0,75
Total 506 3,93 0,79

Table 9 shows the scores of 506 students who participated in the study according to their father's
education level. When the table is examined, the highest average score of the students' father's
education level was 4.11 and the lowest average score was 3.83 and was composed of high school
graduates.

Table 10. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Father's Education Level

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 3,501 5 ,700 1,099 ,360
Within Groups 318,612 500 ,637
Total 322,113 505
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According to the results of Table 10, there is no significant difference between the participants'
scores on the level of achievement of the outcomes related to values and the participants' father's
education level [F(5-500)=1,099, p>.05]. According to this finding, it shows that the factor of the
students' father's level of education does not have different effects on the students' acquisition of
the level of realization of the achievements related to the values in the ODKAB curriculum. The sig
value in the homogeneity test results was ,607. In another related study, Akto concluded that the
participants' father's education level was not an effective factor in the achievements in this
dimension (Akto, 2010). In addition, in the studies conducted by Bozan on the 7th grade Science
and Technology course and Hidir on guidance services, it was concluded that father's education
status was not an effective factor in the realization of the outcomes (Hidir, 2010; Bozan, 2011). In
this respect, Akto's, Bozan's and Hidir's research findings support the findings of our study. As a
result, our hypothesis that the level of realization of the outcomes related to values in the ODKAB
curriculum differs according to students' father's education level was not confirmed.

Table 11. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Mother's Education Level (Anavo)

Mother’s Education Level N X S
Mlliterate 46 3,86 0,77
Reader-Writer 32 3,83 0,67
Primary School Graduate 144 4,05 0,78
Secondary School Graduate 99 3,97 0,78
High School Graduate 96 3,91 0,84
University and above graduates 89 3,78 0,81
Total 506 3,93 0,79

Table 11 shows the scores of 506 students who participated in the study according to their
mother's education level. When the table is examined, the highest average score of the students’
mother's education level was 4.05 and the lowest average score was 3.78 and it was composed of
those who graduated from university and above.

Table 12. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Mother's Education Level

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 5,767 6 ,961 1,516 , 171
Within Groups 316,346 499 ,634
Total 322,113 505

According to the results of Table 12, there is no significant difference between the participants'
scores on the level of realization of the achievements related to values and the participants’
mother's education level (F(6-499)=1,516, p>.05]. This information shows that the factor of
mother's level of education does not have different effects on students' acquisition of the level of
realization of the achievements related to values in the ODKAB curriculum. In addition, the sig
value in the homogeneity test results was .690. In another study conducted in connection with the
subject, Akto concluded that the participants' mother's education level was not effective in the
achievements in this dimension (Akto, 2010). In addition, Bozan's study concluded that mother's
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education level was not an effective factor in the realization of the outcomes (Bozan, 2011). In this
respect, Akto's and Bozan's research findings support the findings of our study. As a result, our
hypothesis that the level of realization of the achievements related to values in the ODKAB
curriculum differs according to students' mother's education level was not confirmed.

Table 13. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Father's Occupational Status (Anova)

Farther’s Occupation N X S

Worker 118 3,96 0,72

Officer 69 3,63 0,83
Housewife - -

Free Profession 91 3,99 0,81

Unemployed 20 3,82 1,04

Pensioner 43 4,00 0,80

Farmer 28 3,99 0,82

Private Sector 40 3,96 0,89

Artisans and Craftsmen 82 3,91 0,78

Other (Engineers, Architects, Lavyers, etc.) 15 3,82 0,61

Total 506 3,93 0,79

Table 13 shows the change in the realization level scale of the acquisitions related to values
according to the occupational status of the students' fathers. When the table is examined, the
highest mean score of the students' father's occupational status was retired with 4.00, while the
lowest mean score was civil servant with 3.63.

Table 14. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Occupational Status of the Participants' Fathers

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 3,008 9 ,334 520 ,861
Within Groups 319,104 496 ,643
Total 322,113 505

According to Table 14, there is no significant difference between the participants' scores on the
level of achievement of the outcomes related to values and their father's occupational status [F(9-
496)=,520, p>.05]. This information shows that the father's occupational status does not have
different effects on the students' attainment of the achievement level of the values related to the
values in the ODKAB curriculum. In the results of the variance homogeneity test, the sig value was
.408. As a result, our hypothesis that the level of realization of the achievements related to the
values in the ODKAB curriculum differs according to the occupational status of the father was not
confirmed.
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Table 15. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Mother's Occupational Status (Anova)

Mother’s Occupation N X S

Worker 69 3,42 0,85

Officer 62 3,80 0,88

Housewife 339 3,98 0,77

Free Profession 3 3,54 0,40

Pensioner 8 4,06 0,55
Farmer 1 3,73

Private Sector 12 4,33 0,65

Artisans and Craftsmen 5 4,01 0,91

Other (Engineers, Architects, Lavyers, etc.) 7 4,16 0,63

Total 506 3,93 0,79

Table 15 shows the change in the realization level scale of the outcomes related to values
according to the occupational status of the students' mothers. When the table is examined, the
average score of the students' mother's occupation status was the private sector with the highest
average score of 4.33, while the lowest average score was 3.42 for those who were workers.

Table 16. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Mother's Occupational Status

Source of Variance Sum of Squares Sd Mean Square F P
Between Groups 7,585 8 ,948 1,498 155
Within Groups 314,527 497 ,633
Total 322,113 505

The results of Table 16 show that there is no significant difference between the participants’
scores on the level of achievement of the outcomes related to values and their mother's
occupational status [F(8-497)=1,498, p>.05]. This finding shows that mother's occupational status
does not have different effects on students' attainment of the achievements related to values in
the ODKAB curriculum. In the results of the variance homogeneity test, the sig value was .451. As
a result, our hypothesis that the level of realization of the achievements related to the values in
the ODKAB curriculum differs according to the occupational status of the students' mothers was
not confirmed. The achievements related to values in the ODKAB curriculum are divided
according to grade levels. The order of these outcomes in the scale questions is as follows.
Outcomes 1-4 are in the 9th grade, outcomes 5-14 in the 10th grade, outcome 15 in the 11th grade,
and finally outcomes 16-19 in the 12th grade curriculum. For this reason, Anova test was
performed for each outcome at the grade level. The results are as follows.

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);52-74 65



Journal of Interdisciplinary Educational Research

Table 17. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Level (Anova) (9th Grade)

Class Level N X S
Grade 9 139 3,95 0,82
Grade 10 124 415 1,09
Grade 11 140 3,86 0,88
Grade 12 103 3,93 0,96
Total 506 3,97 0,94

Table 17 shows that 139 of the 506 students participating in the study were 9th graders, 124 were
10th graders, 140 were 11th graders and 103 were 12th graders. It is also seen that their averages
are close to each other in general. The highest mean was 4.15 for 10th graders and the lowest
mean was 3.86 for 11th graders.

Table 18. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Level (9th Grade)

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 5,830 3 1,943 2,199 ,087
Within Groups 443,533 502 ,884
Total 449,363 505

According to the results of Table 18, there is no significant difference between the participants’
scores on the level of achievement of the objectives related to values and their grade levels [F(3-
502)=2,199, p>.05]. This finding shows that grade levels do not have different effects on students’
achievement of the achievements related to values in the ODKAB curriculum. The sig value in the
homogeneity test results was ,452. This shows that the class level of the group is homogeneous.

Table 19. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Level (Anova) (9th and 10th Grade)

Class Level N X S
Grade 9 139 3,92 0,79
Grade 10 124 4,05 0,75
Grade 11 140 3,88 0,79
Grade 12 103 3,89 0,92
Total 506 3,93 0,81

Table 19 shows that 139 of the 506 students participating in the study were 9th graders, 124 were
10th graders, 140 were 11th graders and 103 were 12th graders. Itis also seen that their averages
are close to each other in general.
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Table 20. Variance Analysis Results of the Total Score of the Realization Level of the Outcomes
Related to Values According to the Participants' Grade Level (9th and 10th Grade)

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 2,501 3 ,834 1,262 ,287
Within Groups 331,467 502 ,660
Total 333,968 505

The results of Table 20 show that there is no significant difference between the scores of the
students participating in the study on the level of realization of the outcomes related to values and
their grade levels [F(3-502)=1,262, p>.05]. This finding shows that high school types do not have
different effects on students' acquisition of the level of realization of the achievements related to
values in the ODKAB curriculum. The sig value in the homogeneity test results was ,482. According
to this, the class level of the group is homogeneous.

Table 21. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels (Anova) (9th, 10th and 11th Grade)

Class Level N e S
Grade 9 139 3,94 0,78
Grade 10 124 4,07 0,74
Grade 11 140 3,89 0,78
Grade 12 103 3,90 0,91
Total 506 3,95 0,80

Table 21 shows that 139 of the 506 students participating in the study were 9th graders, 124 were
10th graders, 140 were 11th graders and 103 were 12th graders. In addition, their averages are
close to each other in general.

Table 22. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels (9th, 10th and 11th Grade)

Source of Variance Sum of Squares Sd Mean Square F P
Between Groups 2,372 3 , 791 1,225 ,300
Within Groups 324,040 502 ,645
Total 326,413 505

In Table 22, it is seen that there is no significant difference between the participants' scores on
the level of achievement of the outcomes related to values and their grade levels [F(3-502)=1,225,
p>.05]. This finding shows that high school types do not have different effects on students'
attainment of the achievements related to the values in the ODKAB curriculum. In the
homogeneity test results, the sig value was found to be ,480. This shows that the class level of the
group is homogeneous.
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Table 23. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels (Anova) (All Grades)

Class Level N X S
9th Class 139 3,93 0,79
10th Class 124 4,04 0,74
11th Class 140 3,87 0,76
12th Class 103 3,89 0,90

Total 506 3,93 0,79

Table 23 shows that 139 of the 506 students who participated in the study were 9th graders, 124
were 10th graders, 140 were 11th graders and 103 were 12th graders. In addition, their averages
are close to each other in general.

Table 24. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Participants' Grade Levels (All Grades 9-12)

Source of Variance Sum of Squares sd Mean Square F P
Between Groups 2,138 3 ,713 1,118 ,341
Within Groups 319,975 502 ,637
Total 322,113 505

According to Table 24, there is no significant difference between the participants' scores on the
level of achievement of the objectives related to values and their grade levels [F(3-502)=1,118,
p>.05]. This finding shows that high school types do not have different effects on students'
attainment of the achievements related to values in the ODKAB curriculum. The sig value in the
homogeneity test results was ,447. This shows that the class level of the group is homogeneous.
When the tables are evaluated jointly, the students who gave the highest scores (mean: X) to the
questions in terms of the realization of the outcomes related to values at the grade level were 10th
grade, 9th grade, 12th grade and finally 11th grade students, respectively. As a result, our
hypothesis that the level of realization of the outcomes related to values in the ODKAB curriculum
differs according to the grade levels of the students was not confirmed.
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Table 25. Results of the Analysis of the Total Scores of the Level of Realization of the Outcomes
Related to Values Regarding the Age Status of the Participants (Anova)

Age Level N X S

14 years and under 61 3,99 0,72
15 114 4,11 0,81

16 113 3,89 0,75

17 125 3,88 0,72

18 77 3,89 0,90

19 + 16 3,28 0,99

Total 506 3,93 0,79

Table 25 shows the change in the realization level scale of the outcomes related to values
according to the age levels of the students. When the table is examined, it is seen that the students
with the highest average in terms of student ages are 15 years old with 4.11 points, while the
students with the lowest average are 19+ years old with 3.28 points.

Table 26. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Age Status of the Participants

Source of Variance Sum of Squares sd Mean Square F P Meaningful Difference
Between Groups 11,905 8 1,488 2,384 ,016 1-6;2-3,4,6;3-2,6;4-
2,6;5-6;6-1,2,3,4,5
Within Groups 310,207 497 ,624
Total 322,113 505

The results of Table 26 show that the scores of the participants on the level of achievement of the
outcomes related to values differed significantly according to age level [F(5-500)=2,384, p<.05].
This finding shows that age levels have different effects on students' level of achievement of the
outcomes related to values in the ODKAB curriculum. As a matter of fact, it is seen that there is a
significant relationship between 14 and younger students with 19-year-old students; 15-year-old
students with 16, 17 and 19-year-old students; 16-year-old students with 15 and 19-year-old
students; 17-year-old students with 15-year-old students; 18-year-old students with 19-year-old
students; and 19-year-old students with all age groups. In the results of the variance homogeneity
test, the sig value was .131. As a result, our hypothesis that the level of realization of the outcomes
related to values in the ODKAB curriculum differs according to the age levels of the students was
confirmed.

Table 27. Results of the Analysis of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Income Levels of the Participants (Anova)

income Level N X S
4999 t] and below 165 3,82 0,79
Between 5.000 tl ve 9999 tl 204 3,88 0,77
10.000 tl and above 137 4,08 0,82
Total 506 392 0,79
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Table 27 shows the change in the realization level of the outcomes related to values according to
the income level of the students. The monthly income level of the students with the highest
average was 4,08 and it was 10.000 TL and above, while the students with the lowest average was
3,82 and it was 4999 TL and below.

Table 28. Variance Analysis Results of the Total Score of the Level of Realization of the Outcomes
Related to Values According to the Income Levels of the Participants

Source of Variance Sum of Squares sd Mean Square F P Meaningful Difference
Between Groups 6,186 4 1,547 4,541 ,045 1-2,3;2-1;3-1
Within Groups 315,927 501 ,631
Total 322,113 505

In the results of Table 28, it is seen that the scores of the participants on the level of achievement
of values-related outcomes differed significantly according to the income levels of the students
[F(2-503)=4,541, p<.05]. This finding shows that the income levels of the students have different
effects on the level of realization of the achievements related to values. There is a significant
relationship between students with an income of TL 4999 and below with both income groups;
students with an income between TL 5000 and TL 9999 with students with an income of TL 4999
and below; and students with an income of TL 10,000 and above with students with an income of
TL 4999 and below. As a matter of fact, when the averages are examined, it is observed that as the
income level of the students increases, the level of realization of the gains related to values also
increases. The fact that the sig value is greater than .05 in the homogeneity test results (,482)
shows that the test is homogeneous. Bastiirk, in his study on whether the 8th grade citizenship
and democracy education course (Bastiirk, 2011) achieved its objectives, concluded that socio-
economic status is an effective factor in the realization of the course outcomes. In this respect, the
research findings support the research findings we have obtained. However, Hidir, in his study on
the level of achievement of student outcomes of guidance services in secondary education
institutions, concluded that students' income status was not an effective factor in achieving the
outcomes (Hidir, 2010). As a result, our hypothesis that the level of realization of the
achievements related to values in the ODKAB curriculum differs according to the income levels of
the students was confirmed.

CONCLUSION

In our country, it is desired to benefit from education, which is an important tool that shapes and
directs the society, in order to ensure the moral maturation of the individual, to develop a healthy
personality and social harmony, and to protect future generations from the erosion of values and
moral degeneration that has occurred / will occur on a regional and global scale in the period we
live in. For this reason, some religious, national, humanitarian and moral values are tried to be
given to students in all courses in general and in the curricula of DKAB in particular. However, the
lack of studies that determine the effectiveness of the curricula of these courses leads to a decrease
in the success of the curricula. Because evaluating the curriculum and determining the extent to
which the achievements related to the values expressed are realized makes an important
contribution to determining the deficiencies of both the curriculum and the course and books in
this regard and to achieving the targeted success. In this study, it was aimed to investigate what
religious and moral values are desired to be gained by students in the Secondary Education
Religious Culture and Ethics course and whether these values change according to various factors.
As aresult of the research, the following results were obtained.

First of all, as a result of the factor and reliability analyses conducted for the measurement tool
developed for the level of realization of the outcomes related to values in the Secondary Education
DKAB curriculum, it was seen that the KMO and Cronbach Alpha values of the scale were high.
This shows that the developed scale is a valid and reliable data collection tool. In addition,
according to the results of the item analysis conducted to evaluate how each level of realization

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);52-74 70



Nas, M./Realization Level of the Outcomes Related to Values in the Secondary Education DKAB Curriculum (Manisa
Province Example)

distinguishes the participants, it was determined that the item-total correlations of the scales
were at a high level.

In the study, it was also determined that different results were obtained according to the
independent variables of the achievements related to the values in the DKAB curriculum. As a
matter of fact, when the results related to whether the realization level of the achievements
related to the values in the ODKAB curriculum varies according to independent variables are
examined, it is seen that the factors of the students' gender, the status of receiving out-of-school
religious education, grade level, parents' occupation and education level do not differentiate the
achievements expressed in the curriculum. In this case, it can be argued that these variables are
not effective in students' acquisition of the outcomes. However, it was determined that the
independent variables of school type, age level and income level of the students created a
significant difference in students' acquisition of the gains related to values in the DKAB
curriculum. In this case, it can be said that these variables are effective in students' acquisition of
the outcomes. The results obtained in the research confirm our hypothesis that the level of
realization of the achievements related to the values in the ODKAB curriculum stated at the
beginning of the research differs significantly according to the school type, age level and income
level of the students, while our hypothesis could not be confirmed according to other independent
variables.

When the results of other studies are compared with the results of this study, it is seen that the
research data related to the DKAB course and other courses support the data obtained from the
study to a great extent. Because while most of the other research data mentioned in the findings
and interpretations section are similar to the results of the study, some of them have reached
opposite conclusions. For example, while the independent variables of gender, school type,
father's and mother's education status of the students in the research have reached the same
outcomes as the other research data, the independent variables of students' income levels and
receiving out-of-school religious education have been found to differ according to some studies.
It can be said that the fact that the studies were not conducted on the achievements of the
Religious Education and Religious Studies course and that the research sample was under the
influence of different individual and environmental factors may be effective in reaching such a
result. Since students' age level, grade level, and parents' occupation factors were not taken as
independent variables in similar studies, these independent variables are the first in this study.

Finally, our conclusions and evaluation regarding the content of the curriculum and textbooks are
as follows: It was determined that 19 objectives related to values expressed in the ODKAB
curriculum were prepared according to the cognitive taxonomy, while affective and psychomotor
objectives were missing. The objectives were not distributed equally according to the grade levels,
and there was only one objective related to religious and moral values in the 10th grade. In fact,
in the scale questions, the students of the 9th grade were given the outcomes 1-4, the students of
the 10th grade were given the outcomes 5-14, the students of the 11th grade were given the
outcome 15, and the students of the 12th grade were given the outcomes 16-19. The averages of
the students' responses to the gains are X: 3,65-4,19 at the level of "I agree", it can be said that
their acquisition of the gains related to values is at a good level. However, we cannot say that the
ODKAB curriculum and textbooks are fully effective in helping students acquire religious and
moral values. The values stated in the curriculum are not emphasized enough in the textbooks
and there are deficiencies in explanations and examples. In addition, explanations of the verses
and hadiths related to these values are not available. Exemplary people and events are not given
enough. Only three value teaching approaches are suggested in the curriculum, and explanations
on how to apply these approaches are insufficient. In this respect, revising both the curriculum
and the textbooks would be more beneficial for students to acquire the gains related to values.

SUGGESTIONS

The substructure of the factors affecting students' acquisition of the values-related outcomes in
the ODKAB curriculum should be examined in detail, both in this study and in other research data.
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The approaches that have emerged in the field of values education should be fully revealed and
adequate scientific studies should be conducted to determine whether they are strategies,
methods or approaches. In addition, the aims, methods, stages, principles and principles of these
approaches should be clarified. Values education approaches that can be used in the DKAB course
should be developed. In particular, the discussions between the philosophical infrastructure of
the constructivist approach adopted in education and the religion of the DKAB course should be
concluded.

Value education should be seen as a whole, and values should be given in the curricula, units,
achievements and contents of all courses. Instead of a single unit, values should be taught in all
units through reading passages, stories, activities, games, current events, movies, music, the
values of important personalities and their exemplary lives. The Ministry of National Education
should produce special content. Values should be categorized according to the level and
developmental characteristics of the addressee (child, youth, adult) and content should be created
according to the level. Scientific and academic studies should be conducted and encouraged to
monitor the change in the value preferences of high school students over the years.

The importance, goals and benefits of values in the lives of individuals and society should be
revealed. All kinds of visual media and audio-visual broadcasting tools should be used for the
acquisition and maintenance of values. The aim of education should be a moral and value-oriented
education in addition to scientific-academic success. There should be a course called Morals and
Values Education and branch teachers should be trained to teach this course. If this is not possible,
pre-service and in-service trainings should be provided for all teachers in general, and for DKAB
teachers in particular, to provide values education.

For values belonging to the affective domain, achievements that will serve the affective domain
should be prepared. It should be clarified how cognitive, affective and psychomotor gains will be
measured during and after education process of the values, according to which criteria evaluation
will be made and which measurement tools will be used.

Necessary scientific, educational and legal studies should be carried out to provide moral and
values education in pre-school education and other levels of education, and value education
should be the policy of the state, which is a goal above political motives. In addition, an
infrastructure that can provide value education not only through formal education but also
through non-formal education institutions should be created. While conducting value education,
the triangle of environment, family and school should act together, the duties of the stakeholders
should be determined, joint decisions should be taken and concrete steps should be taken towards
implementation.

The values to be imparted to students should be formed by making use of historical experience,
scientific studies and public demands, and the values desired to be lived in society should be
emphasized. National and international developments should be followed by the necessary
authorities in the development of values education policies and pedagogy. Values should be
created according to the conditions of the age without severing the connection with the past.
Public and private institutions that will follow social expectations and needs especially in values
education should be established and supported. Special days and weeks such as Respect for the
Elderly Week, Nature and Environment Day, etc. should be designated to raise social awareness
on values education, and special programs should be organized on these days and weeks.

As a result of the evaluation, negative situations such as crowded classrooms, insufficient lesson
hours, and physical inadequacies arising from the learning environment, which prevent the
achievement of values-related gains, should be prevented. In short, physical and instructional
inadequacies should be prevented and all people, institutions and components in the school
should be organized to serve values education. Individual differences such as students'
motivation, interest, ability and learning methods should be taken into consideration. Teachers
should reveal students' prior knowledge and beliefs about values and make students aware of
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their own thoughts. In addition, students should be made to think and discuss alternative ideas
that emerge during learning.
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Bu arastirmada fen bilimleri dersi madde ve 1s1 {initesi kapsaminda altinci sinif 6grencilerinin elestirel
diisinme becerilerinin akademik basarilarina etkisi test edilmistir. Arastirmada nicel arastirma
yontemlerinden iliskisel tarama modeli kullanilmistir. Arastirmaya 2023-2024 egitim 6gretim yilinda,
Bursa ili inegdl ilgesinde bulunan Milli Egitim Bakanligina Bagh 6zel bir okulda 6grenim géren 47 altinci
sinif 6grencisi katilmistir. Arastirmada veri toplama araci olarak; arastirmac tarafindan gelistirilen 12
maddelik “Madde ve Is1 Elestirel Diisiinme Becerileri Testi” kullanilmistir. Ayrica 6grencilerin madde ve
151 linitesindeki akademik basarilarinin élgiilebilmesi icin arastirmac tarafindan gelistirilen “U¢ Asamali
Madde ve Is1 Akademik Basari Testi” kullanilmistir. Arastirma sonuglarina gore; akademik basar ve
elestirel beceri puanlarina gore, kiz ve erkek 6grenciler arasinda anlamli derecede fark gortlmustiir. Kiz
6grencilerin her iki testten elde ettikleri puanlarin aritmetik ortalamasi, erkek 6grencilere kiyasla daha
yiiksek bulunmustur. Alt ve Ust elestirel diisiinme beceri diizeylerindeki égrencilerin akademik basari
puanlar1 arasinda istatistiksel olarak anlamh bir fark oldugu gérilmistiir. Ogrencilerin elestirel
diisinme ve akademik basari arasinda pozitif yonlii yiiksek derecede bir iliski oldugu goriilmiistiir. Bu
baglamda fen bilimleri derslerinde oOgrencilere problem c¢6zme, elestirel analiz yapma ve bilgiyi
sorgulama gibi beceriler kazandirmak i¢in etkilesimli 6grenme yontemleri benimsenebilir. Ayrica fen
bilimleri derslerinde kullanilan materyaller cinsiyet temelli stereotiplere kars1 duyarl olabilir.

Anahtar Kelimeler: Akademik basari, elestirel diisiinme becerileri, fen egitimi, madde ve is1.

Abstract

In this research, the impact of sixth grade students' critical thinking skills on their academic
achievements was tested within the scope of the matter and heat unit of the science course. The
relational survey model, one of the quantitative research methods, was used in the research. A total of
47 sixth-grade students studying in a private school affiliated with the Ministry of National Education in
the district of Inegél, Bursa, in the 2023-2024 academic year participated in the study. As the data
collection tool, the 12-item "Matter and Heat Critical Thinking Skills Test" developed by researcher was
used. In addition, the "Three-Stage Matter and Heat Academic Achievement Test" developed by the
researcher was used to measure students' academic achievements in the matter and heat unit.
According to the research results, a significant difference was observed between male and female
students in terms of academic achievement and critical skill scores. The arithmetic average of the scores
obtained by female students from both tests was found to be higher compared to male students. It was
observed that there was a statistically significant difference in academic achievement scores between
students at lower and upper levels of critical thinking skills. There was a highly positive relationship
between students' critical thinking and academic achievement. In this context, interactive learning
methods can be adopted in science courses to provide students with skills such as problem-solving,
critical analysis, and questioning information. Additionally, materials used in science classes may be
sensitive to gender-based stereotypes.

Keywords: Academic achievement, critical thinking skills, science education, matter and heat.
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GIRIS

Bilim ve teknolojideki ilerlemelerin 6nemi her gecen giin toplumlarin siirdiriilebilirligi,
ekonomik kalkinma ve kiiresel sorunlara ¢éziim arama gibi nedenlerden dolayr daha da
artmaktadir. Fen egitimi, bireylerin cevresel olaylar1 anlama, teknolojiyi etkili kullanma,
bilimsel diisiince becerileri, elestirel diisiinme becerileri gibi {ist diizey beceriler gelistirme
bakimlarindan ayr1 bir 6neme sahiptir. Bilimsel yontemi anlama ve uygulama yetenegi,
bireyleri sadece salt bilgi 6grenimiyle degil, ayni zamanda cesitli durumlar degerlendirme ve
¢6zme yetenegiyle donatarak, onlari daha etkili diigslinilirler haline getirir. Ayrica fen egitimi,
problem ¢6zme becerileri kazandirarak dgrencilerin analitik diisiinme kapasitelerini gelistirir.
Teknolojik gelismelere ayak uydurma ve katki saglama gibi konularda da kritik bir rol oynar
(Bozkurt, Ay & Fansa, 2013; Tuysuz, Demirel & Yildirim 2013; Tekin, Aslan & Yagiz, 2016).
Akademik basar1 ise 6grencilerin fen bilimleri alanindaki bilgi ve becerilerini degerlendiren bir
Olciidir. Fen egitimindeki basari, sadece bilgilerin ezberlenmesi degil, ayn1 zamanda bu
bilgilerin anlasilmasi, uygulanmasi ve baglam icinde degerlendirilmesi siireclerini de igerir.
Ogrencilerin fen bilimlerindeki bagarilari, onlarin bilimsel yontemi anlama, deney yapma
becerilerini gelistirme ve bu bilgileri giinliik yasamlarina uygulama yetenekleriyle dogrudan
iliskilidir (Demirel & Tirkmen, 2023).

Fen egitimi programlarina bakildiginda 6grencilerin akademik basarilarini artirmakla birlikte
bilimsel siire¢ becerileri yiiksek, fene yonelik tutumlari olumlu, teknoloji okuryazari ve gevreye
duyarh bireyler yetistirmek gibi ¢ok yonli amacglar yer almaktadir. Elestirel diisiinme
becerileri de bu amaglar arasindadir (Tuysuz, Yildirim & Demirel, 2014). Elestirel diisiinme,
bilgiyi analitik bir perspektifle degerlendirme, mantikli sonuglara ulasma ve farkl goriisleri ele
alma yetenegi olarak tanimlanabilir. Bu diisiinme becerisi, bireyin dogru bilgiye ulasma
slirecini yonlendirir ve bilgiyi yalnizca ezberleme degil, ayn1 zamanda anlama ve uygulama
yetenegiyle birlestirir (Tekin, Aslan & Yagiz, 2016). Psikolojik arastirmalar, elestirel
diistinmenin bireyin problem ¢ozme yetenegini artirdigini, 6zgiin diislinceyi tesvik ettigini ve
bilgiyi daha etkili bir sekilde kullanma kapasitesini gliclendirdigini géostermektedir (Ay & Acat,
2014; Timkaya, 2011).

Fen egitiminde elestirel diisiinme, oOgrencilere bilimsel yontemi anlama ve uygulama,
hipotezleri sorgulama, verileri elestirel bir sekilde degerlendirme becerilerini kazandirma
acisindan hayati 6neme sahiptir (Okumus, 2020). Bilim, stirekli evrilen bir alandir ve elestirel
diisiinme, 6grencilere bu degisen bilimsel paradigmalara ayak uydurma yetenegi kazandirarak
bilgiye katkida bulunmalarini saglar. Ayn1 zamanda, fen bilimlerinde karsilasilan karmasik
sorunlar1 ¢ozme yetenegini artirarak, dgrencilerin giinliik yasamlarinda bilimsel diistinmeyi
etkili bir sekilde uygulamalarina olanak tanir. Fen egitiminde elestirel diisiinme becerilerini
gelistirmek, 6grencilerin sadece bilgiyi 6grenmelerini degil, ayn1 zamanda bu bilgiyi sorgulama,
analiz etme ve uygulama yetenegini gelistirmelerini saglar (Bakirct & Cepni, 2016; Ozerbas,
2011). Bu, 06grencilerin bilimsel acidan donanimli bireyler olarak yetismelerini ve bilimde
ilerlemelerini kolaylastirir. Dolayisiyla, fen egitiminde elestirel diistinme becerilerine vurgu
yapmak, 6grencilerin bilimsel diisiinme kapasitelerini arttirarak, gelecekteki bilim insanlar1 ve
toplum liderleri olarak daha etkin bir rol oynamalarina katki saglar (Demirel & Tiirkmen,
2023; Kusdemir, Ay & Tiiystiz, 2013).

Elestirel diisiinme, egitimin temel hedeflerinden biri olarak kabul edilen bir beceridir; ¢linkii
dogru secimleri alternatifler arasindan yapabilme ve strekli olarak farkli secenekleri
degerlendirme yetenegiyle yakindan iligkilidir. Egitimde elestirel diisiinmenin pratik uygulama
alanlarina yonelik olarak Brown (2018), elestirel diisiinmenin farkli alanlarda nasil
uygulanabilecegini, ders planlarinin hazirlanmasi ve 6grenme etkinliklerinin diizenlenmesi ile
ilgili oldugunu ifade eder. Ogrencilerin diisiinme yeteneklerinin gelismesinin, konularin
anlamli bir sekilde 6grenildigi 6grenme ortamlari olusturulmadik¢a beklenemeyecegini ve
gercek yasam durumlarinin kullanilmasiyla aktif katilimin saglanabilecegini belirtir. Brown'a
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(2018) gore, elestirel diisiinmeyi uygulamak icin belirlenmemis sorunlara ihtiya¢c vardir.
Elestirel diistinen 6grenciler, bilimsel siireclerde kullanilan gecerli ve gecersiz genellemeleri
fark edebilme, goriisleri analiz etme ve degerlendirme, disiplinler arasi iliskiler kurma,
mantikli yorum yapma, varsayimlari tespit etme ve degerlendirme gibi bilissel becerileri
kullanirlar. Ancak, Kurfiss (1988) ve diger bazi arastirmacilar, elestirel diisiinmenin siniflara
entegre edilmesinde zihinsel olgunlugun, basariy1 etkileyen onemli bir faktér oldugunu
bildirmektedirler (Kimmel, 1995).

Literatlirde elestirel diisiinmenin akademik basariya olumlu etkilerinin oldugunu belirten
calismalarin (Adams, vd., 1999; Ip, vd., 2000) yani sira, Facione & Facione'un (1997)
calismasinda elestirel diisiinmenin 6grenmeyi daha nitelikli hale getirdigi, 6grenci yanitlarinin
diizeyini yiikselttigi ve 6grencilerin bilissel farkindaliklarinmi arttirdig1 yoniinde bulgular yer
almaktadir. Elestirel diistinme egilimleri konusundaki cinsiyet farkliliklarini arastiran Facione,
vd., (1995) ise universitede 6grenim goren kiz 6grencilerin erkek 6grencilerden daha fazla
egilim gosterdigini belirtmistir. Akbiyik (2002) ise yliksek elestirel diisiinme egilimlerine sahip
grup ile diisiik elestirel diisiinme egilimlerine sahip grup arasinda, genel akademik basari,
matematik dersi akademik basarisi, fen grubu dersleri (fizik, kimya ve biyoloji) akademik
basarilar1 ve sosyal bilimler grubu dersleri (tarih ve cografya) akademik basarilar1 yoniinden,
ylksek elestirel diisiinme becerilerine sahip gruplar lehine istatistiksel olarak anlaml farklar
tespit etmistir. Dil grubu derslerinden Tirk dili ve edebiyati dersi akademik basarisi
bakimindan da birinci grup lehine anlaml bir fark belirlemis ancak ingilizce dersi akademik
basarisinda istatistiksel olarak anlamli bir fark olmadigin belirlemistir.

Bu arastirmada 6grenciler elestirel diisiinme becerileri bakimindan alt, orta ve {ist olmak iizere
lic gruba ayrilmis sonrasinda ise gruplarin akademik basarilar1 arasinda anlamli bir fark olup
olmadigina bakilmistir. Ayrica kiz ve erkek o6grencilerin elestirel diisiinme becerilerinin
akademik basarilarina etkilerinin cinsiyetlere gore farklilasip farklilasmadigina bakilmistir. Bu
baglamda, yapilan bu arastirmanin ilgili literature 6nemli katki saglayacag diisiiniilmektedir.

Arastirmanin Alt Problemleri

1. Altnci sinif 6grencilerinin fen bilimleri dersinde akademik basari seviyeleri nasildir?

2. Altina sinif 6grencilerinin fen bilimleri dersinde elestirel diisiinme becerileri seviyeleri
nasildir?

3. Kiz ve erkek 6grencilerin altinci siif fen bilimleri dersinde akademik basari puanlari
arasinda anlamh fark var midir?

4. Kiz ve erkek dgrencilerin elestirel diisiinme puanlar1 arasinda anlamli fark var midir?

5. Alt, orta ve iist elestirel diistinme beceri diizeylerine sahip 6grencilerin akademik basari
diizeyleri arasinda anlamli bir fark var midir?

6. Altina siif 6grencilerinin fen bilimleri dersinde elestirel diisiinme becerileri ile akademik
basarilar arasinda iligki var midir?

Arastirmanin Amaci

Bu arastirmada, fen egitiminde akademik basar1 ve elestirel diisiinme becerileri arasindaki
iliskiyi daha ayrintili bir sekilde inceleyerek bu iki 6nemli bilesenin birlikte nasil
giiclendirilebilecegi ve 0Ogrencilerin bilimsel diisinme kapasitelerini nasil artirabilecegi
arastirilmistir. Arastirma elestirel diistinme becerileri ile fen bilimleri derslerindeki akademik
basar1 arasindaki iliskinin ayrintih bir sekilde anlasilmasina odaklanarak fen egitimindeki
pedagojik uygulamalara 1sik tutmayir amaglamaktadir. Elestirel diisiinme becerilerinin, fen
bilimleri disiplinindeki basar1 tlizerindeki etkisi goz oOniline alindiginda, bu arastirma,
ogrencilerin bu becerileri gelistirmelerine odaklanan egitim programlarinin tasarimi ve
uygulanmasi konusunda rehberlik edebilecek énemli bulgular sunmay1 hedeflemektedir. Bu
amagla arastirmada fen bilimleri dersi madde ve 1s1 initesinde altinci sinif 6grencilerinin
elestirel diisiinme becerilerinin akademik basarilarina etkisi belirlenmeye calisiimistir.
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YONTEM
Arastirma Modeli

Bu arastirmada nicel arastirma ise kosulmustur. Arastirmanin modeli ise iliskisel tarama
modelidir. Bu modele gore iki ve daha ¢ok sayidaki degisken arasinda birlikte degisimin varhigi
belirlenmeye calisilir. Bu modelde, degiskenlerin birlikte degisip degismedigi; degisme varsa
bunun hangi yonde oldugu saptanmaya ¢alisilir (Karasar, 2010).

Evren ve Orneklem

Arastirmaya, 2023-2024 egitim 6gretim yilinda, Bursa ili inegél ilgesinde bulunan Milli Egitim
Bakanligina bagh 6zel bir okulda 0grenim goren altinct smif 6grencileri katilmistir.
Arastirmada 6grenciler amach Ornekleme yontemiyle belirlenmistir. Amach 6rnekleme
yontemi, arastirmacinin evrenin Ozelliklerini belirleyip bu 6zelliklere ait bireyleri se¢mesi
yontemidir (Creswell, 2009). Arastirma icin alt, orta ve iist elestirel diistinme beceri diizeyine
sahip 47 altina sinif 6grencisinden veri toplanmistir. Arastirmaya katilan Ogrencilerin
cinsiyete gore dagilimlar1 %53 (N=25) kiz, %47 (N=22) erkektir.

Veri Toplama Araclari

Calismada altinci siif 6grencilerinin madde ve 1s1 linitesindeki akademik basarinin ve elestirel
diistinme becerilerinin 0Olg¢lilmesi amaciyla lic asamali akademik basari testi ve elestirel
diistinme becerileri testi kullanilmistir.

Uc Asamal Akademik Basari Testi (UAABT)

Calismada, Demirel (2022) tarafindan hazirlanan ii¢c asamali basar1 testi kullamilmistir. Bu
testte, 2018 fen bilimleri dersi miifredatindaki altinci sinif “Madde ve Is1” iinitesinde yer alan
14 kazanima yonelik 19 soru yer almaktadir. Testin ilk asamasinda ¢oktan se¢meli siklara,
ikinci asamasinda ise birinci asamadaki se¢enekler ile ilgili farkli seceneklerin yer aldig1 coktan
secmeli diger siklara yer verilmistir. Testin liciincii asamasinda ise 6grencilerden her iki
boliimde isaretledikleri siklarin nedenlerini kendi climleleri ile yazmalari istenmistir. Bu testte
literatiirde yer alan ii¢ asamali basar1 testlerden farkl bir yol izlenmistir. Literatirdeki ii¢
asamali basari testlerinin ticiincii asamasinda daha ¢ok 6g8rencilerden isaretledikleri iki siktan
emin olup olmadiklar1 sorulurken hazirlanan bu basar1 testinde testin ii¢iincii asamasinda
ogrencilerden ilk iki asamada isaretledikleri siklarin nedenlerini yazmalar1 istenmistir.
Hazirlanan bu basar1 testinde yer alan bir sorunun dogru kabul edilebilmesi icin ise
ogrencilerin ilk iki asamadaki siklar1 dogru isaretlemis olmalar1 ve isaretledikleri siklarin
liclincli asamada dogru ciimlelerle aciklanmasi gerekmektedir. Bu nedenle calismada siklardan
sadece birini dogru isaretleyenlerle sadece agiklamayi dogru acgiklayanlarin sorulari dogru
olarak kabul edilmemistir.

Testin kapsam gecerliginin belirlenmesi sirasinda fen bilimleri egitimi alaninda gorevli 3
Ogretim lyesi ve 2 fen bilimleri 6gretmeninden uzman goriisii alindigl ifade edilmistir. Ayrica
testin dil bilgisi agisindan incelenmesi i¢in ise 1 Tiirkce 6gretmeninin goriisiine basvuruldugu
belirtilmistir. Uzman goriisleri dogrultusunda gerekli diizeltmelerin (soru kokiindeki hatalar,
celdiricilerin kuvvetli olmasi v.b) yapildig1 testin, kapsam gecerliliginin yiiksek oldugu
goriilmistir. Ayrica Tiirkce dil bilgisi agisindan da gerekli diizeltmeler sonucu teste son hali
verilmistir. Testin, gecerli kabul edilmesinden sonra giivenilirlik c¢alismas1 yapildig
belirtilmistir. Testin gilivenilirlik hesaplamasi icin yapilan KR-20 i¢ tutarlik degerinin 0,78
bulundugu ifade edilmistir. Bulunan bu degerin 0,70 ve daha ytliksek olmasi test puanlarinin
guvenilirligi icin genel olarak yeterli goriilmektedir (Biytlikoztirk, 2004). Testte yer alan
sorularin toplam ayirt edicilik indeksinin ise 0,49 olarak hesaplandig: belirtilmistir. Bu deger
0,40'1n tlizerinde oldugu icin testin toplam ayirt ediciliginin de iyi oldugu soylenebilir. Ayrica
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testte yer alan 19 sorunun madde gii¢liik diizeyi dagilimina bakildiginda ise madde giicligii
“Orta” diizeyde 9, “Cok Kolay” diizeyde 3, “Cok Zor” diizeyde 3, kolay diizeyde 3 ve “Zor”
diizeyde 1 sorunun yer aldig1 belirtilmistir. Testin toplam madde gii¢liik indeksi ise 0,54 olarak
bulunmustur. Bu deger 0,40 ile 0,59 arasinda oldugu icin test “Orta” diizeyde bir giiclige
sahiptir.

Bu baglamda UAABT'in, yapilan gecerlik, giivenilirlik ve madde analizlerinden elde edilen
bulgulardan testin gecerligi ytliksek, giivenilir, iyi ayirt edicilige sahip ve orta giicliikte oldugu
belirlenmistir.

Madde ve Is1 Elestirel Diisiinme Becerileri Testi (MIEDBT)

Calismada Demirel (2022) tarafindan gelistirilen “Madde ve Is1 Elestirel Diisiinme Becerileri
Testi” kullanilmistir. Bu test hazirlanmadan 6nce literatiir incelemesi yapildig1 belirtilmistir.
Gerekli incelemeler yapildiginda elestirel diisiinme becerileri test c¢alismalarinin en
kapsamlisinin ve literatiirdeki diger tiim calismalarin sentezi niteliginde olan National
Postsecondary Education Cooperative (NPEC)'in c¢alismasi kaynak olarak kullanildig ileri
strilmistiir. NPEC, diinya ¢apinda yaygin olarak kullanilan 12 6lgek lizerinde yapmis oldugu
arastirmada Olgeklerin hicbirisinin elestirel diisiinme boyut ve bilesenlerini tam olarak
Olcemedigi sonucuna varmistir. Bu 6lceklerin cogu, daha az sayida boyut ve bilesene yer
verdigi icin elestirel diisiinmenin bazi boyutlarini ve davranislarini istenilen nitelikte
Olgemedigi; bu nedenle de NPEC’in bu durumu diistinerek 7 boyuttan ve 12 alt boyuttan olusan
bir test gelistirdigi belirtilmistir (Dogan, 2013; Akt: Demirel, 2022).

Demirel (2022), Madde ve Is1 Elestirel Diisiinme Becerileri Testi'ni (MIEDBT) hazirlarken,
NPEC'in gelistirdigi testte yer alan 12 alt boyutu dikkate alarak 12 adet soru hazirlamistir.
Ogrencilerden, testteki sorular1 yamtlarken sayfanin iist kisminda yer alan hikaye ya da érnek
olay1 okuduktan sonra yanitlarin1 kendi ciimleleri ile sayfanin alt kisminda yer alan boéliime
yazmalar1 istenmistir. Test ile ilgili analizlerin yapilabilmesi icin de biitiincil dereceli
puanlama anahtari olusturuldugu belirtilmistir. Ayrica dgrencilerin ilinite boyunca gostermis
oldugu becerilerin degerlendirilmesi amaciyla “Gegersiz”, “Zayif’, “Yeterli”, “Iyi” ve “Cok lyi”
seklinde olciitlerin belirlendigi ifade edilmistir. Olgiitler belirlendikten sonra bu 6lgiitlerin
nedenlerinin belirlendigi ifade edilmistir. Son olarak bu béltimlere 0 ile 4 arasinda puanlarin
verildigi belirtilmistir. Tablo 1’de belirtilen bu o6l¢iitler, dlgiitleri olusturan kriterler ve bunlara
karsilik gelen puanlar yer almaktadir.

Tablo 1. Olgiitler, Olciitleri Olusturan Nedenler ve Bunlara Karsilik Gelen Puanlar

Olgiitler ~ Olgiitleri Olusturan Nedenler

Puan
Gecersiz  Ogrencinin soruya verdigi cevap yanlis ya da soruyu yanitlamad. 0
Zayif Ogrenci soruyu cevapladi ama verdigi yanitlar yeterli degil. Kisa cevaplar verdi. 1
Yeterli Ogrencinin verdigi cevap soruyu yanitlamak i¢in yeterliydi. Ama érnek veremedi. 2
fyi Ogrenci soruyu dogru cevapladi. Ornek verdi ama karsilastirma, ¢ikarim ve degerlendirme 3
yapamadi.

Cok iyi Ogrenci soruyu dogru cevapladi. Soruyu yanitlarken karsilastirmalar yapti, kendinden ya da 4
yakin c¢evresinden drnekler verdi, giinlik hayattaki yansimalarim1 degerlendirdi ve ¢ikarimlar

yaptu

Olusturulan biitiinciil dereceli puanlama anahtarina gore bir 6grenci 12 sorudan olusan
MIEDBT’den en diisiik 0 puan alabilirken en fazla 48 puan alabilmektedir.

Gelistirilen bu testin kapsam gecerligini belirlemek amaciyla fen bilimleri egitimi alaninda
gorevli 3 Ogretim lyesi ve 2 fen bilimleri 6gretmeninden uzman goriisii alindigi ifade
edilmistir. Ayrica testin dil bilgisi acisindan incelenmesi i¢in ise 1 Tiirkce 6gretmeninin
gorlsiine basvuruldugu belirtilmistir. Uzman gorisleri dogrultusunda gerekli kontroller
yapildiktan sonra testin giivenilirlik hesaplamasinda KR-20 i¢ tutarlilik katsayisinin 0,89
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oldugu belirtilmistir. Hesaplanan giivenilirlik katsayisinin 0,70 ve daha yiliksek olmasi test
puanlarinin giivenilirligi icin genel olarak yeterli gortilmektedir (Biytkoztiirk, 2004). Ayrica
bu testte yer alan tiim sorularin madde ayirt edicilik indekslerinin 0,30’un iizerinde oldugu ve
testin toplam ayirt edicilik indeksinin ise 0,54 oldugu belirtilmistir. Bu deger 0,40’1n lizerinde
oldugu i¢in testin toplam ayirt ediciligi cok iyi olarak ifade edilmistir. Testin madde gii¢liik
diizeyine bakildiginda ise “Zor”, “Orta” ve “Cok Zor” diizeyde 3’er soru bulunurken “Kolay”
diizeyde 2 soru ve “Cok Kolay” diizeyde 1 sorunun yer aldigi belirtilmistir. Testin ortalama
madde giicliik indeksi ise 0,37 olarak hesaplanmistir. Bu deger 0,20 ile 0,39 arasinda bir deger
oldugu icin Madde ve Is1 Elestirel Diisiinme Becerileri Testinin “Zor” diizeyde bir glicliige sahip
oldugu belirtilmistir. Madde ve Is1 Elestirel Diisiinme Becerileri Testi ile ilgili yapilan
analizlerden elde edilen tiim veriler birlikte degerlendirildiginde bu test i¢in gecerligi yiiksek,
cok iyi ayirt edicilige sahip, zor ve giivenilir bir test oldugu belirtilmistir.

Verilerin analizi

Calismanin 1. ve 2. alt arastirma probleminin analizine yonelik 6grenci sayisi, cinsiyet dagilimi,
UAABT ve MIEDBT’den alinan puanlarin genel aritmetik ortalamasi ve standart sapma
degerleri tablo halinde verilmistir. Daha sonra 6grencilerin MIEDBT’den aldiklar1 puanlar
diisiik puandan ytiksek puana dogru siralanarak ii¢ gruba ayrilmistir. Bu gruplar “Alt”, “Orta”
ve “Ust” elestirel diisiinme becerilerine sahip grup seklinde ifade edilmistir.

Istatistiksel analizlerden parametrik ve parametrik olmayan testlerden hangisinin
kullanilacag ile ilgili normallik analizi yapilmistir. Veri toplama araglarinin ve alt boyutlarinin
carpiklik ve basiklik degerleri incelenmis ve degerlerin #2.00 araliginda oldugu
goriilmiistiir.Analiz sonunda Skewness ve Kurtosis degerlerinin normal dagilim
gostermesinden dolay1 arastirmaya parametrik testler kullanilarak devam edilmistir.

Calismanin 3. ve 4. alt arastirma problemine yonelik analizler sirasinda MIEDBT ve
UAABT’deki puanlarin kiz ve erkek ogrenciler arasinda anlamli derecede farklilasip
farklilasmadigini tespit etmek amaciyla bagimsiz gruplar t testi yapilmistir.

Calismanin 5. alt arastirma problemine yonelik analizler sirasinda ise 6grencilerin elestirel
diisiinme beceri diizeylerinin (Alt, Orta, Ust) akademik basarilan fiizerindeki etkilerini
belirleyebilmek icin puanlar arasinda tek yonlii ANOVA analizi yapilmistir. ANOVA
sonuglarindan, 6égrencilerin UAABT puanlarimin ortalamalar1 arasinda istatistiksel olarak
anlamli bir fark oldugu belirlenmistir. Meydana gelen bu farkin hangi grup ya da gruplar lehine
oldugunu belirlemek icin de Tukey analizi yapilmistir.

Son olarak calismanin 6. alt arastirma problemine yo6nelik analizler sirasinda 6grencilerin
elestirel diisiinme becerileri ve akademik basarilar1 arasindaki iliskinin belirlenebilmesi igin
Pearson Korelasyon analizi yapilistir.

BULGULAR

Bu béliimde, MIEDBT ve UAABT verilerinden elde edilen bulgulara dayali analizlere yer
verilmistir.

Calismada yer alan 6grencilerin sayilari, cinsiyet dagilimlari, UAABT ve MIEDBT’den alinan
puanlarin genel aritmetik ortalama ile standart sapma degerlerinin yer aldig1 betimsel veriler
Tablo 2’de verilmistir.

Tablo 2. Ogrencilerin Testlerden Aldiklar1 Puanlara iliskin Aritmetik Ortalama ve Standart
Sapma Degerleri

Testler Ogrenci Saysi Cinsiyet Aritmetik Ortalama Standart Sapma
Kiz Erkek

UAABT 47 25 22 10,89 4,14

MIEDBT 47 25 22 15,36 8,97
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Tablo 2’'de de goriildiigii lizere arastirmaya 47 6grenci katilmistir. Bu 6grencilerin 25 tanesi
kiz, 22 tanesi ise erkektir. UAABT’den elde edilen verilere bakildiginda ise aritmetik
ortalamanin 10,89 standart sapma degerinin 4,14 oldugu goérilmektedir. MIEDBT’den elde
edilen verilerde ise aritmetik ortalama 15,36 standart sapma ise 8,97 olarak hesaplanmistir.

Calismada farkli elestirel diisiinme becerilerine sahip Ogrencilerin akademik basarilari
arasindaki farki belirleyebilmek icin MIEDBT’den alinan puanlarin aritmetik ortalamalarina
yarim standart sapma puam ekleyerek bu puanin iizerinde olan 6grenciler “Ust” elestirel
diistinme becerisine sahip olarak degerlendirilmistir. Aritmetik ortalama puanindan yarim
standart sapma puani cikarilarak bulunan degerden diisiik olan 6grenciler ise “Alt” elestirel
diistinme becerisine sahip olarak degerlendirilmistir. Bu degerler arasinda yer alan puanlar ise
“Orta” elestirel diistinme becerilerine sahip olarak degerlendirilmistir. Bahsedilen bu duruma
ait betimsel veriler Tablo 3’te verilmistir.

Tablo 3. Ogrencilerin Elestirel Diisiinme Beceri Diizeylerine Ait Betimsel Veriler

Elestirel Diistinme Beceri Diizeyi Ogrenci Sayisi Minimum Maksimum
Puan Puan
Alt 13 0 10
Orta 21 11 19
Ust 13 20 48

Tablo 3’e bakildiginda “Alt” elestirel diisiinme beceri diizeyine sahip 13, “Orta” elestirel
diisiinme beceri diizeyine sahip 21 ve “Ust” elestirel diisiinme beceri diizeyine sahip 13
Ogrencinin oldugu goriilmektedir. “Alt” elestirel diisiinme beceri diizeyinin minimum puani 0
olurken maksimum puani 10 olarak belirlenmistir. “Orta” elestirel diisiinme beceri diizeyinin
minimum puam 11 iken maksimum puan 19 olarak belirlenmistir. “Ust” elestirel diisiinme
beceri diizeyinin ise minimum puami 20 olarak belirlenirken maksimum puani 48 olarak
belirlenmistir.

Bu calismada, istatistiksel analizlere baslamadan 6nce hangi test tiirlerinin kullanilacagina
karar verebilmek adina normallik testi yapilmistir. Istatistiksel testler parametrik ve
parametrik olmayan testler olmak lizere ikiye ayrilir. Yapilacak calismalarin bu testlerden
hangisine uygun oldugunu belirlemek amaciyla normallik testi yapilir. Eger veriler normal
dagilima sahip ise parametrik testler, normal dagilima sahip degilse parametrik olmayan
testler kullanilir. Normallik testi sonuglar1 Tablo 4’te verilmistir.

Tablo 4. Ogrencilerin UAABT ve MIEDBT Puanlarina ait Skewness ve Kurtosis Degerleri

Testler Skewness Kurtosis
UAABT -0,157 -0,018
MIEDBT 1,096 1,821

Tablo 4’te yer alan degerlere bakildiginda Skewness ve Kurtosis degerlerinin -2 ile +2 arasinda
oldugu goriilmektedir. Bu degerlerin -2 ile +2 arasinda olmasi verilerin normal dagildigini
ifade eder (George & Mallery, 2010). Veriler normal dagilim gésterdigi icin UAABT ve
MIEDBT’deki puanlarin kiz ve erkek ogrenciler arasinda anlamli derecede farklilasip
farklilasmadiginin belirlenmesi amaciyla bagimsiz gruplar t testi yapilmistir. Elde edilen
veriler Tablo 5’te verilmistir.

Tablo 5. Bagimsiz Gruplar t-Testi Analizi Sonuglari

Testler Cinsiyet Aritmetik Standart Sapma t sd p
Ortalama
UAABT Kiz 12,04 3,55 2,097 45 0,042*
Erkek 9,59 4,44
MIEDBT Kiz 18,44 10,15 2,667 45 0,009**
Erkek 11,86 5,88
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Tablo 5’teki verilere bakildiginda UAABT nin kiz ve erkek 6grenciler arasinda anlamh derecede
farklilastigi gorillmektedir (p<0,05). Ayrica UAABT’den elde edilen puanlarin aritmetik
ortalama degerlerine bakildiginda, kiz 6grencilerin erkek 6grencilerden daha basarili oldugu
gorilmektedir. MIEDBT’den elde edilen verilere bakildiginda ise yine kiz ve erkek 6grenciler
arasinda anlamli derecede farklilasmanin oldugu goriilmektedir (p<0,05). Ayrica, MIEDBT den
elde edilen puanlarin aritmetik ortalama degerlerinin de yine kiz 6grencilerde daha fazla
oldugu goriilmektedir.

Calismada yer alan ogrencilerin elestirel diisiinme beceri diizeylerinin (Alt, Orta, Ust)
akademik basarilari tizerindeKki etkilerini belirleyebilmek icin elde edilen puanlar arasinda tek
yonli ANOVA analizi yapilmistir. ANOVA analizinden elde edilen sonuglar Tablo 6’da
verilmigtir.

Tablo 6. Tek Yonlii ANOVA Analizi Sonuglari

Varyansin Kareler Serbestlik Kareler F Sig (p)
Kaynag Toplam1 Derecesi Ortalamasi
Gruplar Arasi 170,778 2 85,389 6,083 0,005**
Gruplar igi 617,690 44 14,038
Toplam 788,468 46

Tablo 6’da yer alan ANOVA sonuclarina gore Alt, Orta ve Ust elestirel diisiinme beceri
diizeylerindeki ogrencilerin UAABT puanlarimin ortalamalar1 arasinda istatistiksel olarak
anlamli bir fark oldugu goériilmektedir (p=0,005; p<0.05). Calismada meydana gelen bu farkin
hangi grup ya da gruplar lehine oldugunu belirlemek amaciyla da Tukey analizi yapilmistir.
Elde edilen sonuglar Tablo 7’de verilmistir.

Tablo 7. Tukey Testi Analiz Sonuglari

Grup (I) Grup () Ortalamalar Standart Hata Sig (p)
Farki (I-])
Orta Alt 1,61806 1,28737 0,427
Ust Alt 4,83173 1,39903 0,003**
Orta 3,21368 1,36374 0,058

Tablo 7’deki sonuglara gore “Ust” elestirel diisiinme becerisine sahip 6grenciler ile “Alt”
elestirel diisiinme becerilerine sahip 6grenciler arasinda akademik basar1 degiskeni acisindan
“Ust” elestirel diisiinme becerisine sahip 6grenciler lehine anlamh bir fark oldugu
goriilmektedir (p=0,003; p<0,05). Bu bulguya dayanarak “Ust” elestirel diisiinme becerilerine
sahip 6grencilerin “Alt” elestirel diisiinme becerilerine sahip 6grencilere gore akademik basari
anlaminda daha basarih oldugu sonucuna ulagilmistir. Fakat “Ust” elestirel diisiinme
becerilerine sahip 6grencilerin “Orta” elestirel diisiinme becerilerine sahip 6grenciler tizerinde
akademik basar1 anlaminda herhangi bir fark olusturamadigi goriilmektedir (p=0,058; p>0,05).

Yine Tablo 7’deki verilerden “Orta” elestirel diisiinme becerilerine sahip 6grencilerin “Alt”
elestirel diistinme becerilerine sahip 6grenciler iizerinde istatistiksel anlamda herhangi bir etki
olusturamadigl sonucuna varabiliriz (p=0,427; p>0,05). Bu sonuca gore “Orta” elestirel
diistinme becerilerine sahip 6grencilerin “Alt” elestirel diisiinme becerilerine sahip 6grencilere
gore akademik basari anlaminda herhangi bir iistiinliik kuramadigi sdylenebilir.

Ogrencilerin akademik basar ve elestirel diisiinme becerileri arasindaki iliskiye yonelik olarak
yapilan Pearson Korelasyon analizi ise Tablo 8’de sunulmustur.
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Tablo 8. Pearson Korelasyon Analizi Sonuglari

Basarn Elestirel Diigiinme
’ 1 0,527**
Basari
P 0,000
N 47 47
kk
Elestirel Diisiinme r 0,527 1
p 0,000
N 47 47

*p<0.05

Tablo 8'deki Pearson Korelasyon analizi sonuclari, basar1 ve elestirel diisiinme arasindaki
iliskiyi incelemektedir. Elde edilen verilere gore, basari ile elestirel diisiinme arasinda pozitif
yonli bir korelasyon bulunmustur (r=0,527; p<0,05). Bu korelasyon, basaridaki artisin
elestirel diisiinme egilimleriyle iliskili oldugunu géstermektedir. Analiz sonuglar istatistiksel
olarak anlamlidir. Bu durum, basar1 ve elestirel diisiinme becerileri arasindaki iliskinin
tesadiifi olmadigin1 gosterir. Bu bulgular, elestirel diistinme becerilerinin fen bilimleri
dersindeki akademik basar1 diizeyi ile pozitif iliskili oldugunu gostermektedir (Gogtay &
Thatte, 2017).

SONUCLAR ve TARTISMA

Calismanin bulgularina dayanarak elde edilen sonuglara bakildiginda; akademik basar1 ve
elestirel diisiinme beceri puanlarina gore, kiz ve erkek 6grenciler arasinda anlamli derecede
farklilasmalar tespit edilmistir. Kiz o6grencilerin her iki testten elde ettikleri puanlarin
aritmetik ortalamasi, erkek 6grencilere kiyasla daha yiiksek bulunmustur.

“Alt”, “Orta” ve “Ust” elestirel diisiinme beceri diizeylerindeki égrencilerin akademik basari
puanlar1 arasinda istatistiksel olarak anlamh bir fark oldugu gériilmiistiir. "Ust" elestirel
diisinme becerisine sahip 6grenciler ile "Alt" elestirel diisiinme becerisine sahip 6grenciler
arasinda akademik basari agisindan "Ust" elestirel diisiinme becerisine sahip égrenciler lehine
anlamli bir fark bulunmustur. "Ust" elestirel diisiinme becerisine sahip 6grencilerin "Orta"
elestirel diisiinme becerisine sahip 6grencilere goére akademik basar1 agisindan anlamh
farklilik olusturmadigl gézlemlenmistir. Ayni sekilde, "Orta" elestirel diisiinme becerisine sahip
ogrencilerin "Alt" elestirel diisiinme becerisine sahip 6grencilere gore akademik basarida
anlamli farklilik olusturmadigi sonucuna ulasilmistir.

Pearson korelasyon analizi, elestirel diisiinme ve akademik basar1 arasinda pozitif yonlii bir
iliski oldugunu ortaya koymustur. Bu sonug, elestirel diisiinme becerileri ile genel akademik
basari arasinda pozitif yonlii bir iliskinin bulundugunu géstermektedir.

Bu arastirma, altinc1 sinif 6grencilerinin elestirel diistinme becerileri ile akademik basarilari
arasindaki iliskiyi belirleyerek bu degiskenlerin kiz ve erkek 6grenciler arasinda farklilasip
farklilasmadigini incelemesi bakimindan fen bilimleri egitiminin dogasina dair alanda var olan
bir soruna 151k tutmustur. Elde edilen sonuglar, bu konularin birbirleriyle iliskili oldugunu ve
ogrencilerin fen bilimleri alanindaki performanslarini etkileyebilecek dinamik etmenlere sahip
oldugunu isaret etmektedir.

Elestirel diisiinme becerileri ile akademik basar1 arasindaki pozitif korelasyon, 6grencilerin
elestirel diisiinme becerilerinin arttikca fen bilimleri derslerindeki basarilarinin da arttigini
gostermektedir. Fen bilimleri, karmagsik baglamlari anlama, problem c¢6zme ve elestirel
diisinme gerektiren bir alan oldugundan, elestirel diisiinme becerilerinin bu derslerdeki
basari lizerinde 6nemli bir etkisi olmasi beklenir (Bilgin, Karakuyu & Ay, 2015). Bu baglamda,
egitim programlarinin, fen egitimi acisindan Ogrencilere elestirel diisiinme becerilerini
gelistirecek yontemleri icermesi 6nemlidir. Bu arastirmada alt ve {ist elestirel diisiinme beceri
diizeylerindeki 6grencilerin akademik basar1 puanlar1 arasinda istatistiksel olarak anlaml bir
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fark oldugu gorilmistiir. Akbiyik & Seferoglu (2006) calismasinda, yiiksek elestirel diisiinme
egilimine sahip 6grencilerle diisiik elestirel diisiinme egilimine sahip 6grenciler arasinda fen
bilimleri, matematik ve sosyal bilimler derslerinde 6grencilerin genel akademik basarinda
anlamh farklilik oldugunu belirlemistir. Bu c¢alismadan ayr1 olarak elestirel diistinmenin
akademik basariya olumlu etkileri oldugunu belirtilen farkli aragtirmalara da rastlanilmistir
(Adams, vd., 1999; Ip, vd., 2000; Koray, vd., 2007). Koray, vd., (2007) yaptiklar1 ¢alismada
elestirel diisiinme temelli fen labatuvar1 uygulamalar1 sonunda sinmif 6gretmeni adaylarinin
akademik basari seviyelerine bakmistir. Elde ettikleri bulgulardan elestirel diisiinme temelli
fen labatuvarina gore islenen dersteki 6gretmen adaylarinin akademik basarilarinin daha
yliksek oldugunu belirlemislerdir.

Cinsiyet temelli farkliliklarin elestirel diisiinme becerileri ve akademik basari iizerindeki
etkileri de dikkat ¢ekicidir. Bu farkliliklarin anlasilmasi, egitimde cinsiyet esitligini saglamak ve
ogrencilere esit firsatlar sunmak adina 6nemlidir. Fen bilimleri dersleri, geleneksel olarak
cinsiyet temelli stereotiplere maruz kalabilen bir alandir. Bu nedenle, 6gretim stratejilerinin ve
materyallerin cinsiyet duyarli bir sekilde tasarlanmasi, 6grenciler arasindaki potansiyel
esitsizlikleri azaltmada kritik bir rol oynayabilir. Fen bilimleri dersinin dogasina vurgu
yaparak, bu alandaki 6grenci basarisini etkileyen faktorleri daha derinlemesine anlamak
miimkiindiir. Literatiirdeki arastirmalarda elestirel diisiinme egilimlerine yonelik cinsiyet
temelli farkliliklar g6zlemlenmistir. Bu baglamda, Facione v.d. (1995), kiz 6grencilerin erkek
Universite o6grencilerinden daha yiiksek elestirel diisinme egilimine sahip oldugunu
belirtmistir. Bu noktada, bu c¢alismanin sonuclar1 ile literatiirdeki bulgular arasinda
benzerlikler ve farkliliklar ortaya gikabilir. Bu farkliliklarin nedenlerini anlamak icin daha
detayli analizler yapilmas:1 gerekebilir. Ornegin, 6grencilerin elestirel diigiinme becerilerini
gelistirmek icin uygulanan o6gretim stratejileri, fen bilimleri derslerindeki 6grenme
materyallerinin yapisi gibi faktorlerin incelenmesi bu baglamda 6nemli olabilir. Ayrica, cinsiyet
temelli farkliliklarin elestirel diisiinme ve fen bilimleri basarilarn iizerindeki etkilerini
degerlendirmek, egitimde cinsiyet esitligi hedefine ulasma ¢abalarini destekleyebilir.

Fen bilimleri, gozlem yapma, hipotez olusturma, veri toplama ve analiz gibi siirecleri iceren bir
disiplindir. Bu siiregler, elestirel diisiinme becerilerinin temelini olusturur. Bu baglamda, fen
bilimleri derslerinde 6grencilere elestirel diistinme becerilerini gelistirme firsatlar1 saglamak,
sadece akademik basarilarini artirmakla kalmaz, ayn1 zamanda 6grencilerin bilimsel diisiince
slireglerini anlamalarina da katkida bulunabilir (Tiysiz & Demirel, 2020). Psikolojik
baglamda, bu bulgular, 6grencilerin egitim siireglerini ve fen bilimleri dersi basarilarina
yonelik bir ¢erceve sunmaktadir. Elestirel diisiinme becerilerinin, 6grencilerin fen bilimleri
alanindaki basarilarini nasil etkiledigini anlamak, egitim programlarinin daha etkili bir sekilde
tasarlanmasina katkida bulunabilir. Bu baglamda; bu arastirma fen bilimleri egitimi, elestirel
diistinme becerileri ve cinsiyet temelli farkliliklar arasindaki etkilesimleri anlamak adina
onemli bir boslugu dolduracagi diisiiniilmektedir. Bu sonuglar egitimcilerin ve politika
yapicilarin, 68rencilere fen bilimleri alaninda daha etkili 6grenme deneyimleri sunabilmek icin
elestirel diisiinme becerilerini ve cinsiyet temelli esitsizlikleri géz 6niinde bulundurmasi
gerektigini vurgulamaktadir.

Bu baglamda, elde edilen bulgulara dayanarak egitimciler, program gelistiriciler, ders kitabi
yazarlari ve egitim politikas1 yapicilari icin ¢esitli 6nerilerde bulunulabilir:

e Fen bilimleri derslerinde elestirel diisiinme becerilerini gelistirmeye yonelik 6gretim
stratejileri ve teknikler entegre edilebilir.

e Ogrencilere problem cozme, elestirel analiz yapma ve bilgiyi sorgulama gibi beceriler
kazandirmak icin etkilesimli 6grenme yontemleri benimsenebilir.

e Fen bilimleri derslerinde kullanilan materyaller cinsiyet temelli stereotiplere kars1 duyarh
olabilir.
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e Kiz ve erkek o6grencilere hitap eden ¢esitli 6rnekler ve uygulamalar iceren ders
materyalleri gelistirilebilir.

e Smif ici etkilesimleri dengelemek ve cinsiyet esitligini desteklemek adina 6gretmenlere
yonelik egitim programlari diizenlenebilir.

o Simif ici etkinliklerde cinsiyet temelli ayrimciligi 6nlemek icin 6gretmenlerin farkindaligini
artirmaya yonelik calismalara agirlik verilebilir.

e Fen bilimleri dersleri, giinliik yasamla iliskilendirilen baglamlar icerebilir ve 6grencilerin
konular1 daha iyi anlamalarini saglamak adina uygulamali deneyimlere odaklanabilir.

e Egitim politikalarinda nitelikli fen egitimini destekleyen stratejiler 6n plana konabilir.

e Ders kitaplar1 ve materyallerde elestirel diisiinmeye katki saglayacak o6rneklere yer
verilebilir.
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Abstract

In this research, the impact of sixth grade students' critical thinking skills on their academic achievements
was tested within the scope of the matter and heat unit of the science course. The relational survey model,
one of the quantitative research methods, was used in the research. A total of 47 sixth-grade students
studying in a private school affiliated with the Ministry of National Education in the district of Inegél, Bursa,
in the 2023-2024 academic year participated in the study. As the data collection tool, the 12-item "Matter
and Heat Critical Thinking Skills Test" developed by researcher was used. In addition, the "Three-Stage
Matter and Heat Academic Achievement Test" developed by the researcher was used to measure students'
academic achievements in the matter and heat unit. According to the research results, a significant
difference was observed between male and female students in terms of academic achievement and critical
skill scores. The arithmetic average of the scores obtained by female students from both tests was found to
be higher compared to male students. It was observed that there was a statistically significant difference in
academic achievement scores between students at lower and upper levels of critical thinking skills. There
was a highly positive relationship between students' critical thinking and academic achievement. In this
context, interactive learning methods can be adopted in science courses to provide students with skills such
as problem-solving, critical analysis, and questioning information. Additionally, materials used in science
classes may be sensitive to gender-based stereotypes.

Keywords: Academic achievement, critical thinking skills, science education, matter and heat.
INTRODUCTION

The significance of advancements in science and technology is increasingly crucial for the
sustainability of societies, economic development, and seeking solutions to global issues. Science
education holds particular importance in developing individuals' advanced skills such as
understanding environmental phenomena, effective utilization of technology, scientific and
critical thinking skills. Understanding and applying the scientific method not only equips
individuals with factual knowledge but also enables them to evaluate and solve various situations,
thus making them more effective thinkers. Moreover, science education enhances students'
problem-solving skills and fosters their analytical thinking capacities. It also plays a critical role
in adapting to and contributing to technological advancements (Bozkurt, Ay & Fansa, 2013;
Tuysuz, Demirel & Yildirim, 2013; Tekin, Aslan & Yagiz, 2016). Academic achievement serves as a
measure evaluating students' knowledge and skills in the field of science. Success in science
education involves not only memorizing information but also understanding, applying, and
contextualizing this knowledge. Students' success in science is directly related to their
understanding of the scientific method, their ability to conduct experiments, and their capacity to
apply this knowledge to their daily lives (Demirel & Tiirkmen, 2023).

When examining science education programs, they aim not only to enhance students' academic
achievements but also to cultivate multifaceted goals such as developing high-level scientific

1Dr, Ozel Devrim Kosova schools, Inegél Bursa, Tiirkiye, ozanemre45@gmail.com, https://orcid.org/0000-0003-4594-055X

Journal Of Interdisciplinary Educational Research 2024; 8(17);75-86 Received: 05/03/2024
Acceptance: 24/04/2024
Research Article


mailto:ozanemre45@gmail.com
https://orcid.org/0000-0003-4594-055X

Journal of Interdisciplinary Educational Research

process skills, fostering positive attitudes towards science, nurturing technologically literate and
environmentally conscious individuals. Critical thinking skills are among these objectives
(Tuysuz, Yildirim & Demirel, 2014). Critical thinking involves evaluating information from an
analytical perspective, reaching logical conclusions, and addressing differing viewpoints. This
cognitive skill guides individuals in the process of accessing accurate information and combines
knowledge acquisition with comprehension and application abilities (Tekin, Aslan & Yagiz, 2016).
Psychological research indicates that critical thinking enhances individuals' problem-solving
abilities, promotes original thinking, and strengthens their capacity to use knowledge more
effectively (Ay & Acat, 2014; Ttimkaya, 2011).

Critical thinking in science education is of vital importance as it equips students with the skills to
understand and apply the scientific method, question hypotheses, and critically evaluate data
(Okumus, 2020). Science is an evolving field, and critical thinking enables students to adapt to
these changing scientific paradigms and contribute to knowledge. Additionally, it enhances
students' ability to tackle complex problems encountered in science, allowing them to effectively
apply scientific thinking in their daily lives. Developing critical thinking skills in science education
not only enables students to learn information but also to question, analyze, and apply this
knowledge, fostering scientifically literate individuals and facilitating progress in science.
Therefore, emphasizing critical thinking skills in science education contributes to students’
enhanced scientific thinking capacities, enabling them to play more effective roles as future
scientists and community leaders (Demirel & Tiirkmen, 2023; Kusdemir, Ay & Tiiysiiz, 2013).

Critical thinking is considered a fundamental skill in education, as it is closely related to the ability
to make informed choices among alternatives and consistently evaluate different options.
Regarding the practical application areas of critical thinking in education, Brown (2018) states
that it involves how critical thinking can be applied in various fields, including lesson planning
and organizing learning activities. Brown suggests that the development of students' thinking
abilities cannot be expected without creating learning environments where topics are
meaningfully learned and active participation is facilitated through the use of real-life situations.
According to Brown (2018), the application of critical thinking requires undefined problems.
Critically thinking students utilize cognitive skills such as recognizing valid and invalid
generalizations used in scientific processes, analyzing and evaluating viewpoints, establishing
interdisciplinary connections, making logical interpretations, identifying and evaluating
assumptions. However, Kurfiss (1988) and some other researchers suggest that mental maturity
is an essential factor influencing the integration of critical thinking into classrooms, affecting
success (Kimmel, 1995).

Studies indicating the positive effects of critical thinking on academic achievement (Adams et al.,
1999; Ip et al., 2000) and Facione & Facione's (1997) research showing that critical thinking
makes learning more qualitative, enhances student responses, and increases students' cognitive
awareness are available in the literature. Facione et al. (1995), who investigated gender
differences in critical thinking tendencies, stated that female students studying at the university
level showed more inclination than male students. Akbiyik (2002) found statistically significant
differences in favor of groups with high critical thinking skills compared to groups with low
critical thinking tendencies in terms of overall academic achievement, academic achievements in
mathematics, science group courses (physics, chemistry, and biology), and social science group
courses (history and geography). Akbiyik also found a significant difference in favor of the first
group in terms of academic achievement in the Turkish language and literature course but did not
find a statistically significant difference in academic achievement in the English language course.

In this study, students were divided into three groups based on their critical thinking skills,
namely low, medium, and high, and then it was examined whether there was a significant
difference in academic achievement among these groups. Furthermore, it was investigated
whether the effects of students' critical thinking skills on academic achievement differed
according to gender. In this context, it is believed that this research will contribute significantly to
the relevant literature.
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Sub-Problems of the Research
1. What are the academic achievement levels of sixth-grade students in science classes?
2. What are the levels of critical thinking skills of sixth-grade students in science classes?

3. Is there a significant difference in the academic achievement scores of male and female
students in sixth-grade science classes?

4. Isthere a significant difference in the critical thinking scores of male and female students?

[s there a significant difference in the academic achievement levels among students with
low, medium, and high levels of critical thinking skills?

6. Is there a relationship between the critical thinking skills and academic achievements of
sixth-grade students in science classes?

The Aim of the Research

This study aims to explore in more detail the relationship between academic achievement and
critical thinking skills in science education, investigating how these two important components
can be strengthened together and how students' scientific thinking capacities can be enhanced.
Focusing on a detailed understanding of the relationship between critical thinking skills and
academic achievement in science classes, the research aims to shed light on pedagogical practices
in science education. Considering the impact of critical thinking skills on success in science
disciplines, this research aims to provide significant findings that can guide the design and
implementation of educational programs focusing on developing these skills. To this end, the
study attempts to determine the impact of critical thinking skills on the academic achievements
of sixth-grade students in science classes, particularly in the matter and heat unit

METHODOLOGY
Research Design

In this study, a quantitative research approach was employed. The research design used is the
correlational survey model. According to this model, the presence of co-variation among two or
more variables is attempted to be determined. In this model, it is sought whether the variables
co-vary and if so, in what direction (Karasar, 2010).

Population and Sample

The study included sixth-grade students attending a private school affiliated with the Ministry of
National Education in the district of Inegél, Bursa during the 2023-2024 academic year. The
students for the research were selected through purposive sampling method. Purposive
sampling method involves the researcher selecting individuals based on the characteristics of
the population (Creswell, 2009). A total of 47 sixth-grade students with low, medium, and high
levels of critical thinking skills participated in the research. The distribution of students
participating in the research by gender is 53% (N=25) female and 47% (N=22) male.

Data Collection Instruments

To measure the academic achievement and critical thinking skills of sixth-grade students in the
matter and heat unit, a three-stage academic achievement test and a critical thinking skills test
were used.

Three-Stage Academic Achievement Test (TSAAT)

In the study, a three-stage achievement test prepared by Demirel (2022) was used. This test
includes 19 questions related to 14 achievements in the sixth-grade "Matter and Heat" unit in the
2018 science curriculum. The first stage of the test consists of multiple-choice options, the second
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stage includes other multiple-choice options related to the choices in the first stage. In the third
stage of the test, students were asked to write down the reasons for their choices in their own
words. A different approach was taken in this achievement test compared to the three-stage
achievement tests in the literature. While in the third stage of the three-stage achievement tests
in the literature, students are mostly asked if they are sure about the two choices they marked, in
this prepared achievement test, students were asked to write down the reasons for the choices
they marked in the first two stages. For a question in this test to be considered correct, students
are required to mark the correct choices in the first two stages and explain them correctly in the
third stage. Therefore, the questions answered correctly by only marking one of the choices and
those who correctly explain the choices were not considered correct in the study.

During the determination of the content validity of the test, expert opinions were obtained from
3 faculty members in science education and 2 science teachers. In addition, for the examination of
grammatical aspects of the test, the opinion of 1 Turkish teacher was consulted. It was stated that
necessary corrections (such as errors in the question stem, strong distractors, etc.) were made
according to expert opinions, and after the grammatical examination in terms of Turkish language,
the test was given its final form. It was stated that after being accepted as valid, a reliability study
was conducted for the test. It was stated that the KR-20 internal consistency value calculated for
the reliability of the test was found to be 0.78. Since this value is 0.70 or higher, it is generally
considered sufficient for the reliability of test scores (Biiylikoztiirk, 2004). It was stated that the
total item discrimination index of the questions in the test was calculated as 0.49. Since this value
is above 0.40, it can be said that the total discrimination of the test is good. In addition, it was
stated that when the difficulty level distribution of the 19 questions in the test was examined,
there were 9 questions at the “Medium” difficulty level, 3 questions at the “Very Easy” difficulty
level, 3 questions at the “Very Difficult” difficulty level, 3 questions at the “Easy” difficulty level,
and 1 question at the “Difficult” difficulty level. The total item difficulty index of the test was found
to be 0.54. This value indicates that the test has a "Medium" level of difficulty.

In this context, it was determined from the findings obtained from the validity, reliability, and item
analysis of TSAAT that the test has high validity, reliability, good discrimination, and a medium
level of difficulty.

Matter and Heat Critical Thinking Skills Test (MHCST)

In the study, the "Matter and Heat Critical Thinking Skills Test" developed by Demirel (2022) was
used. It was stated that a literature review was conducted before preparing this test. When the
necessary reviews were made, it was claimed that the study of the National Postsecondary
Education Cooperative (NPEC), which is the most comprehensive critical thinking skills test study
and a synthesis of all other studies in the literature, was used as a source. NPEC, in its research
conducted on 12 scales widely used worldwide, concluded that none of the scales fully measured
the dimensions and components of critical thinking. Since most of these scales contain fewer
dimensions and components, they cannot measure some dimensions and behaviors of critical
thinking as desired; therefore, NPEC, considering this situation, developed a test consisting of 7
dimensions and 12 sub-dimensions (Dogan, 2013; Cited in Demirel, 2022).

Demirel (2022) prepared the "Matter and Heat Critical Thinking Skills Test" (MHCST) by
considering the 12 sub-dimensions in the test developed by NPEC. A total of 12 questions were
prepared for the test. Students were asked to read the story or example at the top of the page
before answering the questions in the test and then write their answers in their own words in the
section at the bottom of the page. It was stated that a holistic scoring rubric was created for the
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analyses related to the test. It was also stated that criteria were determined as "Invalid", "Weak",
"Sufficient"”, "Good", and "Very Good" for evaluating the skills students exhibited throughout the
unit. After the criteria were determined, it was stated that the reasons for these criteria were
determined. Finally, it was stated that scores between 0 and 4 were given to these sections. Table
1 contains these criteria, the criteria that make up the criteria, and the corresponding scores.

Table 1. Criteria, Reasons Creating the Criteria and Their Corresponding Scores

Criteria Reasons Creating the Criteria Score

Invalid The student's answer to the question is incorrect or did not answer the question. 0

Weak Student answered the question, but his(her) answers are not sufficient. He(She) gave short 1
answers.

Sufficient The student's response was sufficient to answer the question. But he(she) couldn't give an 2
example.

Good Student answered the question correctly. He(She) gave examples but could not make comparisons, 3
inferences and evaluations.

Very The student answered the question correctly. While answering the question, he(she) made 4

good comparisons, gave examples from himself/herself or his/her close circle, evaluated his/her

reflections in daily life and made inferences.

The created holistic scoring rubric allows a student to receive a minimum of 0 points and a
maximum of 48 points from the MHCST consisting of 12 questions.

In order to determine the content validity of the developed test, expert opinions were obtained
from 3 faculty members in science education and 2 science teachers. Additionally, for the
examination of grammatical aspects of the test, the opinion of 1 Turkish teacher was consulted.
After necessary checks were made in line with expert opinions, it was stated that the KR-20
internal consistency coefficient for the reliability of the test was found to be 0.89. Since this
calculated reliability coefficient is 0.70 or higher, it is generally considered sufficient for the
reliability of test scores (Biiylkoztirk, 2004). Furthermore, it was indicated that the item
discrimination indexes of all questions in this test were above 0.30, and the total item
discrimination index of the test was 0.54. Since this value is above 0.40, it is stated that the total
discrimination of the test is very good. When examining the difficulty level of the test items, it was
noted that there were 3 questions at the "Difficult”, "Medium", and "Very Difficult" levels, 2
questions at the "Easy" level, and 1 question at the "Very Easy" level. The average item difficulty
index of the test was calculated as 0.37. This value indicates that the "Matter and Heat Critical
Thinking Skills Test" has a difficulty level classified as "Difficult". When all the data obtained from
the analyses conducted on the Matter and Heat Critical Thinking Skills Test were evaluated
together, it was stated that the test is valid, has very good discrimination, is difficult, and reliable.

Data Analysis

The number of students, gender distribution, general arithmetic mean, and standard deviation
values of the scores obtained from TSAAT and MHCST for the analysis of the 1st and 2nd sub-
research problems were provided in tabular form. Then, the scores obtained by the students from
MIEDBT were ranked from low to high scores and divided into three groups. These groups were

non

expressed as having "Low", "Medium", and "High" critical thinking skills.

A normality analysis was conducted to determine whether parametric or non-parametric tests
would be used during the statistical analyses. Skewness and kurtosis values of the data collection
tools and sub-dimensions were examined, and it was observed that the values were within the
range of £2.00. As a result of the analysis, since Skewness and Kurtosis values showed a normal
distribution, the research continued using parametric tests. During the analysis for the 3rd and
4th sub-research problems, independent samples t-test was conducted to determine whether
there was a significant difference between the scores of male and female students in MHCST and
TSAAT.
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During the analysis for the 5th sub-research problem, one-way ANOVA analysis was conducted to
determine whether there was a significant difference between the scores of students in different
critical thinking skill levels (Low, Medium, High) on academic achievements. From the ANOVA
results, it was determined that there was a statistically significant difference in the means of
students' TSAAT scores. To determine which group or groups the difference favored, Tukey
analysis was conducted. Finally, during the analysis for the 6th sub-research problem, Pearson
Correlation analysis was conducted to determine the relationship between students' critical
thinking skills and academic achievements.

FINDINGS

In this section, analyses based on the findings obtained from MHCST and TSAAT data are
presented. Descriptive data including the numbers of students, gender distribution, general
arithmetic mean, and standard deviation values of the scores obtained from UAABT and MIEDBT
are provided in Table 2.

Table 2. Descriptive Statistics of Students' Scores from Tests

Tests Student Number Gender X SD
Female Male

TSAAT 47 25 22 10,89 4,14

MHCST 47 25 22 15,36 8,97

As seen in Table 2, the study involved 47 students, with 25 of them being female and 22 male.
Looking at the data obtained from TSAAT, the arithmetic mean is 10.89 with a standard deviation
of 4.14. In the case of MIEDBT data, the arithmetic mean is calculated as 15.36 with a standard
deviation of 8.97.

To determine the difference in academic achievements among students with different critical
thinking skills, the arithmetic mean of the scores obtained from MHCST was used. By adding half
a standard deviation score to the arithmetic mean, students scoring above this value were
considered to have "High" critical thinking skills. Conversely, students scoring below the result
obtained by subtracting half a standard deviation score from the arithmetic mean were
considered to have "Low" critical thinking skills. Scores falling between these values were
classified as having "Middle" critical thinking skills. Descriptive data related to this classification
are provided in Table 3.

Table 3. Descriptive Data on Students' Critical Thinking Skill Levels

Critical Thinking Skill Level Student Number Minimum Maximum
Point Point
Lower 13 0 10
Middle 21 11 19
High 13 20 48

When looking at Table 3, it is observed that there are 13 students classified as having "Low"
critical thinking skills, 21 students classified as having "Middle" critical thinking skills, and 13
students classified as having "High" critical thinking skills. The minimum and maximum scores for
the "Low" critical thinking skill level were determined as 0 and 10, respectively. For the "Middle"
critical thinking skill level, the minimum score was 11, and the maximum score was 19. As for the
"High" critical thinking skill level, the minimum score was set at 20, and the maximum score was
48.

In this study, before beginning the statistical analysis, a normality test was conducted to decide
which type of test to use. Statistical tests are divided into parametric and non-parametric tests. A
normality test is performed to determine which of these tests is suitable for the study. If the data
follows a normal distribution, parametric tests are used; otherwise, non-parametric tests are
preferred. The results of the normality test are presented in Table 4.
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Table 4. Skewness and Kurtosis Values of Students' TSAAT and MHCST Scores

Tests Skewness Kurtosis
TSAAT -0,157 -0,018
MHCST 1,096 1,821

Looking at the values in Table 4, it can be seen that Skewness and Kurtosis values are between -2
and +2. If these values are between -2 and +2, it means that the data is normally distributed
(George & Mallery, 2010). Since the data showed a normal distribution, an independent groups t
test was conducted to determine whether the scores in TSAAT and MHCST differed significantly
between male and female students. The data obtained are given in Table 5.

Table 5. Independent Groups t-Test Analysis Results

Tests Gender X SD t df p

TSAAT Female 12,04 3,55 2,097 45 0,042*
Male 9,59 4,44

MHCST Female 18,44 10,15 2,667 45 0,009**
Male 11,86 5,88

Looking at the data in Table 5, it can be observed that there is a significant difference between
male and female students in terms of their scores on the TSAAT (p<0.05). Additionally, when
considering the arithmetic mean scores of the TSAAT, it is evident that female students
outperform male students. Similarly, when examining the data obtained from the MIEDBT, a
significant difference between male and female students is observed (p<0.05). Furthermore, the
arithmetic mean scores of the MHCST also indicate that female students have higher scores
compared to male students.

To determine the impact of students' levels of critical thinking skills (Low, Middle, High) on their
academic achievements, one-way ANOVA analysis was conducted on the obtained scores. The
results of the ANOVA analysis are presented in Table 6.

Table 6. One-Way ANOVA Analysis Results

Source of Variance Sum of Squares df Mean Squares F Sig (p)
Intergroup 170,778 2 85,389 6,083 0,005**
within groups 617,690 44 14,038

Total 788,468 46

According to the results of the ANOVA analysis presented in Table 6, there is a statistically
significant difference in the mean scores of the TSAAT among students with Low, Moderate, and
High levels of critical thinking skills (p=0.005; p<0.05). To determine which group or groups this
difference favors, Tukey's post-hoc analysis was conducted. The findings of this analysis are
provided in Table 7.

Table 7. Tukey Test Analysis Results

Group (I) Group (J) Difference of Averages (I-]) Sd Sig (p)
Middle Lower 1,61806 1,28737 0,427

High Lower Middle 4,83173 1,39903 0,003**
3,21368 1,36374 0,058

According to the results in Table 7, there is a significant difference favoring students with "High"
levels of critical thinking skills over those with "Low" levels in terms of academic achievement
(p=0.003; p<0.05). Based on this finding, it can be concluded that students with "High" levels of
critical thinking skills are more successful academically compared to those with "Low" levels of
critical thinking skills. However, students with "High" levels of critical thinking skills did not
demonstrate any significant difference in academic achievement compared to those with " Middle
"levels (p=0.058; p>0.05).

Furthermore, based on the data in Table 7, we can conclude that students with " Middle " levels of
critical thinking skills did not have any statistically significant impact on students with "Low"
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levels in terms of academic achievement (p=0.427; p>0.05). Therefore, it can be said that students
with " Middle " levels of critical thinking skills did not exhibit any superiority in academic
achievement over those with "Low" levels of critical thinking skills.

Additionally, the Pearson Correlation analysis conducted to explore the relationship between
students' academic achievement and critical thinking skills is presented in Table 8.

Table 8. Pearson Correlation Analysis Results

Achievement Critical Thinking
1 0,527**

Achievement ; 0:000

N 47 47

k3k

Critical Thinking r 0,527 1

p 0,000

N 47 47
**p<0.05

The results of the Pearson Correlation analysis in Table 8 examine the relationship between
achievement and critical thinking. According to the obtained data, there is a positive correlation
between achievement and critical thinking (r=0.527; p<0.05). This correlation indicates that an
increase in achievement is associated with tendencies in critical thinking. The analysis results are
statistically significant, indicating that the relationship between achievement and critical thinking
skills is not coincidental. These findings suggest that critical thinking skills are positively
associated with academic success in science education (Gogtay & Thatte, 2017).
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RESULTS and DISCUSSION

Looking at the results based on the findings of the study, significant differences were observed
between male and female students in terms of academic achievement and critical thinking scores.
The arithmetic mean scores of female students on both tests were found to be higher than those
of male students.

Statistically significant differences were observed in the academic achievement scores of students
at "Low", " Middle ", and "High" levels of critical thinking skills. There was a significant difference
in academic achievement favoring students with "High" critical thinking skills over those with
"Low" critical thinking skills. However, students with "High" critical thinking skills did not show
any significant difference in academic achievement compared to those with "Moderate" levels.
Similarly, students with " Middle " critical thinking skills did not exhibit any significant impact on

academic achievement compared to those with "Low" levels.

The Pearson correlation analysis revealed a positive correlation between critical thinking and
academic achievement. This indicates a positive relationship between critical thinking skills and
overall academic success. This research shed light on an existing issue in science education by
examining the relationship between critical thinking skills and academic achievement among
sixth-grade students and whether these variables differ between male and female students. The
results indicate that these variables are related and have dynamic factors that can affect students’
performance in science.

The positive correlation between critical thinking skills and academic achievement suggests that
as students' critical thinking skills increase, their success in science subjects also increases. Since
science involves understanding complex contexts, problem-solving, and critical thinking, critical
thinking skills are expected to have a significant impact on success in these subjects (Bilgin,
Karakuyu & Ay, 2015). Therefore, it is important for educational programs to include methods
that develop critical thinking skills for science education. This study found statistically significant
differences in academic achievement scores between students with low and high critical thinking
skills. Akbiyik & Seferoglu (2006) found significant differences in the overall academic success of
students between those with high and low critical thinking tendencies in science, mathematics,
and social science classes. Additionally, other studies have also indicated the positive effects of
critical thinking on academic achievement.

Gender-based differences in critical thinking skills and academic achievement are also
noteworthy. Understanding these differences is important for achieving gender equality in
education and providing equal opportunities to students. Science classes are traditionally subject
to gender-based stereotypes. Therefore, designing teaching strategies and materials in a gender-
sensitive manner can play a critical role in reducing potential inequalities among students. By
emphasizing the nature of science classes, it is possible to understand factors that affect student
success in this area more deeply. Previous studies in the literature have observed gender-based
differences in critical thinking tendencies. For example, Facione et al. (1995) noted that female
students have higher critical thinking tendencies than male university students. Hence, there may
be similarities and differences between the findings of this study and those in the literature.
Further analysis may be needed to understand the reasons for these differences. For instance,
examining factors such as teaching strategies to enhance students' critical thinking skills and the
structure of learning materials in science classes may be important. Additionally, evaluating the
effects of gender-based differences on critical thinking and science achievements can support
efforts to achieve gender equality in education.

Science involves processes such as observation, hypothesis formation, data collection, and
analysis. These processes form the basis of critical thinking skills. Therefore, providing students
with opportunities to develop critical thinking skills in science classes can not only increase their
academic achievements butalso contribute to their understanding of scientific thinking processes.
Psychologically, these findings provide a framework for understanding students' educational
processes and achievements in science classes. Understanding how critical thinking skills affect
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students' achievements in science education can contribute to the more effective design of
educational programs. In this context, this research is considered to fill an important gap in
understanding the interactions between science education, critical thinking skills, and gender-
based differences. These results emphasize the importance for educators, curriculum developers,
textbook authors, and education policymakers to consider critical thinking skills and gender-
based inequalities in providing students with more effective learning experiences in science
education.

Based on the findings, various recommendations can be made for educators, program developers,
textbook authors, and education policymakers:

Integrate teaching strategies and techniques to develop critical thinking skills in science
classes.

Adopt interactive learning methods to equip students with skills such as problem-solving,
critical analysis, and questioning.

Ensure that materials used in science classes are sensitive to gender-based stereotypes.
Develop teaching materials containing various examples and applications appealing to both
male and female students.

Organize training programs for teachers to balance classroom interactions and support
gender equality.

Focus on increasing teachers' awareness to prevent gender-based discrimination in
classroom activities.

Incorporate contexts related to daily life in science classes and focus on practical
experiences to help students better understand the subjects.

Highlight strategies supporting quality science education in educational policies.

Include examples in textbooks and materials that contribute to critical thinking.
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Abstract

The aim of this study is to determine to what extent the emotional factors such as attitude, fear of negative
evaluation and stress level for academic expectations predict students’ mathematics achievements. In this
quantitative study a prediction research design, type of correlational design, was used to anticipate results
by using particular variables as predictors. The study was conducted on 352 middle school students
attending a middle school in Bursa. Students’ mathematics scores, Mathematics Attitude Scale (MAS), Fear
of Negative Evaluation Scale Short Form (FNES) and Academic Expectations Stress Inventory (AESI) were used
for data collection. In order to determine participants’ level of attitude toward mathematics, fear of negative
evaluation and stress level for academic expectations descriptive statistics were used. Secondly to compare
participants’ score on three measurements according to their gender, class level, and mathematics scores,
multivariate analysis of variance (MANOVA) was employed. According to results gender did not make a
significant difference on mathematics attitude, fear of negative evaluation and stress level separately, as
well. Class level increases, students’ positive attitudes towards mathematics decreases. Students with high
mathematics scores had significantly more positive feelings towards mathematics than students with low
mathematics scores. The results of correlation analysis indicated that mathematics success was significantly
and positively associated to mathematics attitude while it was significantly and negatively associated to fear
of negative evaluation and stress for academic expectations.

Keywords: Attitude toward mathematics, Fear of negative evaluation, Mathematics Achievement,

INTRODUCTION

Mathematics is one of the important tools that are used to solve problems not only stated in
science, but also faced in everyday life (Gujjar, Bajwa & Shaheen, 2011). It is regarded very
significant for a country’s future as it sits at the heart of advances in many of today’s business.
Many people are involved in doing mathematics in some way (Berlinghoff & Gouvéa, 2004). Thus,
more mathematics lessons are likely to be taught in schools all around the world than any other
subject (Orton, Orton, D. & Frobisher, 2004). Apart from its usage in business, mathematics
teaching and learning in schools enable students to improve their thinking and to broaden their
horizons. It helps students’ full development in todays’ complex society (Ignacio, Nieto & Barona,
2006). It helps to equip students for life with skills to work with numbers, money, time, shape and
measurement (Gujjar et al., 2011). Despite the value placed on mathematics, it is observed by
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many researchers that students consider it as a hated and boring lesson (Gary & Tall, 1992, Ignacio
et, al.,, 2006). Most of the students throughout the world show poor performance in mathematics
(Okigbo & Osuafor, 2008). This situation does not show a difference in Turkey. Latest national and
international evaluations have revealed that Turkish students are also in trouble with
mathematics (Basturk, 2011; Mullis, Martin, Foy & Arora, 2012; OECD, 2023; OSYM, 2023). For
instance, 2023 university entrance exams indicated that of 2.995.638 students who attempted the
first stage of the exams, 100271 students scored zero or below in mathematics part (OSYM, 2023).

Internationally looking, 2022 PISA assessment manifested those Turkish students scored 453
points in mathematics, the main theme of the exam, compared to an average of 472 points in OECD
countries. This score is the 39t score among OECD countries, and 44th score among 65
participating countries (OECD, 2023). Turkish Ministry of National Education (MEB) took some
precautions to reduce these national and international failures in mathematics. MNE, thus, have
put mental mathematics and realistic mathematics education projects into implementation.
Although extensive researches on the effectiveness of these projects are being conducted by MNE,
further studies investigating the underlying factors for mathematics failure need to be carried out.
Smith (2004) believes that one of the reasons for failure in mathematics is the shortage of
qualified teachers.

However, it is difficult to explain the students’ failure in mathematics lessons only by one factor.
There may be many reasons that affect the success of students. For example; the abstract language
used in mathematics, the students’ gender and mathematical intelligence, the education level of
students’ parents, the teaching methods, the inefficient study, the learning environment, the
behaviors of teachers, the lack of motivation, poverty and increasing diversity of the school
population can be some of the reasons for the failure in mathematics (Alderman, 2013). It is seen
that most of the reasons for mathematics failure consist of cognitive factors. Yet, mathematics
depends not only on cognitive abilities but also on emotional factors (Dowker, Bennet& Smith,
2012). McLeod (1992) also states the importance of integrating affective issues into studies of
mathematics education to strengthen the researches. It is thought that the emotional factors like
attitudes, fear of negative evaluation and stress also have an important role in mathematics
success. Therefore, in this study, the effects of these factors in mathematics achievement have
been examined.

Affective Factors and Mathematics Success

Success in school usually fits two categories as cognitive and affective (Georgiou, 2008). Cognitive
category which consists of cognitive factors such as prior knowledge, self-regulation, reading
ability etc. has emerged from researches conducted in the western context. On the contrary,
affective category including attitudes, fear, stress etc. has been examined in eastern context. In
Turkish context, though the relationship between mathematics success and cognitive factors has
been much examined (Arsal, 2009; Bektas, et al. 2015; Ocak &Yamag, 2013), affective factors
(excluding mathematics attitude) has not driven much interest of Turkish researchers. That's
mostly because of the complexity and difficulty in assessing affective features of students (Oztiirk,
Akkan ve Kaplan, 2020).

As Hart (1989) claims, describing affective domain is not an easy task. The meaning of the affective
terms changes according to the context in which it is used. They have different meanings in
psychology than they have in mathematics. For instance one of the most confused terms, anxiety
is described sometimes as fear sometimes as dislike or worry (Hart, 1989). This confusion,
unfortunately, remains as a major task for current researchers in both fields. McLeod (1992),
giving example of Bloom’s taxonomy of the cognitive domain and Krathwohl’s taxonomy for the
affective domain, indicates that working on cognition seems relatively simple compared to the
affective domain. He defines affective domain as a wide range of beliefs, feelings, and moods
regarded as going beyond the domain of cognition. He points out that affect is more difficult to be
explained and measured in comparison with cognition. However, affective factors play a central
role in mathematics learning and instruction (McLeod, 1992). Accordingly, a need has been raised
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for the research of mathematics success of students in terms of emotional factors on mathematics
lessons. Several studies have showed that emotional factors like attitudes, stress level and fear of
negative evaluation may play a significant role in mathematical performance (Ang, Huan &
Braman, 2007; Dowker et al. 2012; Ekizoglu & Tezer, 2007; Hemmings, Grootenboer & Kay, 2011).
DeBellis and Goldin (1991) points out that two levels of affective responses, local and global are
important in mathematics education. Local affect refers to the momentary changes in feeling as
students solve mathematics problems. Emotions like anxiety, fear, stress etc. are good examples
of local affect. Global affect is more stable than local affect. It is related to beliefs and attitudes that
the student usually have. The following part discusses attitude as global affect, and fear, and stress
as local affect.

Attitude and Mathematics Success

Considerable amount of literature on the affective domain is related to attitudes towards
mathematics. Though attitude was described as a term including beliefs in early works (Leder,
1987; Reyes, 1984), McLeod (1992) defines it as affective responses involving positive and
negative feelings of moderate intensity and reasonable stability. He maintains that attitudes are
more affective and less cognitive than other factors such as beliefs or values. In mathematics
education, the feelings like anxiety, confidence, satisfaction and frustration used to describe the
responses to mathematical tasks are discussed as attitudes in literature (McLeod, 1992). Attitudes
are partly intellectual, partly spiritual, and never innate but always acquired feelings (Ekizoglu &
Tezer, 2007). Mathematics attitudes are viewed as a positive and negative response toward
mathematics (Ay, 2017; Hemmings et. al., 2010). As knowledge and skills based on mathematics
are required in many fields, it is important to develop a positive attitude in students towards
mathematics (Ekizoglu & Tezer, 2007). A positive attitude toward mathematics reflects a positive
emotional disposition in relation to the subject (Mata, Monteiro &Peixoto, 2012).

A large body of literature has investigated the assumption that positive feelings towards
mathematics lead to an increase in mathematics performance and conversely negative feelings
cause poor mathematics performance. Thus, it seems that there is a reciprocal association
between attitudes and mathematics performance. This relationship has drawn much attention of
researchers for over 40 years (Ai, 2002; Antonnen, 1969; Demirel and Turkmen, 2023;
Grootenboer & Hemmings, 2007; Leder & Forgasz, 2006; Lipnevich et al., 2011; Ma &Kishor, 1997;
Yara, 2009; Yee, 2010). For instance, Antonnen (1969) one of the firsts to examine this
relationship, reported a strong positive correlation between attitude and performance. More
recently, Dowker et al, (2012), Hemmings et al. (2010), Mata et al., (2012) found that positive
attitudes towards mathematics increased success in mathematics. In Turkish context, attitudes in
mathematics education remain popular, as well. A number of studies have identified a positive
association between attitude and success (Oztiirk, Akkan ve Kaplan, 2020). Ekizoglu and Tezer
(2007) found that students who had difficulty in understanding the mathematics subjects also had
negative attitudes towards mathematics.

Although the relationship between attitude and mathematics success have been mostly
investigated in Turkish context, the influential connection between mathematics success and
other affective factors such as fear and stress requires further exploration.

Fear of Negative Evaluation and Mathematics Success

As emotions which change rapidly are called as “local response”, fear can be characterized as one
of them. Up to now, the local affects have not been major research topic in mathematics education
because of the fact that stable affects are easier to measure by questionnaires (McLeod, 1992).
Although local affects like fear and stress are difficult to examine, it is crucial to understand the
process in mathematics education to increase the success.

The most general expression of fear of negative evaluation is social phobia. Social phobia is
identified as distinct and persistent fear that appears in social surroundings or in situations which
require performance in front of foreigners (APA, 2000). People with social phobia have a fear for
making mistakes (Dogan, 2010). Most of the students keep away from mathematics for this fear
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of making mistakes (Kurbanoglu & Takunyaci, 2012). Individuals regard their own success level
on performance as their own identity’s success level. Therefore, they are afraid of losing their
value in the eyes of their teachers and schoolmates (Sahin, 2004). Moreover, it is stated that
individuals who have a high-level fear of mathematics generally make more mistakes while
dealing with the mathematical process (Hopko et al, 2003). And this situation shows that there is
a link between fear of negative evaluation and mathematics success.

There have been several studies that indicate the relationship between fear of negative evaluation
and mathematical success (Bloom & Broder, 1950; Buxton, 1981; Hopko et al, 2003; Reglin,
1990). Students who believe they achieve insufficiently have more fear and anxiety (Reglin, 1990).
Thus, they perform unsuccessfully and make more mistakes. Hart (1989) notes that anxiety is
sometimes described as fear. There is a relation between anxiety and mathematics performance
(Hembree, 1990). Students have poor performance in mathematics tasks when they are anxious.

In the Turkish setting, though there have been several researches that examine the relation
between attitude and mathematics success (Ekizoglu & Tezer, 2007; Yiicel & Kog, 2011), limited
number of studies have been conducted on the impact of local affective factors like fear, anxiety
and mathematics performance. For instance Sahin (2004) investigated high school students’
affective responses towards mathematics, and found out that students’ fear of mathematics was
associated to their mathematics success. As the mathematics success raises the fear level of the
students’ decreases. Another study by Kurbanoglu and Takunyaci (2012) indicate that students’
thoughst about mathematics’ being a difficult and an unachievable subject give rise to the fear and
anxiety. This affects students’ attitudes to mathematics and their self-efficacy. As a result, students
perform unsuccessfully.

Stress Level for Academic Expectation

Stress can also be characterized as one of the local responses to mathematics and it is considered
to be an absence of inner peace (Seaward, 2008). Everyone is faced by daily stresses. It affects
every aspect of life (Calaguas, 2012). In schools, students often see themselves as being evaluated
in terms of their academic performance and the academic expectation is one form of academic
stress (Ang&Huan, 2006). Academic stress in school surroundings generally arises by students’
self-expectations and expectations of others (e.g. parents and teachers). It has been studied
extensively as an important factor in college student adjustment (Gall, Evans, & Bellerose, 2000;
Mallinckrodt, 1988). Since stress is identified as any factor making adaptation to environment
difficult, it is considered that high level of stress for academic expectations affects students’
mathematics success negatively.

There have been numerous studies that confirm the relationship between stress for academic
expectation and mathematics success (Ang&Huan, 2006; Ang, et al, 2007; Calaguas, 2011;
Calaguas, 2012; Kurbanoglu&Takunyaci, 2012). Calaguas (2012) points out that it could be
assumed expectations whether set by one or others were indeed sources of academic stress and
thereby affected the mathematics performance of students. When students feel that they cannot
succeed a mathematical task, this situation leads to tension and frustration (Bloom & Broder,
1950). When taken into consideration of others’ expectations, students feel stressed. Buxton
(1981), also notes that the feelings like panic and anxiety disrupt students’ ability to concentrate
on the task and thereby affect their mathematics success. In Turkish setting the number of the
studies which deal with the effect of stress on mathematics achievement is really restricted. For
this reason the need for more research on this topic both in Turkey and worldwide is obvious.

As discussed above there have been several studies examining the effect of emotional factors on
mathematics achievement. However, the researchers to date have tended to focus on the effect of
these factors on mathematics success separately. This paper is significant as it discusses the
emotional factors that affect students’ mathematics success in tandem. The aim of this study is to
determine to what extent the emotional factors such as attitude, fear of negative evaluation and
stress level for academic expectations predict students’ mathematics achievements. The research
questions guided this aim are;
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1. Do the students’ attitudes toward mathematics, fear of negative evaluation and stress level
for academic expectations change according to gender?

2. Do the students’ attitudes toward mathematics, fear of negative evaluation and stress level
for academic expectations differ according to their class level?

3. Do the students’ attitudes toward mathematics, fear of negative evaluation and stress level
for academic expectations differ according to their mathematics scores?

4. How well do attitude toward mathematics, fear of negative evaluation and stress level for
academic expectations predict mathematics success?

a. How much variance in mathematics success scores can be explained by scores on
these three scales?

b. Which is the best predictor of mathematics success: attitude toward mathematics,
fear of negative evaluation and stress level for academic expectations?

METHOD
Research Design

In this quantitative study a prediction research design, type of correlational design, was used to
anticipate results by using particular variables as predictors. In this form of research, the
investigator identifies one or more predictor variable and a criterion (or outcome) variable
(Creswell, 2012). Correlational research is ideal in providing context, in dealing with many
variables, and in establishing the total pattern of relationships (Brown & Hedges, 2009).In this
study first, the effect of gender, class level, and mathematics score on attitude toward
mathematics, fear of negative evaluation, and stress level for academic expectations was
examined, then the predictive power of attitude toward mathematics, fear of negative evaluation,
and stress level for academic expectations on mathematics success was examined.

Participants

The study was conducted on 352 middle school students attending a middle school in Bursa (see
Table 1). 174 of the participants were female, 178 of them were male.5th graders consisted of 98
students, 6th graders consisted of 94 students, 7t graders consisted of 93 students, and 8t graders
consisted of 67 students. Participants’ mathematics scores were classified into five categories as
determined by MNE. Of the 352 participants 87 of them had 0-44 mathematics scores while 66
had 45-54; 67 had 55-69; 65 had 70-84 and 67 had 85-100 mathematics scores.

Table 1. Demographic distribution of participants

Groups f %
Gender

Female 174 494
Male 178 50,6
Level

5th grade 98 27,8
6th grade 94 26,7
7th grade 93 26,4
8th grade 67 19,0
Mathematics score

1 (0-49) 87 24,7
2 (50-59) 66 18,8
3 (60-69) 67 19,0
4 (70-84) 65 18,5
5 (85-100) 67 19,0
Total 352 100,0
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Instruments

Mathematics scores of the participants were obtained from school administration within the
permissions of participants to use in the study. In Turkey, students’ mathematics scores, as in
other courses, were measured by taking mean scores of at least two midterms and a final exam at
each semester. In these exams students are administered multiple choice achievement tests and
their scores are classified into five categories as determined by MNE. According to regulation
(Number 33) on measurement and evaluation in elementary schools, the grading scale has been
identified for exams, project and performance homeworks as “excellent” for grades between 85-
100; “good” for 70-84,99; “intermediary” for 55-69,99; “acceptable” for 45-54,99; and
“unsuccessful” for 0-44,99 out of 100 (Turkish Republic Official Journal, 27.8.2003/25212).

Mathematics Attitude Scale (MAS)

MAS was developed by MNE (2009) to determine students’ attitude toward mathematics. The
psychometric properties of the scale were examined by Yiicel and Kog¢ (2011). The confirmatory
factor analysis revealed that the scale had acceptable construct validity. Cronbach alpha
coefficient for testing internal consistency was found .87 indicating that the scale was reliable. In
this study, it was 0,82. The scale consists of 12 five point Likert type items. Categories of scale
change between strongly disagree and strongly agree. Half of the items reflect positive attitude
toward mathematicsand half of themconsider negative feeling toward mathematics. The
maximum score for the scale is 60; the minimum score is 12. Higher score in MAS means positive
attitudes towards mathematics.

Fear of Negative Evaluation Scale Short Form (FNES)

The scale was developed by Leary (1983) in order to evaluate the students’ fear of negative
evaluation. This self-report style scale is used commonly abroad in researches about social phobia.
FNES was adapted to Turkish context by Cetin, Dogan and Sapmaz(2010). The Turkish version of
the scale consists of 11 five pointLikert type items reflecting fear and anxiety. The maximum score
for the scale is 55 point, and the minimum score is 11. The Cronbach alpha coefficiency of the
scale was found by Cetin, Dogan and Sapmaz (2010) as 0.84. In the current study, it was 0.77. The
higher scores for FNES mean higher fear of negative evaluation in the study.

Academic Expectations Stress Inventory (AESI)

AESI was developed by Ang and Huan (2006) and adapted to Turkish context by Kellecioglu and
Filiz (2009) to determine the stress level for academic expectations. The scale was designed as
five point Likert type and consisted of nine items. It has two subscales: family/teachers
expectations and self-expectations. The Cronbach alpha coefficiency of the scale was measured by
Kellecioglu and Filiz (2009) as 0.81. In this study, it was 0.84. The maximum score for AESI is 45
and the minimum score is 9. The higher score means the higher stress.

Data Analysis

In the study, the normality test indicated that the data collected had a normal distribution
(Kolmogorov Smirnov, p>0.05). Therefore, parametric tests were used in the study. In order to
determine participants’ level of attitude toward mathematics, fear of negative evaluation and
stress level for academic expectations descriptive statistics (means, standard deviations etc.)
were used. Secondly to compare participants’ score on three measurements according to their
gender, class level, and mathematics scores,

Multivariate analysis of variance (MANOVA) was employed. MANOVA is a statistical test used to
compare multivariate means of several groups. As a multivariate procedure, it is used when there
are two or more dependent variables, and is typically followed by significance tests involving
individual dependent variables separately. It helps to answer; whether changes in the
independent variables have significant effects on the dependent variables; the relationships
between the dependent variables, and the relationships between the independent variables.
MANOVA was applied in the study since there were correlations between dependent variables,
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mathematics attitude, fear of negative evaluation and stress in academic expectations (see Table
6) (Pallant, 2011). Finally, multiple regression analysis was performed to explore
interrelationship between dependent (GPA) and independent variables/predictors (Mathematics
attitude, fear of negative evaluation, and stress in academic expectations). For the statistical
analysis and interpretation of the research data, the significance level was set to p< .05. In
MANOVA analysis, because of three dependent variables, this alpha level was divided into three
as .17 (Bonferroni adjustment).

FINDINGS

The first concern of the study was to determine the students’ attitude toward mathematics, fear

of negative evaluation and stress level for academic expectations. The results were shown in Table
2.

Table 2. Students’ mean scores for MAS, FNES and AESI

Scales N M SD

Attitude 352 44,71 8,07
Fear 352 33,61 7,79
Stress 352 32,48 7,61

The findings indicated that means of students’ attitude toward mathematics is moderately high
(M=44.71; SD=8.07). This value shows that students demonstrated positive feelings about
mathematics. The mean scores of students in FNES indicated that students’ fear of being evaluated
negatively is at medium level (M=33.61; SD=7.79). This highlights that students neither afraid of
being evaluated negatively nor positively. The findings revealed that students’ scores in AESI were
high (M=32.48; SD=7.61). When considering the maximum score for AESI (45), the revealed mean
indicated that the students showed greater stress regarding their academic developments.

The second concern of the study was the comparison of students’ scores in MAS, FNES and AESI
according to their gender, class level and mathematics score. The first sub-question guided this
aim was, Do the attitudes, fear of negative evaluation and stress levels for academic expectations
change according to gender? The findings regarding this question were shown in Table 3.

Table 3. Comparison of students’ scores in MAS, FNES and AESI according to gender

Wilks' Lambda=.99; 12=.002

Source Dependent Variable SS df MS F p n?
Multivariate Test
Gender MAS* FNES* AESI - 3 - ,277 ,842 ,002
Between Subject Effects
Gender MAS 5,538 1 5,538 ,085 771 ,000
FNES 16,662 1 16,662 274 ,601 ,001
AESI 21,059 1 21,059 ,363 ,547 ,001
Error MAS 22848,482 350 65,281
FNES 21305,448 350 60,873
AESI 20316,760 350 58,048
Total MAS 726593,000 352
FNES 418837,000 352
AESI 391618,000 352

A one-way between-groups multivariate analysis of variance was performed to examine sex
differences in mathematics attitude, fear of negative evaluation, and stress for academic
expectations. The independent variable was gender. Preliminary assumption testing was
conducted to check for normality, linearity, univarite and multivariate outliers, homogeneity of
variance covariance matrices, and multicollinearity, with no serious violations noted.

Multivariate analysis of variance test indicated that there was a nonsignificant difference between
males and females on the combined dependent variables, F3, 348) =.28, p = .84; Wilks’ Lambda =
.98; partial eta squared = .00. Test of between subject-effects was administered to examine
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whether males and females differ on all of three dependent measures or just some. The results for
the dependent variables when considered separately indicated nonsignificant difference in terms
of gender. These findings highlighted that gender had no effect on mathematics attitude, fear of
negative evaluation, and stress for academic expectations

The second sub- question guided this study was, Do the students’ attitude toward mathematics ,
fear of negative evaluation and stress level for academic expectations differ according to their class
level? Since the data violates the assumption of homogeneity of variance-covariance matrices,
Pillai's Trace statistics was used instead of Wilks’ Lambda. The results were indicated in Table 4.

Table 4. Comparison of students’ scores in MAS, FNES and AESI according to class level

Pillai's Trace =.08; n2=.027

Source Dependent Variable SS df MS F p 12
Multivariate Test
C.Level MAS* FNES* AESI - 9 - 3,167 ,001* ,027
Between Subject Effects
C.Level MAS 786,718 3 262,239 4,135 ,007* ,034
FNES 1005,375 3 335,125 5,740 ,001* ,047
AESI 317,977 3 105,992 1,842 ,139 ,016
Error MAS 22067,302 348 63,412
FNES 20316,736 348 58,381
AESI 20019,841 348 57,528
Total MAS 726593,000 352
FNES 418837,000 352
AESI 391618,000 352
*p<0.05

MANOVA analysis showed that there was a statistically significant difference between 5th, 6th,
7th and 8th grade students in terms of their mathematics attitude, fear of negative evaluation, and
stress for academic expectations F(9348=3,167; p=.001, Pillai's Trace =.08; 12=.027. When the
results for the dependent variables were considered separately, using Bonferroni adjusted alpha
level of .017 the differences to reach statistical significance were mathematics attitude F(z348)=
4.135, p=.007, partial eta squared = .03 and fear of negative evaluation F(z34s= 5.740, p=.001,
partial eta squared = .05. There was no significant difference in terms of stress for academic
expectations F(3348=1.842, p=.14, partial eta squared = .02.

Further analyses using the Tukey HSD test indicated that the mean score in MAS for 5t grade
students (M= 46.35, SD = 7.13) was significantly different from 8t grade students (M= 41, 93 SD=
7.87). 6th grade students (M= 44.80, SD= 8.99) did not differ significantly from 5th grade students,
7th grade students or 8th grade students. These findings indicated that 5t grade students who
newly started middle school, showed significantly more positive feelings toward mathematics
than did the other groups. As students’ class level increases, students’ attitude toward
mathematics decreases.

Tukey HSD test for FNES showed that mean scores for 6th grade students (M=34.48, SD=7.03), 7th
grade students (M=35.13, $D=6.94) and 8t grade students (M=34.16, SD=8.76) were significantly
different from 5t grade students (M=30.94, SD=8.01). These findings indicated that 5% grade
students have less fear of negative evaluation than the other groups. The higher scores for FNES
mean higher fear of negative evaluation in the study.

Students’ stress for academic expectations did not change significantly according to their class
levels. On the other hand, 8t grade students (M=33.82, SD=7.80) showed higher academic
expectation stress in AESI than did the other groups. Mean scores for AESI indicated that as class
level increases, students stress level increase. This is probably because of national examinations
on entrance to high schools.
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The third sub-question guided this study was, Do attitude toward mathematics, fear of negative
evaluation and stress level for academic expectations differ according to their mathematics scores?
The results were indicated in Table 5.

Table 5. Students’ scores in MAS, FNES and AESI according to their mathematics scores

Pillai's Trace =.72; n2=.24

Source Dependent Variable SS df MS F p n2
Multivariate Test
M.Score MAS* FNES* AESI - 12 - 27.188 ,001* ,239
Between Subject Effects
M.Score MAS 6115981 4 1528,995 31,698 ,001* ,268
FNES 10253,455 4 2563,364 80,361 ,001* ,481
AESI 8651,538 4 2162,884 64,222 ,001* 425
Error MAS 16738,039 347 48,236
FNES 11068,656 347 31,898
AESI 11686,280 347 33,678
Total MAS 726593,000 352
FNES 418837,000 352
AESI 391618,000 352
*p<0.05

A one-way between-groups multivariate analysis of variance was performed to examine
mathematics scores in affective variables. Students were divided into five groups according to
their mathematics scores (Group 1: 0-44; Group 2: 45-54; Group 3: 55-69; Group 4: 70-84; Group
5: 85-100).Preliminary assumption testing was conducted to check for normality, linearity,
univarite and multivariate outliers, and multicollinearity, with no serious violations noted.
However, since the data violate the assumption of homogeneity of variance-covariance matrices,
Pillai's Trace statist ics was used instead of Wilks’ Lambda.

Multivariate test results manifested that there was a statistically significant difference between
mathematics scores on the combined dependent variables, F(i2, 347y = 27.188, p= .001; Pillai's
Trace=.72;partial eta squared = .24. the results of Between Subject-Effects test for the dependent
variables, when considered separately, indicated a statistically significant difference in MAS
scores for the five groups: F 4,347)=31.7, p=.001, partial eta squared =.27. The effect size was found
large. This represents 27 per cent of the variance in mathematics attitude explained by
mathematics score. Further analyses using the Tukey HSD test indicated that the mean score for
Group 5 (M= 52.30;SD= 5.20) was significantly different from Group 1, Group 2, Group 3 and
Group 4. These findings clearly indicated that as mathematics scores of students increase their
attitude toward mathematics increases, as well.

Test of Between Subject-Effects also revealed that students’ mathematics scores had effect on
their fear of negative evaluation F(4,347)=80.361, p=.001, partial eta squared =.48.The mean scores
for the groups showed that students with low mathematics score demonstrated significantly
higher fear than the other students with high mathematics score (Low mathematics score=High
FNE). Further analyses using the Tukey HSD test indicated that the mean score for Group 1 (M =
40.05, SD = 4.58) was significantly different from all groups. This shows that students with low
achievement afraid of being negatively evaluated.

The test also manifested that there was a significant difference between students’ stress for
academic expectations according to their mathematics scores, F,347=64.222, p=.001, partial eta
squared =.43. The results showed that students with low mathematics scores (Group 1, M=37.73,
SD=4.36 and Group 2, M=36.10, SD=6.32) demonstrated significantly higher stress in academic
expectations than did the other students. These findings highlighted that mathematics scores have
large effect on students’ stress in academic expectations. The results also indicated that as
students’ mathematics scores increase, their stress levels decrease.
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Factors Associated to Students’ Grade Point Average

The relationship among students’ mathematics scores and mathematics attitude, fear of negative
evaluation, and stress for academic expectations were investigated using simple correlation and
multiple regression analysis. Firstly correlations between all factors were determined to indicate
which factors shared the most common variances (Table 6). The test results manifested significant
correlations between three variables. Students’ mathematics scores were significantly and
positively associated with their mathematics attitude (r=.49), but they were significantly and
negatively related to fear of negative evaluation (r=-,63) and stress for academic expectations (r=-
,61). These findings suggest that students’ mathematics attitude, fear of negative evaluation and
stress for academic expectations may predict their mathematics score.

Table 6. Simple correlation and multiple regression results
Multiple Correlation (R=0.76)
R2=0.57,5; F3351=157.157*

Dependent
Variable Predicting Variable r B SE Beta t p Tol.
Maths scores  (Constant) 5,624 11,251 ,001
Mathematics attitude A49% 042 ,007  ,234* 6,095 ,001 ,826
Fear of Negative Evaluation -63*  -073 ,007  -393* -9879 ,001 , 770
Stress for Academic Expectations -,61* -,067 ,008  -,348* -8,587 ,001 , 741
*p<0.01

Table 6 indicated that the regression was pretty good (R2=.57,5) and the overall relationship was
significant [F 3351) =157.16, p=.001] for students’ mathematics score. This indicates that, when all
predictors taken together, they are significantly associated with mathematics scores. The model
(which includes the variables of mathematics attitude, fear of negative evaluation and stress for
academic expectations) explained 57.5 percent of the variance in mathematics score. The
regression analysis also indicated which of the variables included in the model contributed to the
prediction of mathematics success. The results showed that fear of negative evaluation made the
strongest and statistically significant unique contribution to explaining the mathematics success
(beta=-39), when the variance explained by all other variables in the model is controlled for. The
beta value for stress for academic expectations was slightly lower (beta= -35), indicating that it
made less of a unique contribution. Finally mathematics attitude made the least and significant
unique contribution (beta=23) to explaining mathematics success. The results in Table 6 affirm
that holding everything else constant one unit increase in mathematics attitude will increase
mathematics success by ,042 points; and one unit decrease in Fear of Negative Evaluation and
Stress for Academic Expectations will reduce mathematics achievement by ,073 and ,067,
respectively. Thus explicit regression equation for estimating the mathematics success can be
written as:

Mat. Ach.= 5,624+,042*Mathematics attitude -,072* Fear of Negative Evaluation -,067* Stress for
Academic Expectations

The findings indicated that there is no collinearity problem among these multiple relationships,
as well (ranging from0.83 to 0.74).

DISCUSSION AND CONCLUSION

Success in mathematics has been a great concern of researchers for many years. Numerous studies
have attempted to explain the relationship especially between cognitive factors and mathematics
success (Cascallar&Musso, 2008; Dursun&Dede, 2004; Hemmings, 2010; Yates, 2000). However,
mathematics success depends not only on cognitive abilities but also on emotional factors
(Dowker et al,, 2012). Affective variables are associated to mathematics learning in several ways.
Students who feel positive about mathematics will succeed at a higher level than students who
have negative attitudes towards it. Students who are more successful will also enjoy mathematics
more than students who do poorly in it. Thus, studying affective factors in mathematics education
is crucial to find ways to help students learn more about mathematics (Reyes, 1984). This study
is thought to be significant in that it adds to the literature by putting emphasis on affective factors
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such as attitudes, fear of negative evaluation and stress for academic expectation. Moreover,
although there are several studies which indicate the effect of attitudes, fear of negative evaluation
and stress for academic expectation on mathematic performance one by one, there is no study
which handle these variables as a whole. This study also adds to the mathematics literature by
examining the predictivity power of these variables on mathematic success.

The first concern of the study was to examine the impact of gender on students’ mathematics
attitude, fear of negative evaluation and stress level. MANOVA analysis indicated that students’
gender made no significant difference on the combined dependent variables (MA, FNES and SL).
This highlights that being a girl or boy does not influence students’ emotional well-being towards
mathematics. Further analysis showed that gender did not make a significant difference on
mathematics attitude, fear of negative evaluation and stress level separately, as well. The findings
of the current study indicated that there is not a statistically significant difference between male
and female students’ mathematics attitudes. This supports results from previous studies
(Akdemir, 2006; Dowkeret al, 2012; Georgiou et al., 2007; Ma &Kisher, 1997) which found that
male and female students showed almost same feelings towards mathematics. However some
other studies indicated more clear gender differences in mathematics attitudes (Cvenceket al,
2011; Frost et al, 1994; Leder, 1995; Tocci& Engelhard, 1991). Gender is a significant indicator of
mathematics attitude (Frost et al, 1994; Leder, 1995). Else-Quest, Hyde and Linn (2010) reported
that boys have more positive attitudes and affect than girls. Affect and mathematics attitude are
not the only influences on the development of gender differences in mathematics performance.
However, attitudes are important, and both male and female attitudes should be taken into
consideration in conjunction with other social and political influences (Hyde et al., 2006).

The findings of the current study regarding fear of negative evaluation and stress level for
academic expectation indicated that students’ gender did not make a significant difference in
these two variables, as well. The findings of Birginet al,, (2010), and Hummer (1998) support this
finding. However, these findings of the current study do not support the previous researches
which manifested that gender was associated with mathematics anxiety (Baloglu&Kocak, 2006;
Devine et al.,, 2012; Frost et al., 1994; Hembree, 1990; Miller &Bichsel, 2004; Stipek, &Gralinski,
1991; Zahner, et al.,, 2010). A number of studies have supported that female students experience
more mathematics anxiety than male students (Abed &Alkhateeb, 2001; Benson, 1989; Cook,
1998; D’Ailly&Bergering, 1992; Flessati& Jamieson, 1991; Hydeet al., 1990; Lussier, 1996; Tobias,
1991). According to findings of these studies fear of negative evaluation and mathematics anxiety
were significantly higher in girls. Female students have lower self confidence in mathematics and
thereby have more mathematics anxiety (Frost et al., 1994). The study of Devine et al,, (2012) also
indicated that girls have higher levels of mathematics anxiety than boys. However, they did not
show gender difference on their mathematics performance. Emanet al, (2012) note in their study
that female students are more prone to test anxiety and examination stress than males.

The second concern that guided the study was to examine the effect of students’ class level on
their emotional well-being about mathematics (MA, FNES & SL). The analysis showed that
students’ overall emotions towards mathematics changed according to their class levels. Results
indicated that as class level increases, students’ positive attitudes towards mathematics
decreases. It is encouraging to compare this with the finding of Nicolaidou and Philippou (2003)
who claimed that when students first go to school, they usually have positive feelings towards
mathematics as they progress their attitudes become less positive. Kdgceet al. (2009) also
indicated that 8th grade students had lower attitudes than 6th grade students had. The pressure
of students’ families and teachers to perform well or over demanding mathematics took can be a
possible explanation for this result. Although the results are consistent with the mentioned
studies, they differ from some published studies (Dowkeret al, 2012; Gierl&Bisanz, 1995). A
recent study by Dowkeret al. (2012) showed that year group made significant differences in favor
of high-grade students. Gierl and Bisanz (1995) manifested that older students tended to show
more positive attitudes toward mathematics than did the younger students.
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This study also highlighted that younger students showed less fear of negative evaluation than did
the older students. Students who fail to reach a solution frequently report feelings of frustration
or even panic (McLeod, 1993). Numerous studies indicated that grade level or age made
significant differences in students’ mathematics anxiety (Birginet al., 2010; Baloglu&Kocgak, 2006;
Dew et al, 1983; Hembree, 1990;Lent et al., 1984; Mutodi&Ngirande, 2014; Rambow, 2008).
Hembree (1990) in his mata-analysis including 151 studies found that mathematics anxiety levels
of 9th, 10th grade students were higher than 6th grade students. Zahner, et. al., 2010, Birginet al.,
(2010), and Baloglu&Kocak (2006) found that as grades increase, mathematics anxiety levels
increase. Rambow (2008) noted that older women experienced a significantly high level of
mathematics anxiety. This result of the current study may be explained by the fact that as age or
class level increases, students feel themselves under pressure to perform good in mathematics
school examinations which is the dominant and determinant course in Turkey. In contrast to
earlier findings, some studies revealed that age and class level did not have statistically significant
effect on mathematics anxiety (Betz, 1978; Calvert, 1981; Hopko, 2003; Ma, 1999; McCarty, 1986).

Another concern of the study was to find out the effect of combined affective factors on students’
mathematics grades. Multivariate analysis of variance indicated that the main effect was
significant. Students’ affective conditions differed according to their scores in mathematics. When
the variables analyzed separately, significant differences were calculated for mathematics
attitude, fear of negative evaluation and academic expectation stress level. Students with high
mathematics scores had significantly more positive feelings towards mathematics than students
with low mathematics scores. As discussed in literature part, attitudes towards mathematics have
drawn much attention among affective factors for 40 years. Both initial (Antonnen, 1969; Aiken,
1974; Coxford, 1971; Higgings, 1970; Fennema& Sherman, 1976) and recent studies (Mataet al.,
2012; Phelps, 2010) highlighted that attitude towards mathematics and mathematics success had
a reciprocal relationship. As positive attitude towards mathematics increases, mathematics
success increases as well and vice versa.

The current study also manifested that fear of negative evaluation and stress had significant effect
on mathematics success. Students with low mathematics success showed higher fear than
students with high mathematics success. Hembree (1990) found out in 151 studies that poor
performance in mathematics is related to mathematics fear or anxiety. Ma (1999) in his meta-
analysis study showed a significant correlation for the relationship between mathematics anxiety
and performance. Hopkoet al., 2003, andReglin (1990) claimed that students with a high level of
mathematics fear or anxiety tend to make more mistakes while dealing with mathematics
problems. Attitudes of mathematics teachers, inadequate course books, and parental attitudes
may be accepted as the preliminary factors of fear of mathematics (Baloglu&Kocak, 2006). The
current study also indicated that students’ stress level for academic expectation had a large and
significant effect on students’ mathematics success. Students’ stress levels changed significantly
according to students’ mathematics success. Results showed that students with higher stress for
academic expectation had low mathematics scores, as well. This finding is in good agreement with
the findings of Ang and Huan, (2006), and Zanet al. (2006).

The last concern of the study was to examine the predictive power of affective variables (attitudes
towards mathematics, fear of negative evaluation, and stress for academic expectations) on
mathematics success. Initially, the results of correlation analysis indicated that mathematics
success was significantly and positively associated to mathematics attitude while it was
significantly and negatively associated to fear of negative evaluation and stress for academic
expectations. These results highlighted that as students’ fear of negative evaluation and stress for
academic expectations increase their mathematics success decreases. However, their
achievement increases with the increase in mathematics attitude. The regression analysis
manifested that all three variables together explained more than half of the variance in
mathematics success. Among these variables fear of negative evaluation made the strongest
contribution to explaining the mathematics success when the variance of other variables was
controlled for. Vukovicet al,, (2013), examining the predictive power of mathematics anxiety,
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revealed that mathematics anxiety contributed unique variance to both calculation skills and
mathematics applications concurrently.

In Turkish setting, Erden and Akgiil (2010) found out that mathematics anxiety was one of the
significant predictor of mathematics achievement. As well as fear of negative evaluation, stress for
academic expectations also made a significant contribution to explaining mathematics success. It
is striking that these two affective factors explain important portion in mathematics success. Thus,
it can be suggested that teachers should avoid the factors causing fear of making mistakes,
negative evaluation, and stress in mathematics. According to Jackson and Leffingwell (1999)
teachers’ behaviors like negative speech, insufficient feedback, ignoring students or disappointing
them may cause mathematics anxiety and stress in a period starting from kindergarten to college.
Finally, attitude towards mathematics made a significant contribution to explaining mathematics
success when the variance of other variables was controlled for.

Despite the study providing valuable information about the predictors of mathematics success,
and the factors affecting mathematics attitude, fear of negative evaluation, and stress for academic
expectations there are nevertheless some certain limitations. Firstly, the sample is relatively
small. Only one middle school was involved in the study. It is important for future studies to extend
both the number and the range of the sample. This is a self-report study. The opinions of students
were taken only by applying three instruments. However, for future studies, it would be desirable
to include other measures like observation of the students and behavioral measures (Students’
responses when given a choice between activities with and without mathematical content).
Another limitation of the study is the fact that only quantitative data was collected and analyzed.
Although this bias was reduced by applying the appropriate statistical analyses, it could be
supported with qualitative data and longitudinal studies to provide more concrete findings and a
deeper understanding of the role of affective factors on mathematics achievement. Despite such
potential limitations, the study provides valuable information about the role of affective factors
such as attitude, fear of negative evaluation and stress level for academic expectations in
predicting mats achievement. The results of the current study help us to enhance understanding
of the affective factors’ role on mathematics success and add to a growing body of literature on
this subject. Teachers should receive training to make math interesting and accessible, employing
effective pedagogical strategies. Regular and constructive feedback should be given to students to
encourage them when they succeed in math, boosting their motivation. Examples and applications
relating math to real-life scenarios can positively influence students' attitudes towards math.
Creating a supportive environment that emphasizes students' achievements in math can increase
their academic expectations. Teaching students coping strategies for dealing with math-related
stress can be beneficial, helping them manage anxiety during exams. Teachers can differentiate
math lessons to accommodate students' various learning styles and needs, ensuring each student
learns effectively.
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Abstract

The research aims to examine the science curriculum implemented in 2018 in terms of the four basic
elements of the curriculum. In line with this purpose, 2018 science curriculum were evaluated in terms of
objectives, content, learning-teaching process and measurement-evaluation elements. In this qualitative
study, document analysis was used as one of the data collection methods. The data obtained in line with the
research questions were presented under the themes of objectives, content, learning-teaching process and
measurement-evaluation, which are the basic elements of curricula.

According to the results of the study, it can be said that the 2018 curriculum is similar in approach to the
previous curriculum. It is seen that the innovative thinking skill, which was not included in the old
curriculums, is included in the 2018 curriculum. In the 2018 science curriculum, there were no examples of
activities and explanations were given for some learning outcomes, while no explanation was given for
others. It was observed that the 2018 curriculum was weaker than the previous curriculum in terms of
measurement-evaluation dimension. It can be stated that the previous curriculum had a richer and more
useful content for teachers.
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INTRODUCTION

Schools are the most important institutions that ensure the continuity of education in societies
(Varis, 1996). The places where education and training processes are carried out can be schools
and out-of-school places. Therefore, teaching is a broad field with a wide range of content that
takes place in educational activities and has different dynamics (Nilsen, 2017). Teaching is all of
the activities carried out in order to provide individuals with the desired behaviors (Babadogan,
1996).

Attention is paid to direct educational activities in line with the needs of the age. Therefore, the
education system of a country can have a great impact on the future of that country. In a time
when technology is very important, it has become inevitable for societies that cannot keep up with
rapidly advancing technological developments to experience social and economic problems
(Varis, 1996). These countries lag behind developed countries in every field and have difficulty in
reaching the desired quality in education. It will be very difficult for societies that do not have a
sound education system to direct the future and reach modern goals (Akinoglu, 2005).

The inclusive aspect of education, which is expressed as all the stages in the behavioral change of
individuals in society, is also reflected in the education program. In this context, formal education
can be defined as education processes carried out regularly (Ertiirk, 1984). Within the education
system, course contents are regulated by curricula. Curricula are systems that show what, how,
why and with what to be taught in a course and ensure that education is carried out as a whole
within a plan and program (Bagci Ayranci & Mutlu, 2017). In this system, the curriculum can be
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considered as all the experiences offered to students under the control of the teacher (Caswell &
Campbell, 1937). In Tiirkiye, the curriculum covers the activities related to students in order to
achieve the objectives of the schools within the scope of the Ministry of National Education
(Kiglikahmet, 2009). The curriculum includes all educational activities planned for the
determined purposes. This includes all teaching activities related to the subjects to be covered in
different classes and courses in the education process (Demirel, 2013).

Curricula in Tiirkiye have been criticized for failing to create a questioning and inquiring thought
system in students, for not providing each individual with unique skills, for not keeping students
active in the process, for providing theoretical knowledge based on rote memorization, for not
feeding on daily life and for being teacher-centered (Ozdemir & Erzan, 2005, cited in Gelen &
Beyazit, 2007). Therefore, improving curricula will also increase the quality of education. In
addition to the quality of the curriculum, the qualifications of the teachers who will implement it
in the classroom are also very important. The current period requires both curricula and teachers
to be in an effective structure (Girgin, 2011).

Curriculum development is defined as "a set of dynamic relationships between the objectives,
content, learning-teaching process and evaluation elements of the curriculum" (Demirel, 2012).
According to Erden (1998), curriculum development is the work of designing, implementing and
evaluating an educational program and reorganizing it with the data obtained as a result of the
evaluation after these stages. Onciil (2000) defined curriculum development as including the steps
of specifying the general and specific objectives of teaching, selecting appropriate curriculum
materials, determining teaching methods and evaluation tools, creating an official curriculum
draft for each course, testing and finalizing them, continuously reviewing and evaluating the
adopted curriculum, and improving it. When developing curricula, attention is paid to objectives,
content, learning and teaching process, and evaluation.

In Tirkiye, efforts have been made to renew curricula in different periods since the establishment
of the republic. Comprehensive activities were carried outin 1924, 1926, 1936, 1948, 1948, 1962,
1983, 1990, 1998, 2004 to develop curricula in the field of primary education (Oksiiz, 2015).
Finally, studies on curriculum development were conducted in 2013, 2017 and 2018. The year
2004 is an important date in the development of curricula. With a change initiated in this year, the
curricula of all courses were renewed and comprehensive changes were made.

In line with the changing philosophy of the Ministry of National Education, efforts to develop,
renew and update curricula started on a new track in 2005 and were completed in the 2015-2016
academic year. Since the beginning of the 2016-2017 academic year, a comprehensive renewal
work has been carried out on 51 curricula, taking on a different dimension. The draft curricula
prepared by the General Directorate of Basic Education, the General Directorate of Secondary
Education and the General Directorate of Religious Education were submitted to the Presidency
of the Board of Education on a timetable starting in November 2016 after a year and a half of
intensive and comprehensive work. The draft curricula approved by the Board of Education were
submitted to the Minister of National Education and received his approval on May 02, 2017. In
2017, a number of changes were made to the programs published in 2018 and the latest and up-
to-date curricula were published in 2018. In 2018, the programs published by the Ministry of
National Education are currently being implemented in all schools in Tirkiye.

When the literature is examined, it is seen that studies have been conducted on the examination
and comparison of various curricula (Albuz & Demirci, 2018; Atas & Biimen, 2023; Bagc1 Ayranci
& Mutlu, 2017; Karatay, Timur, & Timur, 2013; Oguz & Akhun, 2015; Saglamoz ve Soysal, 2021;
Selvi, 2018; Tay & Bas, 2015). It is noteworthy that the 2005 and 2017 Turkish and Social Studies
curriculum are mostly compared in the studies and the old and new curricula are compared from
different points. Considering the studies conducted in the field of science, Atas and Biimen (2023)
investigated the analysis of 2005, 2013 and 2018 science curriculum in terms of curricula design
principles. Karatay, Timur, and Timur (2013) compared the 2005 and 2013 science curriculum.
Saglamoz and Soysal (2021) examined the learning outcomes in the 2018 science curriculum
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according to Bloom's taxonomy. In the current study, the basic elements of the curriculum were
taken as a basis and the 2018 science curriculum was examined according to the dimensions of
objectives, content, learning-teaching processes and measurement-evaluation. In addition, the
vision and approach of the curriculum were also included and examined. In the literature, there
are not enough studies in which such a comprehensive curriculum review is included. In this
context, it is thought that the study will contribute to the literature and will be a source for future
curriculum evaluation studies.

Purpose of the Research

In the study, it was aimed to evaluate the science curriculum implemented in 2018 by taking into
account the similar and different aspects of the curriculum compared to previous curricula. For
this purpose, the 2018 curriculum was examined and evaluated in terms of the four basic elements
of the curricula: objectives, content, learning-teaching process and measurement-evaluation. In
order to achieve this general purpose, answers to the following questions were sought.

2018 science curriculum;

1. What are its characteristics in terms of the objectives element?

2. What are its characteristics in terms of content element?

3. What are the characteristics of the learning-teaching process element?

4. What are its characteristics in terms of measurement-evaluation element?
METHOD

The research was conducted in a qualitative research model to evaluate the 2018 science
curriculum. Qualitative research can be defined as a research in which qualitative data collection
methods such as observation, interview and document analysis are used and a qualitative process
is followed to reveal perceptions and events in a realistic and holistic way in a natural
environment (Yildirim & Simsek, 2016). Accordingly, in this study, the science curricula published
by the Ministry of National Education in 2018 were examined and evaluated.

Data Collection Tools

The research data were obtained using document analysis, one of the data collection methods in
qualitative research. Document analysis involves the analysis of written materials containing
information about the phenomena and events targeted to be researched. In qualitative research,
document analysis can be a stand-alone data collection method or can be used together with other
data collection methods (Yildirim & Simsek, 2016). Document review includes the examination of
full texts of organizational, clinical or program records or excerpts from them, memoranda and
correspondence, official publications or reports, personal diaries, written responses to open-
ended questionnaires (Patton, 2014). In the study, the 2018 curricula books adopted by the
Ministry of National Education, Board of Education and Instruction were used as documents. In
addition, the literature on the subject was reviewed and scientific studies in this field were
examined.

Analysis of Data

Descriptive analysis approach was used to analyze the data collected in the study. According to
descriptive analysis, data are summarized and interpreted in line with predetermined themes.
The results obtained can be given according to the themes that emerged in line with the research
questions, or they can be given by considering the questions or dimensions posed in interviews
and observations (Yildirim & Simsek, 2016). In this study, the data were given under the themes
of objectives, content, learning-teaching process and measurement-evaluation, which are the
basic elements of curricula, according to the aims of the research.
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Ethical Issues

The study does not require ethics committee approval. Ethical principles were complied with
during the publication process of the study.

FINDINGS

The findings regarding the 2018 science curriculum's objectives, content, learning-teaching
process and measurement-evaluation elements are presented in line with the research questions.

According to the First Research Question “Examining the Objectives Element”

In line with the first research question, the characteristics of the objectives element were revealed.
The vision of the 2018 science curriculum, as in the old curriculum, is to raise all students as
science literate regardless of their individual differences. Since the name of the course was Science
and Technology in the old curriculum, the concept of science literate was expressed instead of
science and technology literate in the 2018 curriculum.

In the 2018 science curriculum, there was a significant decrease in the total number of learning
outcomes. The total number of learning outcomes in the curriculum was determined as 327. In
the old curriculum, there were 807 learning outcomes. It was revealed that there was a 60%
decrease in the learning outcomes compared to the old curriculum. The number of learning
outcomes in the 2018 science curriculum is shown in Table 1 with grade levels.

Table 1. The Number of Learning Outcomes in the 2018 Science Curriculum

Grade level Number of learning outcomes
3th grade 36
4th grade 46
5th grade 36
6th grade 61
7th grade 78
8th grade 70
Total 327

When the total number of learning outcomes in the 2018 science curriculum is examined, it is seen
that the number of learning outcomes generally increases as the grade level increases. There was
a decrease from 4th to 5th grade and from 7th to 8th grade. It is noteworthy that the science
learning outcomes were determined as 36 learning outcomes in 3rd grade, 46 in 4th grade, 36 in
5th grade, 61 in 6th grade, 78 in 7th grade and 70 in 8th grade.

According to the Second Research Question “Examining the Content Element”

When the content element is analyzed according to the second research question, it is seen that
the number of subject areas has increased compared to the previous curricula. In the 2018
curriculum, the subject area of Applied Science was added to the subject areas of Living Things
and Life, Matter and Change, Physical Phenomena, and Earth and the Universe. In addition, it is
observed that there are changes in the subject areas and differences in the order. The name of the
subject area "Matter and Change" in the old curriculum was changed to "Matter and its Nature".
Accordingly, the location of the unit titles has also changed. In the 2018 curriculum, Science and
Engineering Applications in grades 4-5 and Science and Engineering Applications and
Entrepreneurship units in grades 6-8 were included. It is noteworthy that there is no change in
the total number of lesson hours foreseen in the science curriculum.

In the curriculum, it is seen that the parts of the Science course related to mathematics are
excluded from the content of the units. For example, the 6th grade curriculum does not include
the unit and calculation of the concept of resistance and the curriculum includes the warning
"mathematical relations are not included”. On the other hand, the concepts of adaptation,
mutation and modification were re-added as course outcomes.
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According to the Third Research Question “Examining the Learning-Teaching Process
Element”

In line with the third research question, the characteristics of the learning-teaching process
element were revealed. According to the curriculum, the student should be active and the teacher
should be a guide. In the learning process of science lessons, it is stated that the teacher will be
encouraging and the student will be an individual who learns by doing actively in the classroom,
researches the source of knowledge, discusses and transforms knowledge into a product.
However, it is seen that the amount of information to be learnt specified in the learning outcomes
is quite high compared to the course duration.

Itis stated in the curriculum that the strategies to be chosen for organizing learning environments
and making learning permanent may vary. However, in the 2018 science curriculum, it is
underlined that these strategies should be designed according to the research-inquiry-based
learning strategy, which was not mentioned in the old curriculum. It is noteworthy that in the
curriculum, it is especially recommended to use informal learning in the learning-teaching
process, learning should be carried outside the classroom to natural environments and the
importance of generating arguments about the processes experienced is emphasized (MEB,
2018).

According to the Fourth Research Question “Examining the Measurement-Evaluation
Element”

In the 2018 science curriculum, a measurement and evaluation approach has been adopted to
monitor and guide students in the process, to identify and eliminate learning difficulties, and to
provide continuous feedback in order to support meaningful and permanent learning. Among the
important principles of the program are the meaningfulness of the numerical values obtained as
a result, monitoring the student's development and guiding the student depending on this
development. The learning and teaching process and measurement and evaluation practices
should be coordinated and support each other. In the old curriculum, it was emphasized that not
only the learning product (output) but also the learning process should be evaluated. In the 2018
curriculum, it is stated that measurement and evaluation practices can be handled in three stages:
recognition, monitoring-formatting and result (product) oriented.

In the previous curriculum, there were too many explanations about measurement and
evaluation. In addition to alternative techniques such as performance assessment, concept maps,
structured grid, word association, project, poster group and peer assessment, and self-
assessment, traditional assessment and evaluation techniques were also suggested. However, no
suggestions were made at this point in the 2018 curriculum. As in the previous program, the
assessment techniques that should be used for the gains are not specified.

CONCLUSION and DISCUSSION

[t can be said that the 2018 curriculum is similar in approach to the old curriculum. In this context,
it is seen that the curriculum adopts a student-centered, collective teaching and thematic
approach. Although some courses seem to be thematic in the 2018 curriculum, it can also be said
that it has a unit approach. Because learning areas have had the function of units in terms of grade
levels.

When the curricula are considered with the dimension of objectives, while they were structured
with target behaviors until the 2005 curriculum, learning outcomes were included with the 2005
curriculum. It is understood that this understanding is maintained in the 2018 curriculum. From
a general point of view, the expression, which was referred to as target behavior in the programs
where the behaviorist approach was adopted until the 2005 curricula, started to be referred to as
learning outcomes in the curricula in 2005 and later. The main reason for this change in the 2005
curriculum is shown as the adoption of the constructivist approach (Tay & Bas, 2015).

In the 2018 curriculum, the innovative thinking skill is thought to replace the creative thinking
skill in the previous curricula. Based on this assumption, it is necessary to know that creative

ISSN: 2602-2516
Journal of Interdisciplinary Educational Research 2024; 8(17);105-112 109



Journal of Interdisciplinary Educational Research

thinking is not the same as innovative thinking. As a matter of fact, while the meaning of the word
creative is expressed as the ability to create, the word innovative means in favor of innovation.
However, the English equivalent of the word creativity is creative and the word innovative is
innovator. Creative thinking is defined as a way of thinking that is inventive, seeks innovation or
brings new solutions to old problems and enables the emergence of original thoughts
(Hangerlioglu, 2000). Therefore, it can be said that the innovative thinking in the 2018 curriculum
does not meet the creative thinking in the old curriculum and is incomplete in this sense.

When the 2018 curriculum's educational situations element was examined, it was determined
that approximately one page of explanation was given in the curriculum books under the title of
"issues to be considered in the implementation of the curriculum". At this point, it can be said that
the 2018 curriculum is limited. Because in the old curriculum, explanations about learning-
teaching processes were given in detail under the title of "learning-teaching processes and the
role of the teacher".

In the 2018 curriculum, unlike the old curriculum, there are no examples of activities. While
explanations are given for some achievements, no explanation is given for others. It can be stated
that the 2018 curriculum also has limitations with this dimension. This finding coincides with the
views of Ar1 (2016). Ar1 (2016) argues that the basic approach is not clear in the curricula
developed after 2005. He states that there should be more explanations for practitioners in the
curriculum. He also states that the achievement statements should be more qualified.

The fact that there is only one page of explanation about measurement and evaluation in the
curriculum has caused a search for teachers. While different alternatives were offered to teachers
in terms of measurement and evaluation techniques in the old curriculum, no suggestions were
made in the 2018 curriculum. In addition, it is understood that the evaluation approach of the
curriculum is aimed at measuring both the product and the process. It can be stated that the 2018
science curriculum with its measurement and evaluation element does not have a useful and rich
content for teachers like the old curriculum.

Suggestions

In the 2018 science curriculum, it was determined that the achievements were reduced compared
to the previous curriculum. The reason for this situation may be that the number of acquisitions
is too high to be gained. In this context, it can be recommended to determine how much of the
2018 achievements to be implemented when determining the number of achievements in future
programs and at what level.

In the 2018 curriculum, creative thinking skill, which was included in the previous curriculum,
was not included. Considering the fact that this skill constitutes one of the indispensable
characteristics of today's effective citizen, it may be recommended to add these skills that are not
included in the program to the new curriculum. In addition, it is recommended that the skill of
determining the cause-effect relationship, which is included in the 2005 curriculum within the
scope of the skills to be given directly, be added to the new curriculum to be prepared.

In the 2018 curriculum, it is seen that there is a return to the pre-2005 curriculum understanding
with the dimension of activity examples and explanations about the activities. It is thought that
the lack of activity examples and explanations for these activities is a deficiency of the 2018
curriculum. In this context, it is recommended that the 2005 understanding be revived in the
curricula to be renewed. As in the 2005 curriculum, measurement and evaluation tools should be
included in the curricula to be renewed and developed in detail.
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Bu calismanin amaci basarili bir meslek hayati gecirmelerinde biiyiik 6neme sahip olan rol model olma
ozelliginden yola c¢ikilarak beden egitimi ve spor oOgretmeni adaylarinin psikososyal gelisiminin
egzersize dayali etkilerini tespit etmek ve onlarin kendi gelisimlerinin ne durumda oldugunu
belirlemektir. Arastirmada Bengoechea (2017) tarafindan gelistirilen Genglik ve spor etkinlik 6l¢ceginin
(GSEO) Tiirkgeye uyarlanmasi Medeni ve Goktas (2023) tarafindan gerceklestirilmistir. Bireylerin
psikososyal gelisimlerinin tespit edilmesi c¢alismasi sonucunda o6lcek 12 madde ve giidiillenme,
kullanishlik, 6grenme olmak f{izere {li¢ alt boyuttan olusmaktadir. Arastirmanin evrenini bir devler
tiniversitenin spor bilimleri fakiltesi'nde 6grenim goren beden egitimi ve spor 6gretmenligi adaylar
oluisturmustur. Calismayr 115 Kadin, 165 Erkek olmak iizere 280 kisi olusturmaktadir. Arastirmaya
katilan bireylerin “genclik ve spor etkinlik 6l¢cegi psikososyal gelisimleri yas degiskeni” “ Kruskal Wallis”
testi sonuglarina gore incelendiginde; gidiillenme ve kullanishlik, sinif degiskeni kullamishlik ve
6grenme, haftalik spor saati degiskeni giidiilenme, kullanishlik ve 6grenme, yerlesim yeri degiskeni
giidiilenme, kullaniglilik ve 6grenme alt boyutlarinda anlaml fark tespit edilmistir (p<0.05).

Anahtar Kelimeler: Beden Egitimi, Gelisim, Psikososyal

Abstract

The purpose of this study was to determine the psychosocial development effects of exercise-based
activities on physical education and sports teacher candidates, starting from the significant role
modeling feature crucial for their successful professional careers, and to assess their current
developmental status. The adaptation of the Youth and Sports Activity Scale (YASAS), developed by
Bengoechea (2017), into Turkish was conducted by Medeni & Goktas (2023). The scale, consisting of 12
items and three subscales - motivation, utility, and learning - was employed to ascertain individuals'
psychosocial development. The study population comprised physical education and sports teacher
candidates enrolled in the Faculty of Sports Sciences at a prominent university. A total of 280
participants, including 115 females and 165 males, constituted the sample for the study. The
psychosocial development of the participants, as measured by the "Youth and Sports Activity Scale," was
analyzed using the Kruskal-Wallis test with respect to various demographic variables. The results
indicated significant differences (p<0.05) in motivation and utility based on the class variable, utility and
learning based on the class variable, motivation, utility, and learning based on weekly sports hours, and
motivation, utility, and learning based on the place of residence variable.

Keywords: Physical Education, development, psychosocial
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GIRIS

Beden egitimi ve spor, genglerin saglikli bir yasam tarzi benimsemelerine, fiziksel ve zihinsel
sagliklarini gelistirmelerine, sosyal becerilerini artirmalarina ve toplumsal katilimlarini tesvik
etmelerine yardimci olan 6nemli bir egitim alanidir. Bu baglamda, beden egitimi ve spor
O0gretmenlerinin yetistirilmesi siireci biiyiik bir 6neme sahiptir. Beden egitimi ve spor
o0gretmenleri genclerin spor kiiltiiriinii gelistirmelerine ve rekabetci olmayan etkinlikler
aracilligiyla sosyal becerilerini giiclendirmelerine katkida bulunurlar. Ogretmenler ayni
zamanda, genclerin spor ve rekabet ortamlarinda liderlik, isbirligi ve problem c¢ézme gibi
onemli becerileri kazanmalarina da yardimci olmaktadir. Beden egitimi ve spor 6gretmen
adaylarinin egitimi, onlarin hem bireysel hem de mesleki gelisimlerini desteklemek i¢in kritik
oneme sahiptir. Bu 6gretmenlerin hem fiziksel olarak hem de psikolojik olarak saglikli
olmalari, gelecekteki O6grencilerine daha etkili bir sekilde rehberlik edebilmeleri acisindan
onemlidir (Medeni, 2018).

Deci ve Ryan (2000) tarafindan one stirtilen 6zerklik kuramai, bireylerin i¢sel motivasyonlarinin
ve psikolojik ihtiyaclarinin tatmin edilmesinin, psikolojik saglik ve iyi olma iizerinde olumlu
etkilere sahip oldugunu 6ne siirmektedir. Bu baglamda, egzersiz gibi fiziksel aktivitelerin,
bireylerin o6zerklik, yeterlik ve iligkili olma ihtiyaclarinin tatmin edilmesine katkida
bulunabilecegi diisiiniilmektedir (Teixeira et al, 2012). Benzer sekilde, Vallerand ve ark.
(1997), ozerklik, yeterlik ve iliskili olma ihtiyag¢larinin tatmin edilmesinin, spor aktivitelerine
katilimin artirilmasiyla iliskilendirmistir.

Spor etkinliklerinin, ¢agdas toplumlarda kolektif bir faaliyet olarak kabul edilmesi gerektigi
diistintldiigiinde, sporun katilimcilar arasinda farkli sosyal gruplar arasinda etkilesim ve
iliskilerin artmasi beklenir. Bu siireg, bireyin hem etkilendigi hem de diger bireyleri etkiledigi
bir ortam saglar. Spor, yeni sosyal baglantilarin kurulmasina ve sosyal iletisimin gliclenmesine
katki saglar. Oyunlar ve spor, toplumun farkli yonlerinin bir yansimasidir ve bu nedenle
sosyallesme siirecleri siklikla oyun ve spor ortamlarinda gercgeklesir. Sosyal etkilesim alanlari
arasinda rol oynama, statli, tabakalasma, liderlik, disipline uyum, rekabet ve isbirligi gibi
unsurlar, bireyler icin oyun ve spor aktivitelerinin etkili bir egitim araci olarak hizmet
etmesine olanak tanir (Akinci, 2007).

Genglik sporunda uzun vadeli motivasyonun siirdiiriilmesi, yenilik¢i ve c¢esitli alistirma
etkinliklerinin sunulmasiyla dogrudan iligkilendirilmistir. Beden egitimi ve spor 6gretmenleri,
cesitli etkinlikler aracihigiyla katihmcilar1 heyecanlandirarak dikkatlerini canli tutar ve
miicadele dolu bir atmosfer olusturur. Bu ¢abalar, 6grencilerin beceri gelisimini desteklemek
icin tasarlanan etkinliklerle gili¢clendirilir ve bu becerilerin gercek diinya uygulamalarinda
kullanilabilmesini saglar. Dolayisiyla, spor aracilifiyla psikomotor ve psikososyal gelisimi
desteklemek icin 6nemli bir strateji olarak kabul edilir. Ancak, asir1 tekrarlar ve etkinliklerin
ozglinliikten yoksun olmasi, katilimcilarda motivasyon kaybina ve bikkinliga yol acabilir. Bu
baglamda, iyi egitim almis beden egitimi ve spor 6gretmenlerinin rolii, bireylerin bu tiir
olumsuz etkilerden korunmasinda belirleyici olabilir (Bengoechea, 2017).

Bu calismanin 6nemi, beden egitimi ve spor 6gretmeni adaylarinin psikososyal gelisimini
anlamak ve desteklemek i¢in uzun vadeli motivasyonlarinin siirdiirilmesinde kritik bir rol
oynayabilir. Genglik sporundaki uzun vadeli motivasyonun korunmasi, yenilik¢ci ve cesitli
egzersiz etkinliklerinin sunulmasiyla dogrudan iligkilendirilmistir. Beden egitimi ve spor
o0gretmenlerinin, ¢esitli etkinlikler araciligiyla katilimcilar1 heyecanlandirarak dikkatlerini
canl tutmalar1 ve miicadele dolu bir atmosfer olusturmalar1 beklenmektedir. Bu ¢abalar,
ogrencilerin beceri gelisimini desteklemek icin tasarlanan etkinliklerle pekistirilir ve bu
becerilerin gercek diinya uygulamalarinda kullanilabilmesini saglar. Bu nedenle, spor
araciligiyla psikomotor ve psikososyal gelisimi desteklemek, genclik donemindeki bireyler icin
onemli bir strateji olarak kabul edilir. Ancak, asin tekrarlar ve etkinliklerin 6zgilinliikten
yoksun olmasi, katilimcilarda motivasyon kaybina ve bikkinliga yol acabilir. Bu baglamda, iyi
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egitim almis beden egitimi ve spor Ogretmenlerinin rolli, 6grencilerin bu tir olumsuz
etkilerden korunmasinda kritik bir 6neme sahiptir. Bu ¢alisma, 6gretmen adaylarinin
psikososyal gelisimini degerlendirerek, onlarin yeteneklerini ve potansiyellerini en iist diizeye
¢ikarmak icin egitim programlarinin ve o6gretim stratejilerinin nasil gelistirilebilecegini
anlamamiza yardimci olabilir. Ayrica, bu calisma, beden egitimi ve spor 6gretmenlerinin
genglik sporundaki uzun vadeli motivasyonun siirdiiriilmesindeki énemli roliinii vurgulayarak,
gelecekteki egitim ve 6gretim uygulamalarini yonlendirebilir.

Arastirmanin Amaci

Basarili bir meslek hayati1 gecirmelerinde biiyiik 6neme sahip olan rol model olma 6zelliginden
yola cikilarak beden egitimi ve spor 6gretmeni adaylarinin psikososyal gelisiminin egzersize
dayali etkilerini tespit etmek ve onlarin kendi gelisimlerinin ne durumda oldugunu belirlemek
amaciyla calisma planlanmistir.

YONTEM
Arastirmanin Modeli

Calisma, tarama arastirmalar1 modeline dayanan bir nicel arastirma yontemiyle tasarlanmistir.
Tarama arastirmalarinda, gecmiste mevcut olan veya halen var olan durumlarin, olaylarin,
oldugu gibi betimlenmesi amaglanir ve katilimcilarin arastirma konusuyla ilgili bilgi, algi,
tutum ve yetenekleri belirlenmeye calisilir, herhangi bir miidahalede bulunulmaz. (Karasar,
2018).

Orneklem

Arastirmanin evrenini Balikesir Universitesi Spor Bilimleri Fakiiltesi'nde égrenim géren beden
egitimi ve spor 6gretmenligi adaylar1 oluisturmaktadir.

Bu ¢alismanin Orneklem biiyiikligii belirlenirken, Epiinfo yazihmi kullanilarak 400 Kisilik bir
evrende, %50 prevalans, %95 giliven diizeyi, 1.5 desen etkisi ve %5 sapma dikkate alinarak,
295 kisinin hesaplandig tespit edilmis, 15 anket cikarilarak 280 kisinin anketi kullanilmistir.

Veri Toplama Araclari

Arastirmada sporculara ait, yas, cinsiyet, sinif, haftalik spor saati, yasanilan yer, anne ve baba
egitim durumu ve aile gelir durumu gibi kisisel bilgilere ait degiskenlerin ortaya konmasina
yonelik arastirmaci tarafindan gelistirilen “Demografik Bilgi Formu” uygulanmistir.

“Genglik ve spor etkinlik élcegi (GSEO), Bengoechea (2017) tarafindan giidiilenme (5 madde),
deger/kullanmiglilik (4 madde), otantiklik (3 madde), tekrar/bikkinlik (4 madde), verimsizlik (4
madde) olmak iizere 5 alt boyut ve toplam 20 madde olarak gelistirilmistir. Olgek besli likert
tipinde olusturulmustur.”

Arastirmada Bengoechea (2017) tarafindan gelistirilen Genglik ve spor etkinlik dlgceginin
(GSEO) Tiirkceye uyarlanmasi Medeni ve Goktas (2023) tarafindan gergeklestirilmistir.
Bireylerin psikososyal gelisimlerinin tespit edilmesi ¢alismasi sonucunda 6lcek 12 madde ve
giidiilenme, kullanighlik, 6grenme olmak iizere ii¢ alt boyuttan olusmaktadir. Olgegin ic
tutarlilik katsayisi (Cronbach’s Alpha a = 0,84) bulunmustur (Medeni ve Goktas, 2023).
Verilerin Analizi

"SPSS 25.0 yazilimi, ¢alismada kullanilan 6lgek formlarinin analizinde tercih edilmistir. Elde
edilen cevrimici veriler, oncelikle Excel formatinda kaydedilmis ve ardindan SPSS programina
aktarilarak, kayip veya ug verilerden arindirilmistir. Sonrasinda, ham veriler tizerinde gerekli
analizler gerceklestirilmistir. Verilerin normal dagihim gosterip gostermedigini belirlemek i¢in
'Kolmogorov-Smirnov' testi yapilmistir. Bu test sonucunda, p<0.05 anlam dizeyi degerine
ulasilarak, verilerin normal dagilim géstermedigi tespit edilmistir. Bu nedenle, ytlizde ve
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BULGULAR
Tablo 1. Genglik ve Spor Etkinlik Olcegi “Yas” Degiskeni “Kruskal Wallis” Analizi Sonuclar1

Arastirmaya katilan bireylerin “genclik ve spor etkinlik 6lgegi psikososyal gelisimleri yas degiskeni”
“Kruskal Wallis” testi sonuglarina gore incelendiginde; giidiilenme ve kullanishlik alt boyutlarinda anlaml
fark tespit edilmistir ( p=.000<0.05). Bu fark Giidilenme ve Kullanishlik alt boyutunda 18-21 yas
araligindan kaynaklanmaktadir. Ogrenme alt boyutunda ise anlaml fark tespit edilmemistir. “Kruskal
Wallis” analizi sonuglari Tablo 1'de verilmistir.

Tablo 1.
*p<0.05

Tablo 2. Genglik ve Spor Etkinlik Olgegi “Simif” Degiskeni “Kruskal Wallis” Analizi Sonuglari

Arastirmaya katilan bireylerin “genclik ve spor etkinlik dlcegi psikososyal gelisimleri sinif degiskeni”
“Kruskal Wallis” testi sonug¢larina gore incelendiginde; kullanigshlik ve 68renme alt boyutlarinda anlaml
fark tespit edilmistir ( p=,000<0,05). Bu fark Kullamshlik alt boyutunda 1. Siniflardan, Ogrenme alt
boyutunda 3. Simiflardan kaynaklanmaktadir. Giidiilenme alt boyutunda ise anlaml fark tespit
edilmemistir. “Kruskal Wallis” analizi sonuglar1 Tablo 2’'de verilmistir.

ALT BOYUT YAS N SIRA ORT. SD X2 P
18-21 103 162,36
o 22-24 93 111,60
GUDULENME 25-27 71 148,16
28 ve Ustii 13 132,19 3 21.720 .000**
18-21 139 169,63
22-24 120 102,01
KULLANISLILIK 25-27 141 143,99
28 ve Ustii 90 166,04 3 38.065 .000**
18-21 139 441.56
o 22-24 120 428.77
OGRENME 25-27 141 351.70
28 ve Ustii 90 323.78 3 2.807 422
Tablo 2.
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*p<0.05
ALT BOYUT SINIF N SIRA ORT. SD X2 P
1. Sif 29 164,50
L 2.Smif 60 155,97
GUDULENME 3. Smuf 69 132,50
4. Siuf 122 131,71 3 7.387 .061
1. Smif 29 174,16
2.Smif 60 150,57
KULLANISLILIK 3. Siif 69 162,01
4. Simf 122 115,39 3 23.987 .000**
1. Smif 29 106,29
o 2.Siuf 60 130,63
OGRENME 3. Smuf 69 154,88
4. Simf 122 145,35 3 9.595 .022**

Tablo 3. Genglik ve Spor Etkinlik Olcegi “Haftalik Spor Saati” Degiskeni “Kruskal Wallis” Analizi
Sonuglari

Arastirmaya katilan bireylerin “genclik ve spor etkinlik 6lcegi psikososyal gelisimleri haftalik spor saati
degiskeni” “Kruskal Wallis” testi sonuclarina gore incelendiginde; kullanishlik, giidiilenme ve 68renme alt
boyutlarinda anlamli fark tespit edilmistir ( p=,000<0,05). Bu fark Giidilenme ve Kullamighlk alt
boyutlarinda 10 saat ve iizeri spor yapan bireylerden, Ogrenme alt boyutunda 4-6 saat spor yapan

bireylerden kaynaklanmaktadir. “Kruskal Wallis” analizi sonuglar1 Tablo 3’te verilmistir.

Tablo 3.
*p<0.05
ALT BOYUT HAFTALIK SPOR N SIRA ORT. SD X2 p
1-3 Saat 96 121,17
4-6 Saat 56 97,64
GUDULENME 7-9 Saat 32 145,50
10 Saat ve Uzeri 96 183,17 3 24,171 .000**
1-3 Saat 96 108,50
4-6 Saat 56 133,64
KULLANISLILIK 7-9 Saat 32 134,50
10 Saat ve Uzeri 96 178,50 3 18,666 .000**
1-3 Saat 96 127,17
5 4-6 Saat 56 157,64
OGRENME 7-9 Saat 32 124,50
10 Saat ve Uzeri 96 149,17 3 22,012 .000**

Tablo 4. Genglik ve Spor Etkinlik Olgegi “Yerlesim Yeri” Degiskeni “Kruskal Wallis” Analizi
Sonuclari

Arastirmaya katilan bireylerin “genclik ve spor etkinlik 6lgegi psikososyal gelisimleri yerlesim yeri”
degiskeni “Kruskal Wallis” testi sonuglarina gore incelendiginde; kullanigllik, giidiilenme ve 6grenme alt
boyutlarinda anlaml fark tespit edilmistir ( p=,000<0,05). Bu fark Giidiilenme, Kullanislilik ve Ogrenme
Alt boyutlarinda Kéy’'de yasayan bireylerden kaynaklanmaktadir. “Kruskal Wallis” analizi sonuglar1 Tablo
4’te verilmistir.

Tablo 4.
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*p<0.05
ALT BOYUT YERLESIM N SIRA ORT. SD X2 p
il 192 124,00
o Ilge 72 156,06
GUDULENME Koy 16 268,50 2 54,605 .000**
1l 192 129,50
flce 72 143,17
KULLANISLILIK Koy 16 260,50 2 41,248 .000**
il 192 127,50
. Ilge 72 150,28
OGRENME Koy 16 252,50 2 40,470 .000**
SONUCLAR ve TARTISMA

Psikososyal gelisimin egzersiz alani igerisinde gelisiminin farkli demografik bilgiler acisindan
arastirmak amaciyla beden egitimi ve spor 6gretmenligi 6grencilerine uygulanan calismada
psikososyal gelisime etki eden faktorler belirlenmistir. Arastirmamizda yas degiskenine gore
psikososyal gelisim incelendiginde giidiilenme alt boyutunda 18-21 yas arasi bireylerin sira
ortalamasinin yiiksek oldugu tespit edilmistir. Bu duruma yas itibariyla bireylerin eylem yonii,
glicii ve oncelik sirasim1 belirleyen i¢ ve dis dirtiilerin yogun olmasinin neden oldugu
soylenebilir. Yas degiskeni psikososyal gelisim kullanishlik alt boyutunda 18-21 yas arasi
bireylerin sira ortalamasinin yiiksek oldugu tespit edilmistir. Bu duruma 18-21 yas grubundaki
bireylerin yasaminda basarili ve tatmin edici iliskiler kurma istegi, hedeflerine ulasabilme ve
zorluklarla basa cikabilme arzusu, i¢sel ve digsal uyum saglama cabasi icerisinde bulunarak
saglikll bir yasam silirme isteginin sebep oldugu sdylenebilir. Arnett'in (2000) calismasi,
genclerin ve genc¢ yetiskinlerin yasamda bir gecis donemi oldugunu bu yaslarda hayatin
deneyimledigini ve yasla degistigini ortaya koymaktadir. Carstensen'in (1993) calismasi,
yasam boyu sosyal iliskilerin degisebilecegini ve yasla birlikte nasil evrimlesebilecegini
belirtmistir. Bu arastirmada sinif degiskenine gore psikososyal gelisim incelendiginde,
kullanighilik alt boyutunda 1. Sinifta 6grenim goren bireylerin sira ortalamasinin ytiksek oldugu
belirlenmistir. Bu durum, iniversitenin ilk donemindeki bireylerin hedeflerine ulasma ve
yasamin zorluklariyla basa ¢ikma arzusunun, i¢csel ve dissal uyum saglama cabalariyla
iliskilendirilebilir. Bu baglamda, bireylerin saglikli bir yasam siirme istegi artmaktadir. Sinif
degiskeni psikososyal gelisim 6grenme alt boyutunda 3. Sinifta 6grenim goéren bireylerin sira
ortalamasiin yiiksek oldugu tespit edilmistir. Universitenin bu asamasinda o6grenciler,
genellikle lisans egitimlerinin sonuna yaklasirken daha derinlemesine bir 6grenme deneyimi
yasarlar ve psikososyal olarak biliyime ve gelisme siirecinde bir dizi belirgin degisiklik
meydana gelebilir. Universite 3. sinif, psikososyal gelisim agisindan énemli bir dénemdir ¢iinkii
Ogrenciler bu asamada daha olgunlasmis bir zihinsel, duygusal ve sosyal yetkinlik seviyesine
ulasma egilimindedirler. Bu degisiklikler, 6grencilerin gelecekteki kariyer ve Kkisisel
basarilarini sekillendirmede kritik bir rol oynayabilir. Arslan (2019), tiniversite egitimi alan
ogrencilerin psikososyal gelisimlerinin ilk siniftan son sinifa dogru olumlu ydnde gelisim
gosterdigini belirtmistir. Giani (2020), yaptig1 calisma {liniversite egitiminin 6grencilerin sosyal
becerilerini gelistirmede olumlu bir rol oynadigim1 gostermektedir.. Arastirmaya katilan
bireylerin genclik ve spor etkinlik dlcegi psikososyal gelisimleri haftalik spor saati degiskeni
incelendiginde; kullanighlik, glidiilenme ve 6grenme alt boyutlarinda anlamh fark tespit
edilmistir. 4-6 saat ile 10 saat ve lizeri spor yapan bireylerin psikososyal gelisimleri pozitif bir
sekilde geliserek ozgiiven, okul basarisi, sosyal iliskiler gibi faktorlerde olumlu sonuglarin
ortaya ciktig1 soylenebilir. Tammen (2015), haftalik spor katiiminin ergenlerin psikolojik
uyumunu olumlu yénde etkiledigini ortaya koymustur. Daha fazla spor yapan genclerin genel
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psikolojik uyumlari, daha az spor yapan ya da hi¢ spor yapmayanlara Kkiyasla daha yiiksek
bulunmustur.. Hansen (2003), haftalik diizenli spor katiliminin genglerin kendini gelistirme
deneyimlerini artirdigin1 géstermektedir. Spor aktivitelerine katilan gencler, liderlik becerileri,
takim galismasi ve sorun ¢ézme gibi 6nemli becerilerin yani sira sosyal iliskilerde de gelisme
yasadiklarini rapor etmislerdir. Fredricks (2006), haftalik yapilan sporun genclerin
psikososyal gelisimine olumlu bir etkisi oldugunu gostermektedir. Uzun vadeli verilere
dayanarak, spor aktivitelerine diizenli katilimin geng¢lerin akademik basari, sosyal beceriler ve
ozsayg1 gibi cesitli alanlarda olumlu sonuclarla iligkilendirildigi bulunmustur. Arastirmaya
katilan bireylerin genclik ve spor etkinlik 6lcegi psikososyal gelisimleri yerlesim yeri degiskeni
incelendiginde; kullaniglilik, gldiilenme ve 6grenme alt boyutlarinda anlamh fark tespit
edilmistir. U¢ alt boyutta da kdyde yasayan bireylerin bu farki olusturdugu belirlenmistir.
Koyde yasayan bireylerin sehir merkezinde yasayan bireylere gore stresten uzak, 6grenme
isteklerinin olmasi, sosyallik ¢evrelerinin sinirl olmasi, kendilerini daha iyi ifade etmelerine ve
psikososyal olarak kendilerini gelistirmelerine sebep oldugu sdylenebilir. Bu nedenle, kirsal ve
kentsel ortamlarin genglerin sagligi ve refahi iizerindeki etkilerini anlamak ve uygun destek
sistemleri saglamak 6nemlidir. Smith ve Jones'un (2018) yaptig1 arastirma, kirsal ve kentsel
ortamlarin ergenlerin psikososyal gelisimi {lzerindeki farkli etkilerini karsilastirmistir.
Bulgular, yasadiklar1 cografi bolgelere bagli olarak genclerin psikososyal gelisiminde
farkliliklar oldugunu goéstermektedir. Kirsal ortamlarda yasayan genclerin belirli psikososyal
alanlarda daha yiiksek diizeyde iyilik haline sahip oldugu ve daha saglam sosyal destek
aglarina sahip oldugu bulunmustur. Diger yandan, kentsel ortamlarda yasayan genclerin
psikososyal stresle daha fazla karsilastiklar1 ve bu durumun psikososyal gelisimlerini
etkileyebilecegi belirtilmistir. Bu sonuglar, genglerin yasadiklar1 yerin psikososyal gelisimleri
lizerinde énemli bir etkiye sahip oldugunu vurgulamaktadir. Universiteler, 6zellikle ilk sinif
ogrencilerine yonelik olarak psikososyal gelisimi destekleyici egitim programlar1 ve rehberlik
hizmetleri sunabilir. Bu programlar, 6grencilere basar1 odakli hedef belirleme, stresle basa
¢ikma ve sosyal beceriler gibi konularda destek saglayabilir. Toplumda genglerin psikososyal
gelisimine yonelik farkindalig1 artirmak ve destek saglamak onemlidir. Aileler, 6gretmenler ve
toplum liderleri genclerin psikososyal ihtiyac¢larini anlamal ve desteklemelidir.
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Abstract

The purpose of this study was to determine the psychosocial development effects of exercise-based
activities on physical education and sports teacher candidates, starting from the significant role modeling
feature crucial for their successful professional careers, and to assess their current developmental status.
The adaptation of the Youth and Sports Activity Scale (YASAS), developed by Bengoechea (2017), into
Turkish was conducted by Medeni & Goktas (2023). The scale, consisting of 12 items and three subscales -
motivation, utility, and learning - was employed to ascertain individuals' psychosocial development. The
study population comprised physical education and sports teacher candidates enrolled in the Faculty of
Sports Sciences at a prominent university. A total of 280 participants, including 115 females and 165 males,
constituted the sample for the study. The psychosocial development of the participants, as measured by the
"Youth and Sports Activity Scale," was analyzed using the Kruskal-Wallis test with respect to various
demographic variables. The results indicated significant differences (p<0.05) in motivation and utility
based on the class variable, utility and learning based on the class variable, motivation, utility, and learning
based on weekly sports hours, and motivation, utility, and learning based on the place of residence variable.

Keywords: Physical Education, development, psychosocial
INTRODUCTION

Physical education and sport is an important field of education that helps young people adopt a
healthy lifestyle, improve their physical and mental health, increase their social skills and
encourage their social participation. In this context, the process of training physical education and
sport teachers is of great importance. Physical education and sport teachers contribute to
developing young people's sport culture and strengthening their social skills through non-
competitive activities. Teachers also help young people to acquire important skills such as
leadership, co-operation and problem solving in sport and competitive environments. The
education of prospective physical education and sport teachers is critical to support both their
personal and professional development. It is important for these teachers to be both physically
and psychologically healthy so that they can guide their future students more effectively (Medeni,
2018).

The autonomy theory proposed by Deci and Ryan (2000) suggests that the satisfaction of
individuals' intrinsic motivations and psychological needs has positive effects on psychological
health and well-being. In this context, it is thought that physical activities such as exercise may
contribute to the satisfaction of individuals' needs for autonomy, competence and relatedness
(Teixeira et al., 2012). Similarly, Vallerand et al. (1997) associated the satisfaction of autonomy,
competence and relatedness needs with increased participation in sport activities.

Considering that sport activities should be considered as a collective activity in contemporary
societies, it is expected that the interaction and relations between different social groups among
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the participants of sport will increase. This process provides an environment in which the
individual is both influenced and influences other individuals. Sport contributes to the
establishment of new social connections and the strengthening of social communication. Games
and sports are a reflection of different aspects of society and therefore socialisation processes
often take place in game and sport environments. Elements such as role playing, status,
stratification, leadership, discipline compliance, competition and cooperation among social
interaction areas allow games and sports activities to serve as an effective educational tool for
individuals (Akinci, 2007).

Maintaining long-term motivation in youth sport has been directly linked to the provision of
innovative and varied practice activities. Physical education and sport teachers keep participants'
attention by exciting them through a variety of activities and create an atmosphere of challenge.
These efforts are reinforced by activities designed to support students' skill development,
enabling these skills to be utilised in real-world applications. Thus, it is considered an important
strategy to promote psychomotor and psychosocial development through sport. However,
excessive repetition and lack of authenticity of activities can lead to demotivation and boredom in
participants. In this context, the role of well-trained physical education and sport teachers can be
decisive in protecting individuals from such negative effects (Bengoechea, 2017).

The significance of this study may play a critical role in maintaining the long-term motivation of
prospective physical education and sport teachers to understand and support their psychosocial
development. The maintenance of long-term motivation in youth sport has been directly
associated with the provision of innovative and varied exercise activities. Physical education and
sport teachers are expected to keep participants' attention by exciting them through various
activities and create a challenging atmosphere. These efforts are reinforced by activities designed
to support students' skill development, enabling these skills to be utilised in real world
applications. Therefore, promoting psychomotor and psychosocial development through sport is
considered an important strategy for youth. However, excessive repetition and lack of authenticity
of activities can lead to demotivation and boredom in participants. In this context, the role of well-
trained physical education and sport teachers is critical in protecting students from such negative
effects. By assessing the psychosocial development of pre-service teachers, this study can help us
understand how educational programmes and teaching strategies can be developed to maximise
their abilities and potential. Furthermore, by emphasising the important role of physical
education and sport teachers in sustaining long- term motivation in youth sport, this study can
guide future education and training practices.

Purpose of the Study

Based on the feature of being a role model, which is of great importance in having a successful
professional life, the study was planned to determine the exercise-based effects of the
psychosocial development of physical education and sports teacher candidates and to determine
the state of their own development.

METHOD
Research Design

The study was designed with a quantitative research method based on the survey research model.
In survey research, it is aimed to describe the situations and events that existed in the past or still
exist, as they are, and the knowledge, perceptions, attitudes and abilities of the participants about
the research subject are tried to be determined, and no intervention is made (Karasar, 2018).
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Sample

The population of the study consists of physical education and sport teaching candidates studying
at Balikesir University, Faculty of Sport Sciences.

While determining the sample size of this study, using Epiinfo software, it was determined that
295 people were calculated in a universe of 400 people, taking into account 50% prevalence, 95%
confidence level, 1.5% pattern effect and 5% deviation, and 15 questionnaires were removed and
280 questionnaires were used.

Data Collection Tools

In the study, the "Demographic Information Form" developed by the researcher to reveal the
variables related to personal information such as age, gender, class, weekly sports hours, place of
residence, mother and father education status and family income status of the athletes was
applied. "The youth and sport activity scale (GSES) was developed by Bengoechea (2017) as 5 sub-
dimensions (motivation (5 items), value/usefulness (4 items), authenticity (3 items),
repetition/boredom (4 items), inefficiency (4 items) and a total of 20 items. The scale was formed
in five-point Likert type." In the study, the adaptation of the Youth and Sports Activity Scale (GSES)
developed by Bengoechea (2017) into Turkish was carried out by Medeni and Goktas (2023). As
aresult of the study to determine the psychosocial development of individuals, the scale consists
of 12 items and three sub-dimensions: motivation, usefulness and learning. The internal
consistency coefficient of the scale (Cronbach's Alpha o = 0.84) was found (Medeni & Goktas,
2023).

Analysing the Data

"SPSS 25.0 software was preferred for the analysis of the scale forms used in the study. The online
data obtained were first saved in Excel format and then transferred to the SPSS programme to
remove missing or extreme data. Afterwards, necessary analyses were performed on the raw data.
'Kolmogorov-Smirnov' test was performed to determine whetherthe data showed normal
distribution. As a result of this test, p<0.05 significance level va lue was reached and it was
determined that the data did not show normal distribution. Therefore, in addition to percentage
and frequency analyses, nonparametric tests such as Mann Whitney- U and Kruskal-Wallis
analyses were used."

Ethical Aspects of the Research

In order to conduct the research, written permission was obtained from the "Balikesir University
Social and Human Sciences Ethics Commission" committee with the decision number 2024/02,
dated 27/02/2024 and the institution where the research was conducted. In addition, written
informed consent of the participants was obtained.
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FINDINGS
Table 1. Results of "Kruskal Wallis" Analysis for "Age" Variable of Youth and Sports Activity
Scale

When the "youth and sports activity scale psychosocial development of the individuals participating
in the study was analysed according to the "Kruskal Wallis" test results, a significant difference was
found in the sub-dimensions of motivation and usefulness (p=.000<0.05). This difference is due to
the 18-21 age range in the Motivation and Usefulness sub-dimension. No significant difference was
found in the Learning sub- dimension. The results of "Kruskal Wallis" analysis are given in Table 1.

Tablo 1.
SUB DIMENSION AGE N RANK SD X2 P
MEAN.
18-21 103 162,36
22-24 93 111,60
MOTIVATION 25-27 71 148,16
28 and 13 132,19 3 21.720 .000**
Above
18-21 139 169,63
22-24 120 102,01
CONVENIENCE 25-27 141 143,99
28 and 90 166,04 3 38.065 .000**
Above
18-21 139 441.56
22-24 120 428.77
LEARNING 25-27 141 351.70
28 and 90 323.78 3 2.807 422
Above
*p<0.05

Table 2. "Kruskal Wallis” Analysis Results of Youth and Sports Activity Scale "Class"
Variable

When the "youth and sports activity scale psychosocial development of the individuals participating
in the study was analysed according to the "Kruskal Wallis" test results, a significant difference was
found in the usefulness and learning sub-dimensions (p=,000<0.05). This difference is due to the
1st grades in the Usefulness sub-dimension and the 3rd grades in the Learning sub-dimension. No
significant difference was found in the Motivation sub-dimension. The results of "Kruskal Wallis"
analysis are given in Table 2.

Tablo 2.
SuUB CLASSROOM N RANK SD ). ¢ P
DIMENSION MEAN.
Grade 1 29 164,50
2nd Class 60 155,97
MOTIVATION Grade 3 69 132,50
Grade 4 122 131,71 3 7.387 .061
Grade 1 29 174,16
2nd Class 60 150,57
CONVENIENCE Grade 3 69 162,01
Grade 4 122 115,39 3 23.987 .000**
Grade 1 29 106,29
2nd Class 60 130,63
LEARNING Grade 3 69 154,88
Grade 4 122 145,35 3 9.595 .022**
*p<0.05

Table 3. Results of "Kruskal Wallis" Analysis of Youth and Sports Activity Scale "Weekly Sport
Hours" Variable
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When the "youth and sports activity scale psychosocial development of the individuals participating
in the

study was analysed according to the results of "Kruskal Wallis" test, a significant difference was
found in the sub-dimensions of usefulness, motivation and learning (p=,000<0.05). This difference
is due to the individuals who do sports for 10 hours or more in the sub-dimensions of Motivation
and Usefulness, and the individuals who do sports for 4-6 hours in the sub-dimension of Learning.
The results of "Kruskal Wallis" analysis are given in Table 3.

Tablo 3.
SUB DIMENSION WEEKLY SPORT N RANK SD X2 P
MEAN.
1-3 Hours 96 121,17
4-6 Hours 56 97,64
MOTIVATION 7-9 Hours 32 145,50
10 Hours and Over 96 183,17 3 24,171 .000**
1-3 Hours 96 108,50
4-6 Hours 56 133,64
CONVENIENCE 7-9 Hours 32 134,50
10 Hours and Over 96 178,50 3 18,666 .000**
1-3 Hours 96 127,17
4-6 Hours 56 157,64
LEARNING 7-9 Hours 32 124,50
10 Hours and Over 96 149,17 3 22,012 .000**
*p<0.05

Table 4. Results of "Kruskal Wallis" Analysis for "Place of Residence" Variable of Youth
and Sports Activity Scale

When the "youth and sports activity scale psychosocial development of the individuals participating
in the study was analysed according to the "Kruskal Wallis" test results, a significant difference was
found in the sub-dimensions of usefulness, motivation and learning ( p=,000<0.05). This difference
is due to the individuals living in the village in the sub-dimensions of Motivation, Usefulness and
Learning. The results of "Kruskal Wallis" analysis are given in Table 4.

Tablo 4.
SUB DIMENSION LOCATION N RANK SD X2 P
MEAN.
Province 192 124,00
District 72 156,06
MOTIVATION Village 16 268,50 2 54,605 .000**
Province 192 129,50
District 72 143,17
CONVENIENCE Village 16 260,50 2 41,248 .000**
Province 192 127,50
District 72 150,28
LEARNING Village 16 252,50 2 40,470 .000**
*p<0.05
RESULTS and DISCUSSION

In order to investigate the development of psychosocial development in the field of exercise in
terms of different demographic information, the factors affecting psychosocial development were
determined in the study applied to physical education and sports teaching students. In our
research, when psychosocial development was analysed according to age variable, it was
determined that the mean rank of individuals between the ages of 18-21 was high in the
motivation sub-dimension. It can be said that this situation is caused by the intensity of internal
and external impulses that determine the direction, strength and prioritisation of individuals'
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actions by age. In the age variable psychosocial development usefulness sub- dimension, it was
determined that the mean rank of individuals aged 18-21 was high. It can be said that this situation
is caused by the desire of individuals in the 18-21 age group to establish successful and satisfying
relationships in their lives, the desire to achieve their goals and cope with difficulties, and the
desire to lead a healthy life by striving for internal and external adaptation. Arnett's (2000) study
reveals that young people and young adults are a transition period in life and that life is
experienced at these ages and changes with age. Carstensen's (1993) study indicated that lifelong
social relationships can change and how they can evolve with age. In this study, when psychosocial
development was analysed according to the class variable, it was determined that the mean rank
of the individuals studying in the 1st grade was high in the usefulness sub-dimension. This
situation can be associated with the desire of individuals in the first semester of university to
achieve their goals and cope with the difficulties of life, and their efforts to achieve internal and
external adaptation. In this context, individuals' desire to lead a healthy life increases. In the
psychosocial development learning sub-dimension of the class variable, it was determined that
the mean rank of the individuals studying in the 3rd grade was high. At this stage of university,
students usually have a more in- depth learning experience as they approach the end of their
undergraduate education, and a number of significant changes may occur in the process of
psychosocial growth and development. The 3rd year of university is an important period in terms
of psychosocial development because students tend to reach a more mature level of mental,
emotional and social competence at this stage. These changes can play a critical role in shaping
students' future career and personal success. Arslan (2019) stated that the psychosocial
development of university students develops positively from the first year to the last year. Giani
(2020), his study shows that university education plays a positive role in improving students'
social skills. When the psychosocial development of the youth and sports activity scale
psychosocial development of the individuals participating in the study was examined in terms of
weekly sports hours; a significant difference was found in the sub-dimensions of usefulness,
motivation and learning. It can be said that the psychosocial development of individuals who do
sports for 4-6 hours and 10 hours or more develops positively and positive results emerge in
factors such as self-confidence, school success, social relations. Tammen (2015) revealed that
weekly sports participation positively affected the psychological adjustment of adolescents. The
general psychological adjustment of young people who did more sports was found to be higher
than those who did less sports or did not do sports atall. Hansen (2003) shows that regular weekly
sports participation increases the self-development experiences of young people. Young people
who participated in sports activities reported improvements in social relationships as well as
important skills such as leadership skills, teamwork and problem solving. Fredricks (2006) shows
that weekly sport has a positive impact on the psychosocial development of young people. Based
on long-term data, it was found that regular participation in sports activities is associated with
positive outcomes in various areas such as academic achievement, social skills and self-esteem.
When the psychosocial development of the youth and sports activity scale of the individuals
participating in the study was analysed according to the residential area variable; a significant
difference was found in the sub-dimensions of usefulness, motivation and learning. In all three
sub-dimensions, it was determined that individuals living in the village made this difference. It
can be said that the fact that individuals living in the village are away from stress, have a desire to
learn, and have a limited social environment causes them to express themselves better and
improve themselves psychosocially compared to individuals living in the city centre. Therefore, it
is important to understand the effects of rural and urban environments on the health and well-
being of young people and to provide appropriate support systems. Smith and Jones (2018)
compared the different effects of rural and urban environments on adolescents' psychosocial
development. The findings show that there are differences in the psychosocial development of
young people depending on the geographical regions where they live. Young people living in rural
settings were found to have higher levels of well-being in certain psychosocial domains and to
have more robust social support networks. On the other hand, it has been stated that young people
living in urban environments face more psychosocial stress and this may affect their psychosocial
development. These results emphasise that where young people live has an important impact on
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their psychosocial development. Universities can offer educational programmes and guidance
services that support psychosocial development, especially for first- year students. These
programmes can provide students with support in areas such as success- oriented goal setting,
coping with stress and social skills. It is important to raise awareness and provide support for
youth psychosocial development in the community. Families, teachers and community leaders
should understand and support the psychosocial needs of young people.
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