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Ucret Politikas:

Arsiv Politikasi

ictimaiyat, uluslararasi hakemli bir dergidir. Sosyal ve Beseri
Bilimler alaninda yayin yapan Ictimaiyat Dergisi, Tarih,
Edebiyat, Sosyoloji, Felsefe, Psikoloji ve Sosyoekonomik
alanlarda ¢aligmalar1 kabul etmektedir. I¢ctimaiyat Dergisi, ¢ift
tarafli koér hakemlik sistemini benimsemektedir. Dergiye
gonderilen calismalarin APA6 atif ve kaynakea sistemine ve
derginin yazim kurallarina gore hazirlanmis olmasi
zorunludur. Ornek dergi sablonu

ictimaiyat Dergisi Mayis ve Kasim aylarinda yilda iki defa olmak
tizere elektronik ortamda Dergipark ev sahipliginde
yayinlamaktadir. Zorunlu olmamakla birlikte dergimiz, konusu
alt1 ay 6nceden duyurularak, Eylil ayinda yaymlanmak tizere
ozel say1 da ¢ikarmaktadir. Dergide yayinlanacak makalelerin,
ilgili sayidan en az 60 gin Once sisteme yiliklenmesi
gerekmektedir. ictimaiyat, Ulakbim TRDizin, Ebsco-Host, ERIH
PLUS, INDEX ISLAMICUS gibi indekslerde taranmaktadir.

ictimaiyat dergisinin tiim giderleri yayinci tarafindan
karsilanmaktadir. Dergide makale yayimlama siireci ticretsizdir
ve gonderilen ya da kabul edilen makaleler i¢in herhangi bir
islem ticreti veya gonderim ticreti talep edilmemektedir.

Arsiv Politikas1

ictimaiyat dergisinde yayinlanan makaleler Dergipark ev
sahipliginde LOCKSS’da arsivlenir. Ayrica, eser sahibinin
inisiyatifi ile makaleler, YOKSIS, {iniversite veri tabanlari
(DSpace, AVESIS gibi), Google Scholar, Academia, Researchgate
gibi alanlarda da kisitlama ve siire sinir1 olmaksizin erisime
acilabilir, ictimaiyat dergisi eser sahibine her tiirlii arsivleme
ve kullanma 6zgiirliigii tamdig1 gibi, Budapeste Agik Erisim
Inisiyatifinin (BOAI) acik erisim politikasini benimsemis olmasi
geregince, dergide yaymlanan bilimsel makaleler ve
arastirmalar1 ticretsiz olarak son kullanici ve kurumlara
sunmaktadir. Kullanicilar, yaymci veya yazarin iznine
gereksinim duymadan I¢timaiyat Dergisinde yaymlanan
makalelerin tam metinlerini okumak, indirmek, kopyalamak,
dagitmak, arama yapmak veya baglanti kurmak hakkina
sahiptir. BOylece bilginin yayginlasmas: ve kullanimimin
kolaylastirilmas1 amaglanmaktadir.

ictimaiyat Dergisi, makalelerin tiim siiriimlerinin herhangi bir
kisitlama olmaksizin yazar tarafindan arsivlenmesine izin
verir. Bu arsivlemeye, dergiye gdnderilen makalenin ilk
halinden, kabul edilinceye kadar ki siirede dergi sistemine
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Koyuncu, M.S. and Sata, M. (2024). New

New Approaches in the Assessment of Pre-Service Teachers'
Scientific Research Skills: Multidimensional-Many Facet Rasch
Model Application’

Abstract

This survey study aimed to determine pre-service teachers’ skills in conducting and
presenting scientific research process and to examine their peer-scoring behaviors. The
participants consisted of 36 pre-service teachers and seven peer raters. The analytical
rubric developed by the researchers and the performance task were used to collect
data. The multidimensional many-facet Rasch measurement model was employed in
data analysis. Rasch analysis was carried out with a fully crossed design. The analyses
revealed that the least difficult criterion in the dimension of conducting the scientific
research process was to perform data analysis while the most challenging criterion was
to determine the research model and sample. In addition, the least difficult criterion in
the dimension of making an oral presentation was to ensure the interest and
participation of the audience, while the most challenging criterion was to make an
effective start. The analysis of the rater facet demonstrated that the most severity rater
was R3, while the most leniency rater was R4. The study argues that the
multidimensional many-facet Rasch model can be used to present reliability and validity
evidence in multidimensional performance evaluations.

Keywords: Performance assessment, Multi-dimensional Rasch, Reliability, Scientific
Research Skills, Validity.

Ogretmen Adaylarinin Bilimsel Arastirma Becerilerinin
Degerlendiriimesinde Yeni Yaklagimlar: Cok Boyutlu-Cok Yiizeyli
Rasch Modeli Uygulamasi

Oz

Arastirmada Ogretmen adaylarinin bilimsel arastirma surecini ylritme ve sunma
becerilerini belirlemek, ayrica 6grencilerin (akran) puanlama davraniglarini incelemek
amaglandigindan nicel arastirma yaklasimlarindan betimsel model ile yrGtdimastir.
Arastirmanin galisma grubu 36 6gretmen adayr ve yedi akran puanlayicidan
olugsmaktadir. Veri toplama araglari olarak arastirmacilar tarafindan gelistirilen analitik
dereceli puanlama anahtari perfromans gorevi kullanilmigtir. Veri analizinde ¢gok boyutlu
¢ok ylzeyli Rasch 6lgme modeli kullanilmistir. Rasch analizi tamamen c¢aprazlanmig
desen ile gergeklestiriimistir. Yapilan analizler sonucunda, 6gretmen adaylarinin bilimsel
arastirma surecini yUritme boyutunda en az zorladiklari &lgitin veri analizini
gerceklestirme, en fazla zorlandiklan kriterin ise arastirma modelini ve drneklemini
belirleme iken s6zli sunum yapma boyutunda ise en az zorlandiklari 6l¢it dinleyicilerin
ilgi ve katiimini saglama iken en fazla zorlandiklan 6lgit ise etkili baslangi¢ yapma
oldugu belirlenmistir. Puanlayici ylizeyine ait analizler incelendiginde ise en kati
puanlayicinin R3 numarali punlayici iken en cémert puanlayici ise R4 numarali puanlayici
oldugu tespit edilmistir. Arastirmanin bulgularindan hareketle ¢ok boyutlu performans
degerlendirmelerinde givenirlik ve gegerlik kanitlarinin sunulmasinda ¢ok boyutlu ¢gok
ylzeyli Rasch modelinin kullanilabilir nitelige sahip oldugu séylenebilir.

Anahtar Kelimeler: Performans degerlendirme, Cok boyutlu Rasch, Giivenirlik,
Bilimsel arastirma becerisi, Gegerlik.

approaches in the assessment of pre-service teachers' scientific research skills:

Multidimensional-many facet rasch model application. ictimaiyat, Tirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayis,
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1. Introduction

A review of the historical record reveals a consistent pattern of knowledge accumulation.
Human beings have a multitude of avenues through which they can access information.
However, for this information to be accepted by all, it must be supported by reliable and valid
evidence (Buyukozturk et al., 2018). Scientific knowledge, obtained through scientific research,
is considered valid and reliable. Consequently, new knowledge must be obtained through the
scientific research process. Given the importance of this process, it has become an essential
skill expected from 21st-century people (Yasar, 2014).

In the contemporary era, research methods courses are a standard component of the
curriculum at all levels of higher education, from the associate to the doctoral degree. These
courses are designed to equip students with the knowledge and skills necessary to engage in
scientific research within their respective fields. The objective of this course is to equip students
with the ability to apply scientific research process skills in order to solve problems
encountered in real-life situations. Additionally, numerous projects at various levels within the
education system encourage students to engage in research, with institutions such as
TUBITAK playing a prominent role in this endeavour.

The scientific research process is conducted through the utilization of both quantitative and
qualitative methodologies. While quantitative methods are more applicable in quantitative-
based fields, qualitative approaches are adopted in verbal-based departments (Bauman, 2004).
In the studies, it has been stated that one of the principal reasons students exhibit considerable
anxiety about the scientific research process is that it entails the utilization of intricate statistical
techniques (Hafdahl, 2004). Furthermore, it has been documented that a considerable number
of students exhibit deficiencies in their ability to engage in the scientific research process
(Buyukozturk, 1996; Papanastasiou, 2005). An analysis of the scientific research process within
the curriculum of pre-service teachers in the faculty of education indicates that pre-service
teachers demonstrate a lack of competence (Nartgln et al., 2008; Oztiirk, 2010).

One of the competencies anticipated of individuals in the 21st century is the capacity to deliver
effective presentations. In light of the fact that oral presentation skills are as essential as the
ability to conduct the scientific research process, it is incumbent upon individuals to develop
effective presentation skills. Students pursuing studies at the Faculty of Education are
particularly expected to demonstrate effective presentation skills (De Grez et al., 2009). In
academic contexts, students are expected to present their final projects orally and to engage
in seminar-style discussions with their peers (Aryadoust, 2015). The oral presentation is a
spontaneous endeavour that requires the utilization of a multitude of skills, which can render it
intimidating and challenging for many students (Behnke & Sawyer, 2000). In order to enhance
students' proficiency in oral presentation, it is recommended that such practices be
incorporated with greater frequency within communication courses. Furthermore, students
should be encouraged to present their final assignments and projects.

One of the approaches that can be beneficial in the presentation and evaluation of final
projects prepared by pre-service teachers is self- or peer assessment (Aryadoust, 2015). In
this manner, the prospective teacher will be able to discern the deficiencies and strengths of
the project and assess the quality of the presentation (Langan et al., 2005). In this context, the
evaluation of the pre-service teachers' ability to conduct scientific research and present their
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findings will be conducted concurrently. In this context, there is a requirement for a
multidimensional approach model that addresses more than one variable.

The unidimensional approaches that have dominated educational research for many years
have typically been based on relatively simple and linear assessment methods for measuring
students' knowledge and skills. Students' performance was frequently evaluated on the basis
of test results or examination scores (Gagne, 1985). However, the rapid development of
information technologies and the digitalization process in education have revealed that these
traditional approaches are inadequate and that new multidimensional approaches should be
adopted in education (Brunetti et al., 2020). The objective of these novel approaches is to
enhance the comprehension and advancement of students’ competencies through the
facilitation of a more comprehensive and profound educational analysis. In this context, the
scientific research and presentation skills of pre-service teachers were evaluated through the
multidimensional-multi-facet Rasch measurement model, a novel approach derived from the
many-facet Rasch measurement model.

Multidimensional-many-facet Rasch analysis offers significant advantages in providing effective
feedback to students, raters, and practitioners. It does so by providing individual and group-
level statistics in evaluating multidimensional constructs (Koyuncu & Sata, 2023). This
analytical approach enables a more nuanced understanding of individual differences and group
dynamics through the detailed evaluation of performance across a range of dimensions. In the
context of process-oriented education in the 21st century, the significance of individual
feedback has led to an enhanced emphasis on student-centered approaches and personalized
learning pathways. In this context, multidimensional-many-facet Rasch analysis facilitates more
comprehensive and meaningful evaluations within the educational process, thereby providing
more appropriate solutions to the needs of teachers and students. This analytical approach
enhances the quality and efficacy of educational processes by facilitating more precise and
impartial outcomes, particularly in the context of intricate learning and assessment procedures.

The assessment of both the ability of pre-service teachers to conduct scientific research
processes and their effective presentation skills requires a multidimensional analysis approach.
In this context, an investigation was conducted into the multidimensional, multifaceted Rasch
measurement model. The determination of the dimensionality of the data, or the number of
dimensions/factors, will contribute to the reliability and validity of the measurements obtained
from measurement tools, while providing evidence for the reliability and validity of said
measurements. As Messick (1995) asserts, the two most significant threats to validity are the
underrepresentation of the construct and the inclusion of variance that is unrelated to the
construct. A precise definition of the data set in terms of its dimensionality will directly
contribute to the validity of the measurements. This is because the issue of
underrepresentation of the construct intended to be measured is thereby negated (Messick,
1995).

This study underscores the significance of multidimensional, multifaceted Rasch analysis in the
field of education. The objective is to conduct a simultaneous evaluation of the scientific
research and effective presentation skills of prospective teachers. In the context of process-
oriented education in the 21st century, the provision of individual feedback and the utilization
of comprehensive assessment methods are becoming increasingly important. In this context,
multidimensional-many facet Rasch analysis provides detailed statistical data at both the
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individual and group levels, facilitating the provision of effective feedback by students, raters,
and practitioners. The research makes a contribution to the achievement of more accurate, fair
and meaningful educational results by means of a comprehensive evaluation of the scientific
research process skills and effective presentation skills of those in training to become teachers.
The accelerated evolution of information technologies and the digitalization of education have
demonstrated the necessity for the utilization of methods beyond those employed in traditional
assessments. Consequently, the research demonstrates that novel multidimensional
methodologies must be embraced in the field of education, offering more suitable solutions to
the needs of pre-service teachers and enhancing the quality and efficacy of educational
processes. Furthermore, providing evidence for the reliability and validity of the data obtained
is of great importance in eliminating the factors that threaten the validity of educational
research.

This study employs multidimensional-many facet Rasch analysis to provide a comprehensive
assessment of pre-service teachers' abilities to conduct scientific research and make effective
presentations. Moreover, this research strives to provide more suitable solutions to the needs
of pre-service teachers and contribute to the enhancement of educational quality and
effectiveness by illustrating the necessity for the adoption of novel multidimensional
approaches in education.

2. Methods
2.1. Research Design

The study employs a descriptive research approach, with the objective of ascertaining the
competencies of pre-service teachers in conducting and presenting the scientific research
process within the context of research methods in education courses. Additionally, it seeks to
examine their peer-scoring behaviors.

2.2. Participants

The study group comprised 36 pre-service teachers enrolled at the Faculty of Education of a
university in the Eastern Anatolia region during. As part of the research methods in education
course, 36 students were assigned a performance task as a final grade. This task required
them to conduct individual research and present their findings to their peers. Furthermore,
seven peer raters were selected on a voluntary basis to evaluate the performance tasks and
presentations. The raters did not undertake the performance task themselves, but rather
evaluated their peers' work using a pre-established rubric.

2.3. Instruments

The research data were collected with the assistance of the "Analytical Rubric for Conducting
and Presenting the Scientific Research Process," which was developed by the researchers.
The rubric is comprised of ten criteria and two dimensions. The first dimension encompasses
the capacity to conduct the scientific research process, which comprises the initial seven
criteria, while the second dimension pertains to the presentation skills, which encompass the
final three criteria. The rubric employs a 5-point scale, with the following definitions: "Very
Inadequate" (1 point), "Inadequate"” (2 points), "Moderate" (3 points), "Adequate” (4 points),
and "Very Adequate" (5 points). The scientific research report prepared by the pre-service
teachers during the semester, along with the presentation of this report, were evaluated using
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the aforementioned measurement tool. The students responsible for scoring were provided
with a training session by the researcher, during which they were instructed on the correct
procedure for scoring. Subsequently, it was verified that each rater had scored the
performance task and presentation prepared by each student individually.

The reliability and validity of the measurements obtained from the data collection tool were
evaluated through the collection of pertinent evidence. Firstly, in order to provide evidence for
content validity, the opinions of eight experts in the field of measurement and evaluation with
doctoral qualifications were sought. The Lawshe technique was employed to conduct the
expert opinion, with the content validity ratio (CVR) subsequently calculated for each criterion
(Lawshe, 1975). The experts were requested to evaluate the criteria by utilizing a measurement
tool with a ftriple rating system, comprising the following categories: (1) necessary, (2)
necessary but should be corrected, and (3) unnecessary for the relevant criterion in measuring
the ability to conduct the scientific research process and make presentations. In evaluating the
criteria, it was determined that a minimum CVR value of .693 is necessary for the relevant
criterion to have sufficient coverage (Wilson et al., 2012). In this context, three criteria in the
draft measurement tool were found to have a CVR value below the minimum required value of
0.693, and thus were removed from the measurement tool. Consequently, an analytical rubric
comprising ten criteria and a five-point scale was devised. Subsequently, evidence was
provided to substantiate the content validity of the measurements obtained from the
measurement tool. Thereafter, exploratory factor analysis was conducted to ascertain evidence
of construct validity. Prior to reporting the EFA analyses, the KMO value and Barlett's test of
sphericity were examined, and it was determined that the results were acceptable (KMO = .866
for the relevant data; Barlett's test y?(df)= 282.29 (45), p <.05). The EFA revealed that the
dimension of conducting scientific research accounted for 48.48% of the variance, the
dimension of presentation skills accounted for 25.99%, and the total variance explained was
74.47%. The factor loadings for the items are presented below: The factor loadings were as
follows: .765; .879; .812; .670; .875; .745; .813; .880; .818; and .620.

Once the veracity of the measurements obtained from the measurement tool had been
established, the McDonald w and Cronbach a coefficients were calculated in order to provide
evidence for the reliability of the measurements. The McDonald w and Cronbach a values for
the scientific research process were .938 and .912, respectively, while the values for the
presentation skills were .813 and .794, respectively (Salvucci et al., 1997). Consequently,
evidence was furnished to demonstrate the reliability of the measurements obtained from the
analytical rubric developed and to substantiate the inferences drawn from these results.

2.4. Data Analysis

The data were analyzed using the multidimensional many-facet Rasch measurement model.
The analyses were conducted using the ConQuest GUI Demo version (5.12.3). In this instance,
the dimensions under consideration were the execution of the scientific research process and
presentation skills, while the facets were taken to be criteria and raters. The logit values, fit
values, and discrimination index reliability were calculated for each facet and their interactions.
Additionally, latent distribution and model prediction maps were created.
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3. Findings
This study examined the evaluation of pre-service teachers' skills in conducting the scientific
research process and presenting their research to their peers. The rubric criteria were initially
examined in order to ascertain their suitability for this purpose. The objective was to ascertain
whether the pre-service teachers demonstrated a greater or lesser proficiency in the criteria
set out in the rubric. The results of the estimation for the criterion facet are presented in Table
1.

Tablo 1: Estimation values for the criterion facet

UNWEIGHTED WEIGHTED FIT

FIT
Dimension  Criterion Estimate Error MNSQ T MNSQ T
Conducting  A6: Data Analysis 0.343 0.115 1.45 1.7 1.41 1.6
the scientific  A1: Research Question 0.273 0.078 3.02 5.7 2.77 5.1
research A2: Purpose and Questions
process of the Study 0.201 0.094 0.94 -0.2 0.93 -0.3
A3: Literature Review 0.109 0.102 0.93 -0.2 0.91 -0.3
A7: Reporting -0.186* 0.108 1.41 1.6 1.36 1.4
Ab: Data collection tools -0.259 0.098 1.27 1.1 1.02 0.2
Ad4: Identifying the model and ) /4, 0091  4.31 8.1 467 7.7

sample of the research
Presentation  S3: Ensuring audience 0267+ 0089 109 05 111 05
skills interest and participation
S2: Subject mastery 0.099 0.090 1.09 0.5 1.04 0.2
S1: Making an effective 0366 0100 158 22 169 24
beginning
An asterisk next to a parameter estimate indicates that it is constrained
Separation Reliability =.905
Chi-square test of parameter equality = 76.43, df =8, Sig Level = 0.000

Upon examination of Table 1, it becomes evident that the discriminant reliability of the model
is 0.905, a notably high value. This high value indicates that the criteria exhibit statistically
disparate levels of adequacy. Furthermore, the chi-square value calculated for parameter
equality was found to be statistically significant (y2(df)=76.43 (8), p=0.00), indicating that the
competence levels of the criteria are indeed distinct. Upon examination of the estimated values,
it becomes evident that the criterion exhibiting the highest competence or least difficulty
among the pre-service teachers in conducting the scientific research process is data analysis
(logit=0.343), followed by research problem (logit=0.273). Conversely, the criterion
demonstrating the lowest competence or least difficulty is determining the research model and
sample (logit=-0.481) and data collection tools (logit=-0.259). In the domain of presentation
skills, the criterion with the highest level of competence or the least difficulty is ensuring the
interest and participation of the audience (logit=0.267). Conversely, the criterion with the
lowest level of competence or the greatest difficulty is making an effective start (logit=-0.366).

Following an examination of the proficiency levels of the rubric criteria, an analysis was
conducted of the rater facet measurements. Table 2 illustrates the prediction values obtained
for seven raters who performed peer rating.
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Tablo 2: Estimation Values for Rater Facet

UNWEIGHTED FIT WEIGHTED FIT
Rater Estimate Error MNSQ Cl T MNSQ (o] T
R3 0.301 0.082 1.73 (0.54, 1.46) 2.6 1.81 (0.53, 1.47) 2.8
R2 0.159 0.073 2.59 (0.54, 1.46) 4.8 2.47 (0.53, 1.47) 4.5
R5 0.116 0.091 1.72 (0.54, 1.46) 2.6 1.69 (0.53, 1.47) 2.5
R7 -0.049* 0.079 2.80 (0.54, 1.46) 5.3 2.67 (0.53, 1.47) 4.9
R1 -0.079 0.073 3.48 (0.54, 1.46) 6.6 3.17 (0.53, 1.47) 6.0
R6 -0.081 0.090 1.27 (0.54, 1.46) 1.1 1.18 (0.53, 1.47) 0.8
R4 -0.367 0.092 2.28 (0.54, 1.46) 41 217 (0.54, 1.46) 3.8

An asterisk next to a parameter estimate indicates that it is constrained
Separation Reliability = .872
Chi-square test of parameter equality = 37.64, df =6, Sig Level = 0.000

Table 2 reveals that the discriminant reliability of the model is 0.872, indicating that the rating
stringency/generosity ranking is highly reliable. Furthermore, the chi-square value calculated
for parameter equality was found to be statistically significant (y2(df)= 37.64(6), p=0.00),
indicating that there were notable differences in the perceived severity and generosity of the
raters. Table 2 illustrates that the logit values obtained for the rater facet range from 0.301 to
-0.367. The rater with the most stringent rating is R3 (logit=0.301), followed by R2 (logit=0.159).
In contrast, the rater with the most lenient rating is R4 (logit=-0.367), followed by R6 (logit=-
0.081).

Furthermore, the estimation results for the ltem*Rater*Step facet are provided in Appendix 1
for reference. Following an examination of the estimation values for each facet and facet
interaction, the maps of latent distribution and model parameter estimates for each dimension
were then examined. Figure 1 depicts the item difficulty map for each dimension in isolation,
whereas Figure 2 illustrates the item difficulty map resulting from the combination of all
dimensions.
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Dimension 1: Dimension 2:
Conducting the scientific research process Presentation skills
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Figure 1: Many-facet Multidimensional Model Item difficulty map separately by dimension

Upon analysis of the dimensions of the scientific research process depicted in Figure 1, it
becomes evident that the criterion exhibiting the lowest level of competence is the identification
of the research model and sample (4). Conversely, the criterion demonstrating the highest level
of competence is data analysis (6). Upon examination of the dimension of presentation skills, it
becomes evident that the criterion exhibiting the lowest competence is making an effective
beginning (8). Conversely, the criterion demonstrating the highest competence is ensuring the
interest and participation of the audience (10). Upon examination of the rater behaviours
depicted in Figure 1, it became evident that the peer-scoring behaviours exhibited by the raters
were largely consistent across both dimensions. Rater R3 exhibited the greatest degree of
severity in both dimensions, whereas Rater R4 demonstrated the greatest degree of generosity.
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MAF OF LATENT DISTRIBUTIONS AND RESPONSE MODEL PARAMETER ESTIMATES
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Figure 2: Item difficulty map formed by combining the dimensions of the Many-facet Multidimensional
Model

Upon detailed examination of Figure 2, it becomes evident that the criterion exhibiting the
lowest competence or greatest difficulty among the pre-service teachers is the ability to identify
the model and sample of the research (4) and to conduct the scientific research process. This
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is followed by the criterion of making an effective beginning (8) in presentation skills.
Conversely, the criterion exhibiting the highest competence or least difficulty among the pre-
service teachers is data analysis (6). Upon analysis of the raters' severity/leniency, it was
determined that R3 exhibited the most severity rating style, while R4 demonstrated the most
leniency approach. The attitudes of raters R1, R5, and R6 towards peer scoring were found to
be similar.

5. Conclusion/Discussion/Suggestons

This study examined the evaluation of pre-service teachers' skills in conducting scientific
research and making presentations, which were scored by their peers using a multidimensional
approach. In this context, the criteria of the measurement tool, the raters, and the interaction
between the criteria and the raters were subjected to examination. The results demonstrated
that the criteria employed in the rubric were highly effective in assessing the proficiency of pre-
service teachers in conducting scientific research and presenting findings. It was determined
that the most challenging aspect of the scientific research process was identifying the research
method and sampling, while the least challenging aspect was identifying the research question.
In the process of making a presentation, it was determined that the stage at which the
participants experienced the greatest difficulty was the beginning, and the stage at which they
experienced the least difficulty was ensuring the interest and participation of the audience. A
review of the literature reveals that pre-service teachers experience a range of anxieties and
fears when conducting scientific research and making presentations (Behnke & Sawyer, 2000;
Hafdahl, 2004; Papanastasiou, 2005).

The study has revealed that the majority of ratings assigned by peers during the evaluation of
pre-service teachers exhibit a notable degree of bias and lack sufficient objectivity. The findings
of the research indicate that there are both those who are unduly harsh and those who are
unduly lenient in their evaluation of the performance of pre-service teachers. It is frequently
reported in the literature that peer evaluations are less reliable and valid than teacher
evaluations (Aslanoglu et al., 2020; Aslanoglu, 2022; Topping, 2009). Despite the assertion that
rubrics enhance the reliability and validity of scoring in peer assessments (Kutlu et al., 2014;
Sata & Karakaya, 2021), research indicates that peer raters exhibit disparate scoring
behaviours. The implementation of rater training designs can facilitate the attainment of more
valid assessments (Sata & Karakaya, 2022). The implementation of such training programmes
to reduce bias and subjectivity in peer assessments would represent a crucial step in
enhancing the reliability and validity of the assessment process. In this context, the
development of standardization and training programmes for peer assessment processes in
faculties of education and other educational institutions is imperative. This will facilitate the
objective and reliable evaluation of pre-service teachers, thereby contributing to the
improvement of the overall quality of education.

Following the statistical analysis of the peer raters' ratings and their relationship with the
criteria, an examination of rater behaviours was conducted, taking into account both the pre-
service teachers' abilities in conducting scientific research and making presentations. The
results of the analysis indicated that the raters and the evaluation criteria yielded comparable
outcomes in both dimensions. The results demonstrate that peer raters consistently evaluated
their fellow pre-service teachers at the scientific research and presentation levels. In particular,
it was determined that a severity rater was consistent in their evaluation, applying the same
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level of severity in both dimensions. Conversely, a leniency rater demonstrated a similar level
of generosity in both dimensions. This demonstrates that raters display a general tendency in
peer evaluations, which is reflected in all dimensions of evaluation. It is therefore evident that
the utilization of rater training and standardized assessment tools within peer assessment
processes is of paramount importance in order to enhance the objectivity and reliability of the
ratings. Furthermore, the implementation of such training programmes will serve to reinforce
the validity of the evaluation results, thereby facilitating a greater degree of consciousness and
fairness on the part of the raters in the evaluation process. It is of the utmost importance for
educational institutions to implement the requisite safeguards and to enhance the efficacy of
peer assessment procedures, thereby enabling pre-service teachers to hone their assessment
competencies and obtain feedback that is both objective and reliable.
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APPENDIX

Appendix-1: Estimation results of item*rater*step facet

UNWEIGHTED FIT WEIGHTED FIT
item rater category  Estimate Error MNSQ Cl T MNSQ CI T

1 Al 1 R1 0 2.63 (0.54,1.46) 4.9 1.89 (0.18, 1.82) 1.8
1 A1 1 R1 1 -1.869 0.461 4.62 (0.54, 1.46) 8.5 1.77 (0.71, 1.29) 4.3
1 A1 1 R1 2 1.419 0.576 2.70 (0.54, 1.46) 5.1 1.08 (0.22, 1.78) 0.3
1 A1 1 R1 3 1.224 0.877 0.86 (0.54, 1.46) -0.5 1.00 (0.00, 2.22) 0.2
1 A1 1 R1 4 -0.774* 2.92 (0.54, 1.46) 5.5 1.57 (0.51, 1.49) 2.0
2 A2 1 R1 0 0.07 (0.54, 1.46) -7.5 0.25 (0.00, 2.15) -1.7
2 A2 1 R1 1 -1.049 0.758 1.47 (0.54, 1.46) 1.8 1.03 (0.12, 1.88) 0.2
2 A2 1 R1 2 -1.315 0.677 1.12 (0.54, 1.46) 0.6 1.03 (0.68, 1.32) 0.2
2 A2 1 R1 3 -0.114 0.428 1.14 (0.54, 1.46) 0.7 1.15 (0.81, 1.19) 1.6
2 A2 1 R1 4 2.478* 1.58 (0.54, 1.46) 2.2 1.24 (0.26, 1.74) 0.7
3 A3 1 R1 1 0.28 (0.54, 1.46) -4.3 0.52 (0.33, 1.67) -1.6
3 A3 1 R1 2 -0.749 0.470 1.52 (0.54, 1.46) 2.0 1.07 (0.60, 1.40) 0.4
3 A3 1 R1 3 -0.006 0.485 0.97 (0.54,1.46) -0.0 1.01 (0.73,1.27) 0.1

3 A3 1 R1 4 0.755* 0.86 (0.54, 1.46) -0.6 0.98 (0.65, 1.35) -0.0
4 Al 1 R1 1 0.43 (0.54,1.46)  -3.1 1.06 (0.03, 1.97) 0.3
4 A4 1 R1 2 -0.246 0.594 1.23 (0.54, 1.46) 1.0 1.12 (0.28,1.72) 0.4
4 A4 1 R1 3 -0.151 0.618 0.75 (0.54, 1.46) -1.1 0.88 (0.63, 1.37) -0.6
4 Al 1 R1 4 0.397* 0.60 (0.54,1.46) -1.9 0.70 (0.68, 1.32) 2.0
5 A5 1 R1 1 0.37 (0.54, 1.46) -3.5 0.77 (0.17, 1.83) -0.5
5 A5 1 R1 2 -0.340 0.546 1.34 (0.54, 1.46) 1.4 0.96 (0.39, 1.61) -0.0
5 A5 1 R1 3 -0.170 0.566 1.36 (0.54,1.46) 14 1.06 (0.68, 1.32) 0.4
5 A5 1 R1 4 0.510* 1.12 (0.54, 1.46) 0.6 1.15 (0.68, 1.32) 0.9
6 A6 1 R1 1 0.12 (0.54, 1.46) -6.3 0.26 (0.21,1.79) -2.5
6 A6 1 R1 2 -1.416 0.483 0.77 (0.54,1.46) -1.0 0.91 (0.68, 1.32) 0.6
6 A6 1 R1 3 -0.299 0.433 1.02 (0.54, 1.46) 0.2 1.05 (0.86, 1.14) 0.7
6 A6 1 R1 4 1.715* 1.36 (0.54, 1.46) 1.4 1.38 (0.48, 1.52) 1.4
7 A7 1 R1 1 3.51 (0.54,1.46) 6.7 0.83 (0.00, 2.08) -0.1
7 A7 1 R1 2 -1.226 0.534 1.69 (0.54, 1.46) 2.5 1.00 (0.54, 1.46) 0.1

7 A7 1 R1 3 -0.301 0.481 0.92 (0.54,1.46) -0.3 0.94 (0.87,1.13) -0.9
7 A7 1 R1 4 1.527* 0.71 (0.54,1.46) -1.3 0.87 (0.64, 1.36) 0.7
8 S1 1 R1 1 0.25 (0.54, 1.46) -4.6 0.57 (0.04, 1.96) -0.9
8 S1 1 R1 2 -0.681 0.581 0.87 (0.54,1.46) -0.5 1.00 (0.36, 1.64) 0.1

8 S1 1 R1 3 -0.908 0.527 0.99 (0.54, 1.46) 0.0 1.00 (0.88, 1.12) 0.0

8 S1 1 R1 4 1.589* 3.01 (0.54, 1.46) 5.7 1.31 (0.63, 1.37) 1.6
9 s2 1 R1 1 2.05 (0.54,1.46) 35 1.96 (0.12, 1.88) 1.8

9 S2 1 R1 2 -2.054 0.442 1.21 (0.54, 1.46) 0.9 1.18 (0.79, 1.21) 1.7

9 S2 1 R1 3 1.087 0.448 1.11 (0.54, 1.46) 0.5 1.05 (0.58, 1.42) 0.3

9 S2 1 R1 4 0.967* 0.36 (0.54,1.46) -3.6 0.63 (0.46, 1.54) -1.5
10 S3 1 R1 1 2.30 (0.54, 1.46) 4.1 1.45 (0.47, 1.53) 1.5
10 S3 1 R1 2 -1.362 0.384 1.12 (0.54, 1.46) 0.6 1.08 (0.84, 1.16) 1.0

10 S3 1 R1 3 1.306 0.527 1.18 (0.54,1.46) 0.8 1.03 (0.34, 1.66) 0.2

10 S3 1 R1 4 0.056* 0.47 (0.54, 1.46) -2.7 0.75 (0.54, 1.46) -1.1
1 A1 2 R2 0 0.95 (0.54, 1.46) -0.2 1.51 (0.46, 1.54) 1.7

1 A1 2 R2 1 0.122 0.662 0.75 (0.54, 1.46) -1.1 1.01 (0.07, 1.93) 0.2

1 A1 2 R2 2 -1.590 0.656 1.00 (0.54, 1.46) 0.1 0.98 (0.76, 1.24) -0.1
1 A1 2 R2 3 0.789 0.492 0.75 (0.54, 1.46) -1.1 0.94 (0.54, 1.46) -0.2
1 A1 2 R2 4 0.679* 0.41 (0.54, 1.46) -3.2 0.73 (0.55, 1.45) -1.2
2 A2 2 R2 0 0.40 (0.54, 1.46) -3.3 0.83 (0.33, 1.67) -0.4
2 A2 2 R2 1 -0.462 0.619 0.70 (0.54,1.46) -1.3 0.99 (0.27,1.73) 0.1

2 A2 2 R2 2 -1.106 0.606 0.94 (0.54, 1.46) -0.2 1.02 (0.68, 1.32) 0.2

2 A2 2 R2 3 0.182 0.458 1.03 (0.54,1.46) 0.2 1.05 (0.73,1.27) 0.4

2 A2 2 R2 4 1.386* 0.62 (0.54,1.46) -1.8 0.87 (0.49, 1.51) -0.5
3 A3 2 R2 1 0.76 (0.54, 1.46) -1.1 1.12 (0.15, 1.85) 0.4

3 A3 2 R2 2 -1.636 0.485 0.82 (0.54,1.46) -0.7 0.90 (0.71, 1.29) 0.7
3 A3 2 R2 3 -0.194 0.422 0.86 (0.54,1.46) -0.5 0.90 (0.85, 1.15) -1.3
3 A3 2 R2 4 1.830* 0.41 (0.54, 1.46) -3.2 0.71 (0.44, 1.56) -1.1
4 A4 2 R2 1 0.31 (0.54,1.46) -4.0 0.73 (0.22,1.78) -0.6
4 A4 2 R2 2 -0.262 0.541 0.96 (0.54, 1.46) -0.1 1.03 (0.39, 1.61) 0.2

4 A4 2 R2 3 -0.080 0.574 0.80 (0.54, 1.46) -0.8 0.91 (0.63, 1.37) -0.5
4 A4 2 R2 4 0.341* 0.57 (0.54,1.46)  -2.1 0.68 (0.67, 1.33) -2.1
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5 A5 2 R2 0 5.66 (0.54,1.46)  10.0 2.37 (0.00, 2.26) 1.8
5 A5 2 R2 1 -1.838 0.610 073 (0.54,1.46) 1.2 0.87 (0.56, 1.44) 0.5
5 A5 2 R2 2 0.465 0.605 1.02 (0.54,1.46) 0.2 1.02 (0.35, 1.65) 0.2
5 A5 2 R2 3 -0.494 0.539 0.98 (0.54,1.46)  -0.0 1.00 (0.83, 1.17) 0.1
5 A5 2 R2 4 1.867* 0.57 (0.54,1.46) 2.1 0.77 (0.55, 1.45) -1.0
6 A6 2 R2 1 0.33 (0.54,1.46) -3.9 0.60 (0.36, 1.64) 13
6 A6 2 R2 2 -1.634 0.425 0.95 (0.54,1.46)  -0.1 0.97 (0.80, 1.20) 0.2
6 A6 2 R2 3 0475 0.437 0.95 (0.54,1.46) _ -0.1 1.02 (0.69, 1.31) 0.2
6 A6 2 R2 4 1.160* 0.46 (0.54,1.46) -2.8 0.84 (0.47, 1.53) 0.6
7 AT 2 R2 0 0.31 (0.54,1.46) 4.0 3.44 (0.00, 4.68) 1.4
7 AT 2 R2 1 -4.011 0.908 0.92 (0.54,1.46) 0.3 1.14 (0.60, 1.40) 0.7
7 AT 2 R2 2 0.252 0.470 0.96 (0.54,1.46)  -0.1 0.99 (0.83, 1.17) -0.1
7 AT 2 R2 3 1.042 0.449 0.79 (0.54,1.46) 0.9 0.89 (0.69, 1.31) 0.7
7 AT 2 R2 4 3.221* 0.18 (0.54,1.46) 55 0.55 (0.00, 2.28) 0.6
8 S1 2 R2 0 1.46 (0.54,1.46) 1.8 1.14 (0.00, 2.62) 04
8 S1__2 R2 1 -1.926 0.755 2.65 (0.54,146) 5.0 1.09 (0.38, 1.62) 04
8 S1 2 R 2 -0.846 0.561 0.85 (0.54,1.46)  -0.6 0.91 (0.75, 1.25) 0.7
8 S1 2 R2 3 0.247 0.425 0.98 (0.54,1.46)  -0.0 0.98 (0.80, 1.20) 0.2
8 S1__2 R2 4 2.525% 0.74 (0.54,1.46) 1.1 1.01 (0.1, 1.89) 0.2
9 S22 R2 1 0.47 (0.54,1.46) -2.8 0.72 (0.4, 1.56) 1.0
9 S22 R2 2 -1.489 0.397 0.79 (0.54,1.46) 0.9 0.82 (0.84, 1.16) 2.4
9 S22 R2 3 0.911 0.471 0.76 (0.54,1.46) 1.1 0.91 (0.52, 1.48) 0.3
9 Ss2 2 R2 4 0.578* 0.62 (0.54,1.46) 1.8 0.94 (0.48, 1.52) 0.2
10 S3 2 R2 1 0.51 (0.54,1.46) 25 0.78 (0.43, 1.57) 0.8
10 S3 2 R2 2 -1.285 0.461 0.87 (0.54,1.46) 05 0.94 (0.72, 1.28) 0.4
10 S3 2 R2 3 0570 0.419 1.08 (0.54,1.46) 0.4 1.08 (0.81, 1.19) 0.8
10 S3 2 R2 4 1.855* 1.05 (0.54,146) 0.3 1.60 (0.15, 1.85) 1.3
1 AM 3 R3 0 1.71 (0.54,1.46) 2.6 1.20 (0.29, 1.71) 0.6
1 A3 R3 1 -1.011 0.608 0.57 (0.54,1.46)  -2.1 0.91 (0.39, 1.61) 0.2
1 A1l 3 R3 2 -0.865 0.588 1.01 (0.54,1.46) 0.1 1.03 (0.58, 1.42) 0.2
1 AM 3 R3 3 0592 0.458 1.08 (0.54,1.46) 0.4 1.13 (0.75, 1.25) 1.0
1 AM 3 R3 4 2.467 6.98 (0.54,1.46) 11.7 1.37 (0.02, 1.98) 0.8
2 A2 3 RS 1 0.28 (0.54,1.46) 44 0.56 (0.08, 1.92) -1.0
2 A2 3 R3 2 2121 0.519 0.97 (0.54,1.46)  -0.0 1.00 (0.76, 1.24) 0.1
2 A2 3 R3 3 -0.255 0.404 0.90 (0.54,1.46) 04 0.93 (0.81, 1.19) 0.7
2 A2 3 R3 4 2.376 5.24 (0.54,146) 95 1.63 (0.10, 1.90) 1.3
3 A3 3 R3 1 0.62 (0.54,1.46) 1.8 1.10 (0.00, 2.04) 0.4
3 A3 3 R3 2 -1.961 0.583 0.87 (0.54,1.46) 05 0.96 (0.63, 1.37) 0.2
3 A3 3 R3 3 -0.875 0432 0.92 (0.54,1.46) 0.3 0.94 (0.75, 1.25) 0.4
3 A3 3 R3 4 2.836* 0.34 (0.54,1.46) -3.7 0.75 (0.00, 2.02) 0.4
4 A4 3 R3 1 0.30 (0.54,1.46) 4.2 0.66 (0.31, 1.69) -1.0
4 A4 3 R3 2 0175 0.537 0.90 (0.54,1.46) -0.4 1.01 (0.38, 1.62) 0.1
4 A4 3 R3 3 0.279 0.564 0.83 (0.54,1.46) -0.7 0.91 (0.68, 1.32) 05
4 A 3 R3 4 0.453* 0.58 (0.54,1.46) 2.0 0.68 (0.67, 1.33) 2.1
5 A5 3 R3 2 3.79 (0.54,1.46) 7.2 1.71 (0.24, 1.76) 1.6
5 A5 3 R3 3 -1.707 0.361 1.02 (0.54,146) 0.2 1.02 (0.76, 1.24) 0.2
5 A5 3 R3 4 1.707* 0.79 (0.54,1.46) 0.9 0.89 (0.60, 1.40) 0.5
6 A6 3 R3 1 0.12 (0.54,1.46) -6.4 0.65 (0.00, 2.69) 0.2
6 A6 3 R3 2 -3.642 0.763 0.79 (0.54,1.46) 0.9 0.81 (0.76, 1.24) 1.7
6 A6 3 R3 3 0.191 0.399 0.78 (0.54,1.46) 1.0 0.82 (0.75, 1.25) 1.5
6 A6 3 R3 4 3.450* 0.50 (0.54,1.46) 2.6 117 (0.00, 2.96) 0.5
7 A7 3 R3O0 0.08 (0.54,1.46) -7 0.25 (0.00, 2.01) 2.0
7 A7 3 R3 1 -0.281 0.834 0.39 (0.54,1.46) -3.4 0.89 (0.00, 2.19) 0.0
7 A7 3 R3 2 -2.000 0.770 0.86 (0.54,1.46) -0.6 0.92 (0.78, 1.22) 0.6
7 A7 3 R3 3 0.695 0432 1.05 (0.54,146) 0.3 1.08 (0.73, 1.27) 0.6
7 A7 3 R3 4 1.587* 0.65 (0.54,1.46) 1.6 1.04 (0.49, 1.51) 0.2
8 S1 3 R3 1 0.44 (0.54,1.46) 2.9 0.89 (0.00, 2.57) 0.1
8 S1__3 R3 2 -2.256 0.703 0.95 (0.54,1.46) _ -0.1 1.05 (0.57, 1.43) 03
8 S1__3 R3 3 -0.994 0.446 0.99 (0.54,1.46) 0.0 1.02 (0.68, 1.32) 0.2
8 S1__3 R3 4 3.250 3.65 (0.54,146) 6.9 1.21 (0.00, 2.25) 05
9 S2 3 RS 1 0.42 (0.54,1.46) -3.2 0.76 (0.34, 1.66) 0.7
9 Ss2 3 R3 2 -1.860 0.443 1.11 (0.54,1.46) 0.5 1.07 (0.85, 1.15) 0.9
9 S2 3 R3 3 0.325 0417 0.84 (0.54,1.46) 0.7 0.94 (0.72, 1.28) 0.4
9 S2 3 R3 4 1.536* 2.14 (0.54,146) 3.8 1.30 (0.18, 1.82) 0.8
10 S3 3 R3 2 1.66 (0.54,146) 24 1.39 (0.71, 1.29) 24
10 S3 3 R3 3 0.142 0.390 1.00 (0.54,1.46) 0.1 1.01 (0.63, 1.37) 0.1
10 S3 3 R3 4 -0.142* 0.82 (0.54,146) 0.7 0.97 (0.62, 1.38) -0.1
1 Al 4 R4 1 0.41 (0.54,146) -3 0.85 (0.25, 1.75) 0.3
1Al 4 R4 2 -1.044 0.447 1.11 (0.54,146) 05 1.09 (0.68, 1.32) 0.6
1 Al 4 R4 3 0.643 0.495 0.92 (0.54,146) 0.3 0.98 (0.58, 1.42) -0.0
1 Al 4 R4 4 0.402* 0.89 (0.54,146) 04 0.96 (0.64, 1.36) 0.2
2 A2 4 R4 1 3.35 (0.54,146) 6.4 1.30 (0.00, 2.14) 0.7
2 A2 4 R4 2 -1.718 0.506 0.69 (0.54,146) 14 0.84 (0.67, 1.33) 0.9
2 A2 4 R4 3 0.093 0.440 0.93 (0.54,1.46) 0.2 0.96 (0.86, 1.14) 0.6
2 A2 4 R4 4 1.625* 1.06 (0.54,146) 0.3 1.06 (0.60, 1.40) 0.4
3 A3 4 R4 1 0.34 (0.54,146) -38 0.91 (0.00, 2.26) 0.1
3 A3 4 R4 2 -1.531 0.562 0.87 (0.54,1.46) 05 0.91 (0.54, 1.46) 0.3
3 A3 4 R4 3 -0.467 0.474 0.89 (0.54,1.46) 04 0.90 (0.87,1.13) 1.6
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3 A3 4 R4 4 1.997* 0.59 (0.54,146) 2.0 0.79 (0.58, 1.42) -1.0
4 A4 4 R4 1 078 (0.54,1.46) 0.9 1.71 (0.00, 2.29) 1.1
4 A4 4 R4 2 -0.643 0.616 1.28 (054,146) 1.2 1.06 (0.29,1.71) 03
4 A4 4 R4 3 0.061 0.624 0.74 (0.54,146) 11 0.87 (0.63, 1.37) 0.7
4 M 4 R4 4 0.581* 0.65 (0.54,1.46) 1.7 0.76 (0.68, 1.32) 1.6
5 A5 4 R4 2 2.25 (0.54,146) 4.0 0.97 (0.06, 1.94) 0.1
5 A5 4 R4 3 -1.179 0.363 0.98 (0.54,146) 0.0 0.99 (0.81,1.19) -0.1
5 A5 4 R4 4 1.179* 0.97 (0.54,1.46) 0.0 1.03 (0.73, 1.27) 03
6 A6 4 R4 1 1.98 (0.54,146) 3.3 3.75 (0.00, 2.80) 2.1
6 A6 4 R4 2 -3.146 0.558 1.21 (0.54,146) 0.9 1.12 (0.71, 1.29) 08
6 A6 4 R4 3 1.261 0.433 0.87 (0.54,1.46) 05 0.92 (0.68, 1.32) 0.4
6 A6 4 R4 4 1.886* 0.28 (0.54,146) -43 0.55 (0.39, 1.61) 1.6
7 AT 4 R4 1 0.28 (0.54,1.46) -44 2.49 (0.00, 4.15) 1.2
7 AT 4 R4 2 -3.445 0.614 1.30 (0.54,146) 1.2 1.06 (0.71, 1.29) 05
7 AT 4 R4 3 0.808 0418 0.90 (0.54,146) 04 0.92 (0.86, 1.14) 1.1
7 AT 4 R4 4 2.637* 1.42 (0.54,146) 1.7 1.07 (0.4, 1.56) 03
8 S1 4 R4 1 0.18 (0.54,146) 55 1.10 (0.00, 3.08) 0.4
8 S1 4 R4 2 -1.880 0.647 0.65 (054,146) 16 0.90 (0.45, 1.55) 03
8 S1__4 R4 3 -0.627 0.496 0.95 (0.54,1.46) _ -0.1 0.95 (0.79, 1.21) 0.4
8 S1 4 R4 4 2.507* 075 (0.54,146) 1.1 0.92 (0.48, 1.52) -0.2
9 S2 4 R4 1 0.38 (0.54,1.46) -34 0.54 (0.57, 1.43) 25
9 S2 4 R4 2 0.113 0.391 0.92 (0.54,1.46) 0.3 0.96 (0.62, 1.38) -0.1
9 S2 4 R4 3 0.113* 0.88 (0.54,146) 05 0.91 (0.71,1.29) 0.6
10 S3 4 R4 1 0.30 (0.54,1.46) 4.2 0.65 (0.00, 2.29) 0.4
10 S3 4 R4 2 2218 0.567 1.09 (0.54,146) 0.4 1.03 (0.72, 1.28) 0.2
10 S3 4 R4 3 -0.226 0.406 1.04 (0.54,146) 0.2 1.05 (0.83,1.17) 0.6
10 S3 4 R4 4 2.445% 0.51 (0.54,1.46) 25 0.98 (0.17, 1.83) 0.1
1 A5 R, 0 3.32 (0.54,146) 6.3 1.29 (0.00, 2.01) 07
1 A 5 Rb5 1 -1.496 0.668 0.52 (0.54,146) 24 0.89 (0.40, 1.60) 03
1 Al 5 R5 2 -0.874 0.579 1.01 (0.54,1.46) 0.1 1.02 (0.63, 1.37) 0.1
1 A5 R5 3 -0.398 0.442 0.87 (0.54,146) 05 0.92 (0.76, 1.24) 0.6
1 A 5 R5 4 2.767* 6.14 (0.54,146) 107 1.45 (0.00, 2.04) 0.9
2 A2 5 RS 1 0.41 (0.54,1.46) -3.2 0.88 (0.00, 2.23) 0.0
2 A2 5 R5 2 2593 0.555 0.92 (0.54,146) 03 0.95 (0.77,1.23) 0.4
2 A2 5 R5 3 0.129 0.400 0.93 (0.54,1.46) 0.2 0.96 (0.81, 1.19) 0.4
2 A2 5 R5 4 2.464* 073 (0.54,1.46) 1.2 1.09 (0.13, 1.87) 03
3 A3 5 R5 1 0.51 (0.54,146) 25 0.93 (0.07, 1.93) -0.0
3 A3 5 R5 2 1.572 0.523 0.88 (0.54,1.46) 04 0.98 (0.64, 1.36) -0.1
3 A3 5 R5 3 -0.564 0.437 0.99 (0.54,146) 0.0 1.01 (0.84, 1.16) 0.2
3 A3 5 R5 4 2.136* 0.54 (0.54,146) 2.3 0.90 (0.39, 1.61) 0.2
4 AA 5 R5 1 0.33 (0.54,1.46) -3.9 0.77 (0.18, 1.82) 0.5
4 M 5 R5 2 -0.310 0.547 0.94 (0.54,146) 0.2 1.02 (0.39, 1.61) 0.2
4 M 5 R5 3 -0.049 0.576 0.79 (0.54,146) 0.9 0.90 (0.63, 1.37) 05
4 M 5 R5 4 0.359* 0.56 (0.54,1.46) 2.2 0.66 (0.67, 1.33) 2.3
5 A5 5 R5 2 217 (0.54,146) 3.8 1.81 (0.06, 1.94) 1.5
5 A5 5 R5 3 -1.910 0.373 1.01 (0.54,146) 0.1 1.03 (0.72, 1.28) 0.2
5 A5 5 R5 4 1.910* 0.59 (0.54,1.46) 2.0 0.78 (0.61, 1.39) 1.1
6 A6 5 R5 1 0.14 (0.54,146) 6.0 0.90 (0.00, 2.96) 0.2
6 A6 5 R5 2 -3.732 0.771 0.82 (0.54,1.46) 0.7 0.83 (0.75, 1.25) 1.4
6 A6 5 R5 3 0.362 0.401 0.81 (0.54,1.46) 0.8 0.84 (0.76, 1.24) 1.4
6 A6 5 R5 4 3.370* 0.39 (0.54,146) -33 0.92 (0.00, 2.69) 0.2
7 A7 5 R5 0 0.06 (0.54,1.46) 76 0.25 (0.00, 2.20) 1.6
7 AT 5 R5 1 -0.534 0.855 0.52 (0.54,146) 24 0.98 (0.00, 2.17) 0.2
7 A7 5 R5 2 -1.811 0.776 0.92 (0.54,146) 03 0.99 (0.75, 1.25) -0.1
7 A7 5 R5 3 0.658 0.433 1.04 (0.54,146) 0.2 1.06 (0.77,1.23) 05
7 AT 5 R5 4 1.688* 0.59 (0.54,146) 2.0 0.92 (0.52, 1.48) 0.2
8 S1__5 R5 1 0.89 (0.54,146) 04 1.77 (0.00, 3.42) 0.9
8 S1__5 R5 2 -2.846 0.830 0.92 (0.54,1.46) 0.3 1.03 (0.57, 1.43) 0.2
8 S1__5 R5 3 -0.861 0.449 0.96 (0.54,1.46)  -0.1 1.01 (0.64, 1.36) 0.1
8 S1__5 R5 4 3.707* 0.92 (0.54,1.46) 0.3 0.75 (0.00, 2.45) -0.1
9 S2 5 R5 1 0.71 (0.54,1.46) 1.3 1.49 (0.00, 2.25) 0.9
9 S2 5 R5 2 -2.866 0.568 1.09 (0.54,146) 04 1.06 (0.78,1.22) 0.6
9 S2 5 R5 3 0.717 0411 0.88 (0.54,1.46) 05 0.95 (0.71, 1.29) 0.3
9 S2 5 R5 4 2.148* 0.21 (0.54,1.46) 5.1 0.49 (0.00, 2.09) -1.0
10 S3 5 R5 1 0.29 (0.54,1.46) 4.2 0.52 (0.00, 2.14) 0.8
10 S3 5 R5 2 -2.992 0.555 0.75 (0.54,1.46) 1.1 0.78 (0.69, 1.31) 1.5
10 S3 5 R5 3 1.248 0.462 0.70 (0.54,146) 14 0.86 (0.52, 1.48) 05
10 S3 5 R5 4 1.744* 0.69 (0.54,146) 14 1.48 (0.00, 2.19) 0.9
1 Al 6 R6__0O 0.25 (0.54,1.46) 46 0.68 (0.17, 1.83) 0.7
1 Al 6 R6 1 -1.118 0.573 0.80 (0.54,1.46) 08 0.99 (0.50, 1.50) 0.0
1 A6 R6 2 -0.082 0.593 1.23 (0.54,146) 1.0 1.08 (0.4, 1.56) 04
1 Al 6 R6 3 -0.469 0.508 0.94 (0.54,1.46) 0.2 1.01 (0.81, 1.19) 0.1
1 Al 6 R6 4 1.670* 3.96 (0.54,146) 7.5 1.66 (0.51, 1.49) 23
2 A2 6 R6 1 0.09 (0.54,1.46) 6.9 0.38 (0.00, 2.32) -1.0
2 A2 6 R6 2 -2.492 0.542 0.97 (0.54,1.46) 0.0 1.01 (0.75, 1.25) 0.1
2 A2 6 R6 3 0.209 0.405 1.02 (0.54,146) 0.2 1.04 (0.84, 1.16) 05
2 A2 6 R6 4 2.282 1.00 (0.54,1.46) 0.1 1.23 (0.32, 1.68) 0.7
3 A3 6 R6 1 043 (0.54,1.46)  -3.1 0.74 (0.00, 2.08) 0.3
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3 A3 6 R6 2 -1.464 0.564 1.10 (0.54,1.46) 0.5 1.06 (0.53, 1.47) 03
3 A3 6 R6 3 0.790 0.468 1.03 (0.54,1.46) 0.2 1.04 (0.81, 1.19) 04
3 A3 6 R6 4 2.254* 0.66 (0.54,1.46) 1.6 0.96 (0.4, 1.56) -0.1
4 A 6 R6 1 0.49 (0.54,1.46) 2.6 1.13 (0.00, 2.06) 04
4 A 6 R6 2 0.816 0.534 1.01 (0.54,1.46) 0.1 1.08 (0.49, 1.51) 0.4
4 A 6 R6 3 0.293 0.549 0.78 (0.54,1.46)  -0.9 0.89 (0.63, 1.37) -05
4 A 6 R6 4 0.523* 0.57 (0.54,1.46)  -2.1 0.67 (0.68, 1.32) 2.2
5 A5 6 R6 2 2.30 (0.54,1.46) 4.2 1.35 (0.19, 1.81) 0.9
5 A5 6 R6 3 -1.259 0.355 1.03 (0.54,1.46) 0.2 1.02 (0.83, 1.17) 03
5 A5 6 R6 4 1.259* 0.95 (0.54,1.46)  -0.1 1.02 (0.71, 1.29) 0.2
6 A6 6 R6 1 0.78 (0.54,1.46)  -0.9 1.45 (0.00, 2.60) 08
6 A6 6 R6 2 3477 0.602 1.03 (0.54,1.46) 0.2 0.97 (0.75, 1.25) 0.2
6 A6 6 R6 3 0.687 0.408 1.11 (0.54,1.46) 0.5 0.97 (0.76, 1.24) 0.2
6 A6 6 R6 4 2.490 0.30 (0.54,1.46)  -4.1 0.71 (0.06, 1.94) 0.5
7 A7 6 R6 0 0.06 (0.54,1.46) -7.7 0.40 (0.00, 2.47) 0.8
7 A7 6 R6 1 -1.326 0.785 0.58 (0.54,1.46) 2.0 1.06 (0.13,1.87) 03
7 A7 6 R6 2 -0.816 0.701 1.76 (0.54,1.46) 2.7 1.09 (0.59, 1.41) 0.5
7 A7 6 R6 3 -0.061 0.462 0.97 (0.54,1.46)  -0.0 1.01 (0.87, 1.13) 0.1
7 A7 6 R6 4 2.203* 0.70 (0.54,1.46) 1.4 1.04 (0.51, 1.49) 03
8 Si 6 R6 2 2.65 (0.54,1.46) 5.0 3.55 (0.00, 2.26) 2.7
8 si 6 R6 3 2382 0.419 1.27 (0.54,1.46) 1.1 1.16 (0.56, 1.44) 0.7
8 st 6 R6 4 2.382* 0.28 (0.54,1.46) -4.3 0.39 (0.46, 1.54) 2.8
9 S2 6 R6 1 0.57 (0.54,1.46)  -2.1 1.37 (0.00, 3.19) 0.7
9 S2 6 R6 2 -3.590 0.772 1.18 (0.54,1.46) 0.8 1.14 (0.78,1.22) 1.2
9 S2 6 R6 3 0.455 0.391 1.10 (0.54,1.46) 0.5 1.09 (0.79, 1.21) 0.8
9 S2 6 R6 4 3.135% 0.30 (0.54,1.46)  -4.1 0.73 (0.00, 2.52) -0.1
10 S3 6 R6 1 0.41 (0.54,1.46) -3.2 0.57 (0.00, 2.04) 0.8
10 S3 6 R6 2 2.343 0.531 0.96 (0.54,1.46)  -0.1 0.96 (0.81, 1.19) 0.4
10 S3 6 R6 3 0.099 0.396 1.02 (0.54,1.46) 0.2 1.02 (0.81, 1.19) 0.2
10 S3 6 R6 4 2.243 3.52 (0.54,1.46) 6.7 1.47 (0.03, 1.97) 1.0
1AM 7 R 0 1.91 (0.54,1.46) 3.2 1.30 (0.22, 1.78) 0.8
1AM 7 RTY 1 -0.800 0.587 2.32 (0.54,1.46) 4.2 1.10 (0.39, 1.61) 0.4
1 A7 R 2 0933 0.547 1.16 (0.54,1.46) 0.7 0.97 (0.75, 1.25) 0.2
1AM 7 R 3 0.951 0.495 1.07 (0.54,1.46) 0.4 1.02 (0.53, 1.47) 0.2
1 A7 RI__ 4 0.781* 0.61 (0.54,1.46) 1.8 0.96 (0.56, 1.44) -0.1
2 A2 7 R 0 8.38 (0.54,1.46) 132 2.48 (0.00, 2.02) 2.2
2 A2 7 R7 1 0335 0.835 0.73 (0.54,1.46) 1.2 1.01 (0.00, 2.18) 0.2
2 A2 7 R 2 1.972 0.774 0.93 (0.54,1.46)  -0.2 0.92 (0.76, 1.24) 0.6
2 A2 7 R 3 0.414 0.421 0.79 (0.54,1.46)  -0.9 0.86 (0.79, 1.21) 1.3
2 A2 7 RT__ 4 1.893* 0.31 (0.54,1.46) -4.0 0.59 (0.42, 1.58) 1.5
3 A3 7 R 0 2.23 (0.54,1.46) 4.0 2.38 (0.00, 3.58) 1.2
3 A3 7 R 1 -3.196 0.897 1.00 (0.54,1.46) 0.1 1.11 (0.46, 1.54) 0.5
3 A3 7 R 2 0.776 0.531 0.97 (0.54,1.46)  -0.1 0.97 (0.78, 1.22) 0.2
3 A3 7 R 3 0.463 0.423 0.83 (0.54,1.46)  -0.7 0.89 (0.74, 1.26) 0.9
3 A3 7 RI_ 4 3.510* 0.20 (0.54,1.46) 5.2 0.62 (0.00, 2.42) 0.4
4 A 7 R7 1 0.39 (0.54,1.46) -3.4 0.93 (0.06, 1.94) 0.0
4 A 7 R7 2 -0.209 0.594 1.15 (0.54,1.46) 0.7 1.04 (0.28,1.72) 0.2
4 A 7 R7 3 0172 0.618 0.75 (0.54,1.46) 1.1 0.88 (0.63, 1.37) 0.6
4 A 7 RT__4 0.381* 0.62 (0.54,1.46) 1.8 0.73 (0.68, 1.32) 1.8
5 A5 7 RTY 1 1.62 (0.54,1.46) 2.3 1.00 (0.33, 1.67) 0.1
5 A5 7 R 2 0.508 0.643 0.74 (0.54,1.46) 1.1 1.00 (0.09, 1.91) 0.2
5 A5 7 R 3 -0.382 0.703 0.74 (0.54,1.46) 1.2 0.90 (0.51, 1.49) 0.3
5 A5 7 R7I_ 4 -0.126* 4.16 (0.54,1.46) 7.8 117 (0.65, 1.35) 0.9
6 A6 7 R 1 0.20 (0.54,1.46) 5.2 0.69 (0.00, 2.20) 0.4
6 A6 7 RT7 2 -2.646 0.520 0.86 (0.54,1.46) 0.5 0.88 (0.76, 1.24) 1.0
6 A6 7 RT7 3 0.669 0.413 0.93 (0.54,1.46) -0.2 0.96 (0.75, 1.25) 0.3
6 A6 7 RI_ 4 1.977* 0.34 (0.54,1.46) -3.8 0.74 (0.29, 1.71) 0.7
7 AT 7 R 1 4.06 (0.54,1.46) 7.7 3.48 (0.00, 2.68) 2.1
7 A7 7 R 2 -2.605 0.536 1.65 (0.54,1.46) 2.4 1.31 (0.73,1.27) 2.1
7 AT 7 R 3 0.635 0.419 0.99 (0.54,1.46) 0.0 1.01 (0.83, 1.17) 0.1
7 AT 7 RT___ 4 1.969* 0.44 (0.54,1.46)  -3.0 0.67 (0.52, 1.48) 1.4
8 Si 7 R7 1 0.24 (0.54,1.46) 4.7 0.54 (0.23, 1.77) 1.3
8 St 7 R7 2 -0.329 0.555 1.21 (0.54,1.46) 0.9 1.04 (0.36, 1.64) 0.2
8 St 7 _R7 3 0.704 0.538 1.04 (0.54,1.46) 0.3 1.04 (0.85, 1.15) 05
8 st 7 R7T__ 4 1.033* 2.46 (0.54,1.46) 45 1.28 (0.70, 1.30) 1.7
9 S2 7 R 1 0.74 (0.54,1.46) 1.1 1.02 (0.41, 1.59) 0.1
9 Ss2 7 R 2 1526 0.353 0.90 (0.54,1.46) -0.3 0.91 (0.79, 1.21) -0.9
9 Ss2 7 R 3 1,526 0.45 (0.54,1.46) 2.9 0.64 (0.54, 1.46) 1.7
10 S3 7 RTY 1 0.65 (0.54,1.46) 1.6 0.83 (0.40, 1.60) 0.5
10 S3 7 R7 2 1.770 0.367 0.96 (0.54,1.46)  -0.1 0.98 (0.72, 1.28) -0.1
10 S3 7 R7 3 1.770* 0.65 (0.54,1.46) 1.6 0.98 (0.41, 1.59) 0.0
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Turkceyi Yabanci Dil Olarak Ogrenen Ogrencilerin Akademik
Yazma Sorunlari: Ogrenci Goriigleri Uzerinden Bir Arastirma
0z

Akademik yazma, dilde Ust duzey yetkinlik gerektirmekte ve o6zellikle hedef dilin
konusuldugu (lkede egitim almak amaciyla dil 6grenenler igin hayati bir énem
tasimaktadir. Akademik yazma hem dilin etkili ve hatasiz kullanimini gerektirmesi hem
de diger yazi tirlerine gére cok daha gesitli stireci iginde barindirmasi sebebiyle olduk¢a
zorlu bir beceri alanidir. Nitekim Tiirkgeyi yabanci dil olarak égrenenlerin gogunlugu, en
¢ok zorlandiklar dilsel faaliyetin akademik yazma oldugunu belirtmektedir. Konuyla ilgili
akademik calismalarin tamami; égrencilerin akademik yazmada oldukga zorlandiklarini
ve yeterli dizeyde gelisme kaydedemediklerini ifade etmektedir. Bu calismada
Ogrencilerin gorisleri Gzerinden s6z konusu zorlugun gerekgelerinin tespit edilmesi
hedeflenmistir. Arastirma kapsaminda, yabanci dil olarak Tirkge 6grenen dgrencilerin
akademik yazma becerilerinin yeterli diizeyde gelismemesinin sebepleri TOMER’lerden
mezun olmus ve Turkiye’de egitimlerine devam eden lisans ve lisansUsti 6grencilerinin
gorusleri Uzerinden belirlenmeye cgalisiimistir. Nitel arastirma yontemlerinden durum
galismasi kullanilan bu galismada veriler, yari-yapilandiriimis gérismeler araciliiyla
toplanmigti.  Buradan hareketle akademik yazma sorunlari 5 ana tema altinda
siniflandirimistir: akademik Tiurkge derslerine erisimle ilgili sorunlar, 6gretimle ilgili
sorunlar, akademik yazma becerisiyle ilgili sorunlar, 6grenci kaynakl sorunlar, égretici
kaynakl sorunlar. Ayrica dgrencilerin bu sorunlara yénelik kendi tecribe ve gézlemleri
sonucunda belirledikleri ¢ézim 6nerileri de calismaya dahil edilmistir. Bu arastirmanin,
alanyazinda ittifak edilen bir konuya iliskin farkli bir perspektif sagdlayabilecegi
dasundlmektedir.

Anahtar Kelimeler: Yabanci dil olarak Tiirkge, dil beceri alanlari, yazma, akademik
yazma, akademik yazma zorluklari.

Academic Writing Problems of Students Learning Turkish as a
Foreign Language: A Study On Students’ Opinions

Abstract

Academic writing requires a high level of proficiency in the language and is especially
vital for those learning the target language for educational purposes. Academic writing
requires effective and error-free use of the language and involves a much more diverse
process than other types of writing. The majority of students learning Turkish as a foreign
language define academic writing as the most difficult language skill. This study aims to
determine the reasons for academic writing difficulties through the views of students.
Within the scope of the research, the reasons for the inadequate development of the
academic writing skills of students learning Turkish as a foreign language were tried to
be determined through the opinions of undergraduate and graduate students who
learned Turkish at TOMER and are currently continuing their education in Tirkiye. In this
study, which uses a case study method from qualitative research methods, data were
collected through semi-structured interviews. Based on the interviews, academic writing
problems were categorized under 5 themes: problems related to access to academic
Turkish courses, problems related to teaching, problems related to academic writing
skills, student-based problems, instructor-based problems. Solution suggestions for
academic writing problems determined by students as a result of their own experiences
and observations were also included in the study.

Keywords: Turkish as a foreign language, language skills, writing, academic writing,
academic writing difficulties.

Cifi, A. H.-Temizyurek, F. (2024). Turkgeyi yabanci dil olarak 6grenen 6grencilerin akademik yazma sorunlari: 6grenci gorusleri
Uizerinden bir arastirma. Ictimaiyat, Turk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisl, ss. 17-37. DOI:
https://doi.org/10.33709/ictimaiyat.1532121.
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1. Girig

Dort temel dil becerisinden biri olan yazma, Uretici bir beceri alani olup dilde yetkinligin
goOstergelerinden biri olarak kabul edilmektedir. Yazma hem ana dilde hem de yabanci dilde
kazanilmasi en zor becerilerden biri olarak gérilmekte ve bunun psikolojik dilbilimsel ve bilissel
problemlerden kaynaklanabilecegi belirtimektedir. (Barkaoui, 2007; Byrne, 1993). Bu durum,
yabanci dil olarak Tirkge 6gretimi alaninda da benzerlik géstermektedir. Acik (2008), Tirkce
Ogretimi Uygulama ve Arastrma Merkezlerinde (TOMER) Tirkce 6grenen yabanci
dgrencilerin en zorlandigi dil beceri alaninin %40 oranla yazma oldugunu tespit etmistir.

Yazmaya dahil bir alt beceri alani olarak kargsimiza ¢ikan akademik yazma; kendine 6zgu kural
ve uygulamalar olan, dislncelerin referanslarla desteklenmesini, belirli bir diizene uygun
sekilde organize edilmesini ve dilin yapisal kurallarina bagh kalinarak aktariimasini iceren 6zel
bir yazi tirinu ifade etmektedir (Bowker, 2007). Akademik yazma, yazmanin diger turlerinden
cesitli acilardan farklilasan ve dilde Ust dizey bir yetkinlik gerektiren bir alandir. Akademik
yazilar en temelde genel bir arastirmanin sonucu olarak ortaya ¢ikmalari bakimindan diger yaz
tirlerinden ayrilmaktadir (Kardas, 2022). Al-Mansour da (2015), akademik yazmayi
digerlerinden ayiran 6zellikler Gzerinde durmustur. Distncelerin bilgi, kanit, deney, gézlem,
referans gibi subjektif olmayan 6gelerle desteklenerek sunulmasi, metnin hem icerik hem de
bicim acisindan resmi kurallara uygun sekilde yapilandiriimasi, cesitli kelime ve ifade
tdrlerinden kaginilarak tlre uygun kelime ve gramer yapilarinin tercih edilmesi bunlardan
bazilandir.

2. Literatiir

Akademik yazma, hem bilgiyi géstermeyi hem de dislinme, yorumlama ve sunma
becerilerindeki yeterliligi ortaya koymayi gerektirir yani bir akademik yaz asla sadece yazma
kismindan ibaret degildir (Irvin, 2010). Akademik yazmada amag yalnizca diglincelerin dogru
bir sekilde karglya aktarilmasini saglamak, temel iletisimi strdirmek ya da kendini basit¢ce
anlatmak degildir. Akademik yazma; tanimlama, aciklama, fikirleri organize ederek sunma,
tartisma, referans gésterme gibi ¢ok cesitli bilissel ve Ustbilissel aktiviteyi gerektirmektedir. Ayni
zamanda kelime ve cumle yapisindaki gesitliligin, dilbilgisi kurallarina uygunlugun farkl yazi
tirlerine goére ¢ok daha énemli goérildigu bir faaliyet alanidir. Bunlardan hareketle, akademik
yazinin, hem bir diger Uretici beceri alani olan konusmaya hem de diger yaz tirlerine gore
hatayi daha az tolere eden bir dil kullanim alanini olusturdugu séylenebilir.

Pek ¢ok 6grenci, akademik metinleri kabul edilebilir bir formda yazmanin oldukga zor oldugunu
diistinmektedir (Paltridge, 2004). ikinci bir dilde akademik yazma sdz konusu oldugunda bu
zorlugun daha da artmasi kacinilmazdir. Bu baglamda &grencilerin gérevi, hedef dilde
yetkinlesmekten fazlasidir. Dong’a goére (1997), &6grencilerin disiplinlere goére siklikla
degisiklikler gdsteren yeni bir akademik kurallar setini 6grenmeleri ve bunu uygulayabilmeleri
gerekmektedir (akt. Alhojailan, 2015). Ayni zamanda yazinin amaci ve hedef kitlesi de yazma
baglamina gore farklilik gdsterecektir. Ana dil ve hedef dillerindeki akademik yazma
beklentilerinin farklilagmasi, dgrencilerin karsilastiklar zorluklari artirmaktadir.

Yabanci dil olarak Turkce 6gretiminde genelde akademik dil 6zelde akademik yazma ile ilgili
yapilan ¢ok sayida ¢alisma 6grencilerin yasadigi zorluklari ve bu alandaki yetersizligi ortaya
koymaktadir. Konuyla ilgili ¢esitli galismalarda; égrencilerin akademik dil kullanarak bir metin
olusturmakta gucluk cektikleri, en ¢ok akademik yazma becerisinde zorlandiklari, akademik
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yazmada paragraflar arasi biresim yapma konusunda gugclik cektikleri ve akademik yazma
egitimine ihtiyag duyduklar tespit edilmistir (Demir, 2017; Hasirci Aksoy, 2021; Seyedi, 2019).

Tok (2012); 6grencilerin baslik, sayfa diizeni, kelime secimi, cimle yapilari, paragraf yapisi,
metin planlamasi, metin tutarliigi gibi konularda sorun yasadiklarini ve akademik yazma
egitimine ihtiya¢c duyduklarini belirtmistir. Konyar ve Yilmaz'in (2021) akademik Turkge igin
icerik hazirlanmasina yonelik yaptiklari galigmada, akademik yazma alaninda yabanci dil olarak
Tirkce 06grenen ogrencilerin temel dizey yazma gorevlerinde dahi kendilerini yeterli
hissetmedikleri tespit edilmistir. Azizoglu ve arkadaslan (2019) konuyla ilgili yaptiklar bir
calismada; yabanci dil olarak Tirkce 6grenen dgrencilerin akademik yazma egitimi sirasinda
farkl sorunlarla karsilastigini belirtmis ve bunlan 6gretim elemanlarindan aldiklari géruslere
dayanarak o6grencilerden kaynaklanan sorunlar, ders kitabi ve materyalden kaynaklanan
sorunlar ve 6lgcme ve de@erlendirme sisteminden kaynakl sorunlar olarak siniflandirmiglardir.

Akademik yazma 6zellikle hedef dilin konusuldugu llkede egditim almak amaciyla dil 6grenen
6grenciler icin hayati bir dil becerisi olarak gérilmektedir. Yapilan arastirmalar, yabanci dil
olarak Tirkce o6grenen ogrencilerin bu alanda zorlandigini ve yeterli diizeyde ilerleme
kaydedemediklerini ortaya koymaktadir. Spesifik olarak akademik yazma becerisine odaklanan
arastirmalar genellikle 6grencilerle yurutilen anket ¢alismalari, 6grencilerin yazih Grinleri ve
Ogretim elemanlarinin gorusleri etrafinda sekillenmigtir. Bu calismada, akademik yazma
becerisi alaninda yasanan s6z konusu sorunlarin ve gugliklerin bu durumu bizatihi
deneyimleyen 6grencilerin ayrinti gérisleri merkeze alinarak incelenmesi hedeflenmektedir.

Arastirma kapsaminda, Tlurkce 6grenen dgrencilerin akademik yazma becerilerinin yeterli
diizeyde gelismemesinin sebepleri TOMER’lerden mezun olmus ve Tirkiye'de egitimlerine
devam eden lisans ve lisanslstl 6grencilerin gorisleri lzerinden belirlenmeye calisilacaktir.
Bu amac dogrultusunda arastirmanin problem cimlesi “Tlrkgeyi yabanci dil olarak 6égrenen
dgrencilerin akademik yazma becerilerinin yeterli dlizeyde gelismemesinin sebepleri nelerdir?”
olarak belirlenmistir. Bu ana problemden hareketle asagidaki sorulara yanit aranmaktadir:

e Ogrencilerin akademik yazma becerilerine iliskin gorisleri nelerdir?
o Ogrenciler akademik yazma alaninda hangi sorunlarla karsilasmaktadir?

e Ogrenciler akademik yazma alaninda Kkarsilastiklari sorunlari hangi sebeplerle
iliskilendirmektedir?

e Ogrencilerin akademik yazma basarisini artirmaya yonelik énerileri nelerdir?

3. Yontem
3.1. Arastirma Modeli

Bu ¢alismada, Tlrkgeyi yabanci dil olarak 6grenen dgrencilerin akademik yazma becerilerinin
yeterli dlizeyde gelismemesinin nedenlerini belirlemek amaciyla nitel arastirma yéntemlerinden
durum calismasi kullanilmigtir. Merriam (2015), durum ¢alismasini “sinirli bir sistemin
derinlemesine betimlenmesi ve incelenmesi” olarak tanimlamaktadir (s.40). Yin'e gdre (2002),
durum c¢aligmalar, Uzerinde degisiklik yapilamayan giincel vakalari incelemek icin kullanilabilir
ve Ozellikle "nasil" ve "nigin" sorularinin soruldugu bir arastirmada belirgin bir avantaja sahiptir.
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3.2. Calisma Grubu

Arastirma, TOMER’de Tiirkge 6grenmis ve halen daha Tiirkiye’de lisans veya lisansiistii
egitimine devam eden 8 0&grencinin katiimiyla gerceklestiriimistir.  Katilimcilarin
belirlenmesinde iki kriter géz éniinde bulundurulmustur: Tirkceyi TOMER’lerde 6grenmis
olmak ve hélen daha Turkiye’de lisans ya da lisansustu diizeyinde egitime devam ediyor olmak.
Bu sebeple amacgh drnekleme tirlerinden kartopu drnekleme ve olgut drnekleme tercih
edilmigtir. Kisisel bilgilerin korunmasi amaciyla katilimcilarin isimleri c¢alismaya dahil
edilmemistir. Calisma boyunca katiimcilardan K1, K2...K8 seklindeki kodlamalarla
bahsedilecektir.

Tablo 1: Katilimci listesi

Katilimci Kodu Egitim Duzeyi Fakulte/ Anabilim Dali Ulke

K1 Doktora TUrkgenin Yabanci Dil Olarak Irak
Ogretimi

K2 Lisans Molekuler Biyoloji ve Genetik Misir

K3 Doktora Fizik Irak

K4 Doktora Gazetecilik Kazakistan

K5 Doktora Mimarlk Irak

K6 Yiksek Lisans Tark Dili ve Edebiyati Urdiin

K7 Lisans Halkla iligkiler ve Tanitim Nijer

K8 Lisans Cagdas Turk Lehgeleri ve Kazakistan
Edebiyatlari

3.3. Veri Toplama Araclari

Arastirma verilerinin toplanmasinda gériisme tekniginden yararlaniimistir. Nitel ¢alismalarda
siklikla bagvurulan gérugmeler, 6zellikle gbzlemlenmesi mimkiin olmayan durumlari incelemek
ve insanlarin s6z konusu durumlari nasil yorumladigini 6grenmek icin kullanilabilir (Merriam,
2015). Bu galismanin verileri, yari yapilandiriimig goérisme formu araciigiyla toplanmigtir.
Goérusme formu icin 22 ana soru belirlenmigtir. Katiimcilara dair egitim duzeyi, ana dil gibi
farkllasan Ozellikler g6z 6ninde bulundurularak ek sorular planlanmigtir. Bunlar disinda;
cevaplarin yetersiz geldigi ya da sorularin katiimci tarafindan anlasilamadigi durumlarda daha
dogru, acik ve ayrintili cevaplara ulagsmak amaciyla sonda sorulari kullaniimigtir.

3.4. Verilerin Toplanmasi

Calisma verileri, yari yapilandiriimis gérismelerle toplanmistir. Gérlismeler internet lizerinden
goruntull olarak gergeklestiriimistir. Gorisme kapsaminda katiimcilara; temel dil ve akademik
dil becerileri, akademik yazma becerileri, akademik yazmayi 6grenme suregleri, bu sirecle ilgili
dustinceleri, akademik yazma konusunda yasadiklari sorunlar, bu sorunlari hangi sebeplerle
iliskilendirdikleri ve belirledikleri sorunlara yonelik ¢b6zim &nerileri hakkinda sorular
sorulmustur. Her bir gérigsme yaklasik 60 dakika surmistur. Goérusmeler katiimcilarin onayiyla
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kayit altna alhnmistir. Katiimcilarla yapilan goérismeler 1 aylk sire igerisinde
gerceklestiriimigtir. Gérismelerin tamamlanmasinin ardindan video kayitlari desifre edilerek
yaziya aktariimistir.

3.5. Verilerin Analizi

Aragtirma verilerinin g¢éziimlenmesinde igerik analizi kullanilmistir. icerik analizi, “belirli
kurallara dayal kodlamalarla bir metnin bazi sézciklerinin daha kigik icerik kategorileri ile
Ozetlendigi sistematik, yinelenebilir bir teknik” olarak tanimlanmaktadir (Blytk&ztirk vd., 2019,
s. 259). Calisma kapsaminda, kayda alinan gérismeler yaziya aktariimis ve katilimcilarin
cevaplarl arastirma sorularindan hareketle degerlendirilerek kodlanmistir. Bu kodlamalar
dogrultusunda temalar belirlenmistir. Gériigsme verileri, belirlenen ana ve alt temalar altinda
kategorize edilmistir.

3.6. Gecerlik ve Giivenirlik

Bu arastirmanin gecerlik ve guvenirligini saglamak igin aragtirmacilar tarafindan gesitli dnlemler
alinmistir. Oncelikle, aragtirmada kullanilan yari yapilandiriimig gériisme formuyla ilgili uzman
g6ristine basvurulmus; uzmanlardan alinan geri donisler dogrultusunda goriisme formu son
haline getirilmistir. Katihmcilarla yapilan goérismeler kayit altina alinmis ve bu kayitlar daha
sonra yaziya aktarilmigtir. Kodlamalarin tutarih@ini artirmak amaciyla arastirmacilar tarafindan
farkll zamanlarda kodlama iglemi tekrar edilerek ulasilan sonuglar karsilastiriimigtir. Temalarin
aclk, anlasilir, ayirt edici olmasina 6zen gdsterilmis; belirlenen temalar katilimcilardan yapilan
dogrudan alintilarla desteklenmistir. Temalarin belirlenmesinin ardindan tekrar uzman
gbrustine bagvurulmustur. Katilimcilarin Tadrkgeyi yabanci dil olarak 6égrenmis olmalarindan
dolayl olasl yanlis anlamalar ve veri kayiplarini énlemek amaciyla katiimcilarin verdikleri
yanitlar kendilerine teyit ettiriimis ve temalar Uzerinde katiimci kontrolii de saglanarak
gecerligin artinimasina katkida bulunulmustur.

4. Bulgular

Arastirmaya katilan 6grencilere, 6ncelikle akademik yazma durumlan ve akademik yazma
becerisine ybnelik tutumlari hakkinda gérisleri sorulmustur. Katiimcilarin tamami akademik
yazma ve akademik olmayan yazma becerileri arasinda ayrim yapmaktadir. Beceri alanlarini
zorluk derecelerine gore siralamalari istendiginde, 6grencilerin dilin akademik olup olmadigina
gére farkl siralamalar yaptiklari gériilmektedir. Ogrencilerin tamami akademik yazma
becerisinin zorlugu konusunda mutabiktir. Ogrencilerin cogunlugu, akademik dil kullanim
alanlarindan en ¢ok akademik yazma konusunda zorlandiklarini ifade etmislerdir.

Aragtirmaya katilan &grencilerin  tamami; bdlumlerine ilk basladiklarinda, daha 6nce
ongdéremedikleri sekilde zorlandiklarini, kendilerini ¢gok yetersiz hissettiklerini ve bu durumun
kendilerinde buyiik bir kaygi ve hayal kirikligina neden oldugunu ifade etmistir. Ornegin
égrencilerden biri, bélim derslerine ilk basladi§i zamanlar su sekilde anlatmaktadir: “ilk
haftalar aglamak tzereydim. (...) llk zamanlarda kendini hicbir sey bilmiyormus ve aptal bir
insan gibi diisiiniyorsun. ilk 6 ay benim icin ¢ok stresli gecti.” (K4)

Katilimcilarin ¢ogu, zaman iginde akademik yazma becerilerinin gelistigini belirtmekte ve
dersler icin akademik yazma gerektiren gorevlerin bu gelismedeki 6nemini vurgulamaktadir.

K2: Akademik yazmayi sonradan &grendik 6dev ve rapor yaza yaza. llk bagsladigim
zamanla su an arasinda ¢ok bliylik fark var. (...) Baska bir carem yoktu. Benim Tiirk
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arkadaslarim ilk dénemde hi¢c ders calismiyorlardl. Ben iki kati, iki katindan fazla
calisiyordum. Zorundaydim.

K4: Her hoca haftada bir kitap veriyordu okumak, ézet ¢cikarmak ve onunla ilgili konusmak
zorundaydin. (...) Ama simdi daha iyiyim tabii. Cldnkl cok okumaya ve yazmaya
bagladigim icin. Odevler yaziyoruz, konusuyoruz.

K8: Akademik yazmayi son yillarda ilerlettigimi diigiintiyorum. iki ii¢ sene énceki yazima
gére ilerledigimi disdndyorum. (...) Yazmayi glzel bir hadle getirmek sadece yazarak
oluyormus. UKDA’da hocalar bana gérev verirdi. llk basta zorlaniyordum &rneklere
bakarak yapmaya calisiyordum sonra yazdikga gelistigini fark ettim.

Arastirmaya katilan égrencilerin tamami, bélimlerine bagladiktan sonra agsamali olarak gelisme
kaydettiklerini bildirmekle birlikte akademik yazma gdrevlerini yaparken mutlaka dis bir
destekten vyararlandiklarini ifade etmislerdir. Ogrenciler en ¢ok teknolojiden ve akran
desteginden yararlandiklarini belirtmektedir. Ozellikle sinif icinde yapmadiklari ve anlik tiretimi
gerektirmeyen 6dev, rapor, makale gibi akademik yazma gdrevlerini yaparken tercime
sitelerini ana kaynak olarak kullanmaktadir.

Ogrencilerin alanlariyla ilgili akademik yazilari terciime sitelerini kullanarak ana dillerinden ya
da daha yetkin olduklari ikinci dillerinden Turkgeye cevirttikleri daha sonra bu geviri Uzerinde
degisiklikler yaparak yazdiklari gérulmektedir. Dil basarilar ¢gok yliksek olan 6grencilerin dahi
akademik yazilarini bu yontemle yazmasinin nedenleri arasinda, 6grencilerin kendi egitim
alanlanyla ilgili konularda Turkge bilgilerinin yetersiz olmasi yer almaktadir.

K1: Akademik yazmada TDK var onu kullaniyorum. Google terctime kullaniyorum sonra
en sonda bir kardesim var o Turkgeyi iyi biliyor onu artyorum.

K2: Tiirkce makale ya da &édev hazirlarken Ingilizce arama yapiyorum. ingilizceyi
Tiirkceye ceviriyorum sonra kontrol ediyorum ayni anlama geliyor mu diye. Geliyorsa
tamamdir.

K4: Cogunlukla ben sey yapiyorum kendi dilimde yaziyorum sonra Google’a terciime
ettiriyorum sonra redaktorliik yapiyorum. Yani editor olarak kendim bakiyorum. Yani
mantikli mi mantiksiz mi ¢linkl akademik olarak hizli diistinemiyorum. Hizli diisinsem bile
bazi kelimeleri akademik olarak kullanamiyorum.

K5: Internetten geviri yapiyorum. (...) Uzun ciimle oldugunda énce Ingilizce yaziyorum
sonra ceviriyorum boyle.

Katihmcilarin goérUslerinden hareketle; 6grencilerin akademik yazma becerilerinde cok
zorlandiklari, bélimlerine baglamadan dnce bu kadar zorlanacaklarini distiinmedikleri ve bunun
da etkisiyle akademik yazmaya kargi ¢cok buyik bir kaygl ve o6zglvensizlik geligtirdikleri
anlasiimaktadir. Ayni zamanda dgrencilerin bélimlerine basladiktan sonra hissettikleri intiyag
ve kayginin da getirdigi bir motivasyonla akademik yazmaya daha ¢ok 6nem verdigi ve zamanla
bu alanda gelisme gdsterdigi anlasiimaktadir. Bununla birlikte beceri ve tutumlarindaki
degisiklige ragmen dgrenciler, bu alanda kendilerini olduk¢a yetersiz hissettiklerini, akademik
yazma becerilerinin yeterli dizeyde gelismedigini halen daha c¢ok zorlandiklarini ifade
etmektedir. Ogrenciler akademik yazmadaki mevcut durumlarini birbirinden farkli sebeplerle
iliskilendirmigtir. Bu kisimda 6grencilerin goruslerinden hareketle belirlenen sorunlar 5 ana
tema ve 11 alt tema altinda kategorize edilmigtir.
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Tablo 2: Yabanci dil olarak Turkce 83renen égrencilerin akademik yazma sorunlari
Ana Temalar Alt Temalar

Akademik Turkge Derslerine Erigsimle -

ilgili Sorunlar
Ogretimle ilgili Sorunlar - igerik Sorunlari
- Zaman Sorunlari
- Materyal Sorunlari
- Sinif Ozellikleriyle ilgili Sorunlar
- Cevrimici (Online) Egitim
Akademik Yazma Becerisiyle ilgili - Akademik Yazma Gérevinin Dogasiyla ilgili Sorunlar
Sorunlar - Akademik Yazmaya Ayrilan Payla ilgili Sorunlar
Ogrenci Kaynakli Sorunlar - Ogrencilerin Temel Bilgi Eksikliklerinden Kaynaklanan
Sorunlar
- Ogrencilerin Akademik Yazmaya Yénelik Motivasyon
ve Farkindaliklariyla ilgili Sorunlar
Ogretici Kaynakli Sorunlar - Ogreticilerin Bilgilendirmesiyle Ilgili Sorunlar

- Ogretici Tutum ve Yaklasimlariyla ilgili Sorunlar

4.1. Akademik Tiirkce derslerine erigim ile ilgili sorunlar

Arastirmaya katilan 6grenciler, akademik yazma becerilerinin yeterli dizeyde gelismemesinin
nedenleri arasinda akademik Turkceye yonelik derslere kolay erisememelerini belirtmislerdir.
Erisimle ilgili bu problemin iki farkli yéni oldugu goérilmektedir. Bunlardan biri, Glkemizde
faaliyet gésteren TOMER’lerin tamaminda Akademik Tiirkge kurunun bulunmamasidir. Bu da
farkl sehirlerde 6grenim géren 6grenciler igin bu dersleri almayi zorlagtirmaktadir. Bu sorunu
deneyimleyen 6grencilerden biri sunlari sdylemektedir:

K2: Benim okudugum TOMER’de Akademik Tiirkce acilmamis ben 6yle bir kur oldugunu
ondan sonra 6grendim, aslinda hic bahsedilmemis. (...) Okulun ilk dénemindeyken
siniftaki yabanci arkadaslarima sormustum, siz bu akademik dili ne yaptiniz? Arkadasim
dedi ki ‘Ben Ankara’ya gittim. Ankara’da C2 olarak bir kurs aldim akademik igin (...)’ dedi.
TOMER’de C1’den sonra Akademik Tiirkce dersi yoktu, su anda da yok. Akademik bir
sey yok. (...) Ben boyle bir seyin oldugunu bilseydim gider alirdim ama burada olsaydi
tamamdir. illaki Ankara’ya gidip orada yurt meselesi, diizeni bozma meselesi, bu da zor
yani.

Erisimle ilgili yasanan diger sorun ise Akademik Tlrkce kurunun yalnizca belirli ddnemlerde
acllmasi ve bu dbénemlerin de 6grencilerin sartlarina her zaman uygun olmamasidir. Bu
durumda &égrencilerin temel egitimleri bittikten sonra kesintisiz bir sekilde akademik derslere
ge¢cmesi mumkin degildir. Bununla ilgili 6grencilerden birinin ifadeleri su sekildedir:

K3: Ben C1’i temmuzda bitirdim ama eyliile kadar evde oturuyorum, misaitim yani ama
Akademik Tiirkce almadim. Ne zaman Akademik Tiirk¢e bagladi (niversitedeki derslerim
de basladl. Benim dénemimde iki defa Akademik Tiirkgce actilar bir haziranda ikinci
eyliilde. (...) Bir ay Akademik Tiirkge aldik. ilk on bes giin uzaktan egitim aldim son on
bes gtin karigik. Hem (iniversitede okuyorum hem TOMER’de ders aliyorum. Genelde
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lniversiteye gittim ama TOMER’e gitmedim. Ayni zamanda hem TOMER hem dersler zor
benim igin.
Erisimle ilgili bahsedilen sorunlar cok yaygin olmamakla birlikte &gdrenciler icin ortak bir
problem olarak da goérilmemektedir. Nitekim konuyla ilgili ¢calismalar son yillarda oldukca
artmig; akademik Turkge egitimi hizll bir sekilde yayginlagarak tlkemizin tim sehirlerinde
okuyan 6grenciler igin cok daha kolay ulasilabilir bir héle gelmistir.

4.2. Ogretim ile ilgili sorunlar

Ogretim programiyla ilgili sorunlar hem A1-C1 kurlarindaki egitimi hem de bunlari takiben
gerceklesen Akademik Turkge egitimini kapsamaktadir. Aragtirmaya katilan 6grencilerin
dgretim programlarina yonelik elestirileri, yogunluklu olarak icerik ve zaman faktorleriyle ilgili
gorinmektedir.

4.2.1. icerik sorunlari

Arastirmaya katilan 6grenciler, Turkge &gretimlerinin  kendilerini akademik yazmaya
hazirlayacak sekilde olmadidini, bu nedenle de bilgilerini bu alana aktarmakta zorlandiklarini
ifade etmektedir. Ozellikle icerigin dengeli olmamasi, derslerin dilbilgisi agirlikli olmasi ve dilin
akademik kullanimiyla ilgili calisma yapmamis olmalar 6grencilerin elestirdigi noktalar
arasindadir.

K2: TOMERde akademik Tiirkce ve yazma konusunda egitim almadim. Almak ¢ok
isterdim ben de arkadaslarim da ilk yilda diyorduk ki keske akademiyle ilgili bir sey
gorseydik, hicbir sey yoktu gercekten.

K3: Hocalar dilbilgisi anlatiyorlar. Ama o climleyi nasil yapabilirisiniz ya da bir metni nasil
kuracagimizi hizli bir sekilde anlatiyorlar. Yabanci &grenciler icin yetmiyor. Nasil bir
climle ingsa ediyoruz, nasil metin insa ediyoruz onu ¢ok hizli bir sekilde anlattilar. Bir de
farkli farkli kelimeler kullanmadilar genellikle ayni kelimeler tekrar ettiler.

K4: Biz TOMER’de okudugumuz zaman Tiirkcemiz daha basitti ve derse girdigimizde cok
zorluk cektik. Cok kelimeleri bilmiyorduk, anlamiyorduk. llk kitabimi agtigimda ben hic
Tlirkce bilmiyormusum gibi geldi bana. Akademik Tlirkgce benim icin ¢cok zor oldu yani.
(...) Gramer zaten gramer Tiirk¢ce olsun Rusga olsun Kazakc¢a olsun éyle bir seyden
zorluk gekmiyorum ama stilistik- sekilsel anlamda akademik olarak dogru kuramiyorum.

K5: Akademik Tirkge egitimi tekrar gibiydi, A1’den C1’e kadar. Fazla yeni bir sey yoktu,
sadece tekrar. Hig 6nemli bir sey degildi. (...) Mesela bir ctimle var hangi kelime burada
daha iyi olur, daha cok béyle. Mesela bu metinde yanlis var, mesela blylik harf yok ya da
nokta yok. Béyle seyler.

4.2.2. Zaman sorunu

Akademik Turkge kuruna katilan égrencilerin tamami; Akademik Tirkge programinin suresini
oldukga yetersiz bulmakta ve zaman sorununun hedeflere ulagmalarindaki en &énemli
engellerden biri oldugunu sdylemektedir.

K1: TOMER deki akademik dil egitimi cok kisa. TOMER’de akademik dil kullanimiyla ilgili
yeterli bilgi verilmedi. Bu benim gériisiim, zaman az.
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K3: Bir ay Akademik Ttrkge icin yetmiyor bana gére. Cok az. Clinkl daha detay. Bizim
icin o yabanci bir dil. O ylizden daha uzun siirmeli.

K4: 6 hafta akademik dil icin cok az. En azindan 2-3 ay olmali diye dlglintiyorum. Ben
kbkeni Tirk olarak benim icin ¢cok zordu. Arap ve Afrikall arkadaglarim yani gecmis olsun
onlara. Onlar igin daha ¢ok zor.

K7: Akademik Tlirkge dersleri ¢ok faydall oldu. Hocalar ¢ok sey anlatti ama vakit az.
Yetmiyor.

4.2.3. Materyal Sorunu

Arastirmaya katilan 6grenciler, Akademik Tirkge programlarinda birbirinden oldukca farkli
materyaller kullandiklarini belirtmiglerdir. Ogrencilerin materyallerle ilgili belirttigi sebeplerden
bazilari materyalin 6gretim slirecinde etkili ve verimli kullanilamamasiyla ilgilidir. Bu da daha
dnce bahsedilen zaman sorunuyla i¢ ice gérilmektedir. Ogrenciler akademik yazmaya iliskin
¢ok az calisma vyaptiklarini, az sayida materyal kullandiklarini ve verilen materyalleri
tamamlayamadan egitimin sonuna geldiklerini belirtmiglerdir.

K1: TOMER’de béyle bir kitap verdiler: Akademik Yazma. Bu kitabi bize verdiler ama cok
blylik. Bu kitabi C1’den sonra verdiler. C1 bittikten sonra verdiler. Bu kitabi 1 ayda
bitirmek mimkdn degil, bir Tiirk bile bitiremez. Cok blyiik bir kitap. Kitap glizel ama
Zaman ¢ok az.

K3: Akademik Yazma kitabi vardl ama bitirmedik. Birkac konu sectik, o birkac konuyu
isledik. Yazma kitabi bana gére iyiydi ama dedigim gibi daha fazla zaman istedi.

K4: Akademik Tiirkce kitabi kullanmadik bize hocamiz makaleler getiriyordu. O bize
makale veriyordu o makale lizerinden c¢alisiyorduk.,

Kb5: Kitaplar hi¢ bitiremedik zaten vaktimiz yoktu. Kitap ¢ok, cok blylik ama vaktimiz cok
azdi, zaman yetmiyor.

K6: Akademik Tlirkgede sabit materyal yoktu. Hoca konu séyledi édev olarak onu yaptik.
Bence sabit bir materyal olmasi lazim. Mesela bazi 6grencilerin ihtiyaci olabilir bu
materyale. Ciinkl, énceden akademik Tiirkgce diye bir derse girdim, diye disiinliyorlar
ama hicbir materyal yok. Ben bir seyi unutsam nasil hatirlayacagim? Nasil tekrar o
kaynaga dénecegim? Bana bir kaynak gerek, mesela bir seylere tekrar bakmak istesem
o materyalin benim elimde olmasi lazim yani.

K7: Materyal konusunda, kitap konusunda eksikler var. Biz akademik Tlirkce derslerinde
bir kitap kullanmadik. Hocalar anlatti biz de not aldik sadece.

Ayrica bazi 6grenciler akademik Tlrkce ve akademik yazma sirasinda kullanilan materyallerin
kendi alanlarina yonelik olmamasini bir eksiklik olarak gérmekte ve akademik dil egitiminin
kendi alanlarina uygun yapilmasinin bolime bagladiklarinda daha iyi olacagini distinmektedir.

K3: Akademik Tlrkcede farkl farklh konular isledik, genel konular isledik. Benim
bélimdmle ilgili bir sey yoktu. Daha c¢esitli olmall. Kendi bélimdizle ilgili olsa bence daha
iyi olacak. (...) Eger yakin alanlarda &grenciler bir akademik yazma grubunda olsa daha
iyi olacak. Farkli konular zaten TOMER’de okuduk ama simdi akademik yazma benim
alanimda olmall.
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4.2.4. Sinif 6zellikleriyle ilgili sorunlar

Arastirmaya katilan 6grenciler akademik yazmanin gelismesi i¢in birebir ilginin ve yogun
calismanin énemini vurgulamakta ve sinif mevcutlarinin bu acidan olumsuz etki edebildigini
belirtmektedir:

K4: Ogrencilerin bir sinifta ¢ok oldugunu diisiiniyorum. Dil 8dretirken siniflar bu kadar
¢ok kalabalik olmamall. Akademik yazmada birebir iligki fayda saglayabilir.

K5: C2’den 6nce sinifta 12 6grenci vardi ama C2’de 4 sinif toplandi beraber bir sinif olduk.
Cok kalabalik oldu bu ytizden rahat hissetmedim. Kliclik sinif daha az 6grenci dil icin daha
iyi.
Ayrica TOMER siniflarindaki 6grenciler gesitli agilardan birbirlerinden farklilik géstermektedir.
Arastirmaya katilan 6égrenciler bazi farkliliklarin kendi akademik yazma becerilerinin gelisimine
negatif bir etki ettigini distinmektedir. Bazi katihmcilar, Tirk soylu 6grencilerin dili 8grenmede
basarili olduklarini ancak 6gretim slrecinde bu durum g6z 6ninde bulundurulmadigindan
sahip olduklari avantaji akademik yazma gibi st becerilere yansitamadiklarini ifade etmektedir:

K4: Biz TOMER’de cok sikiliyorduk. Ttirk kékenli insanlar icin baslarda Tiirkce bizim icin
kolay gibi geliyor. Arap arkadaslara zor olan seyler bizim icin cok kolay oluyor. Ogrencileri
de gruplara ayirmak daha iyi olabilir. Sonucta akademik dil daha iyi olabilir. Clnki
Tirkgesi daha kéti olanlarla kaldiginda onlarla beraber ilerlemek zorunda oluyorsun. (...)
Zor konular sonra geliyor. Bbyle olmasa belki zorlandigimiz konulara daha erken
gelecekler.

K8: Tirk soylular icin bazi seyleri anlamak daha kolay, diger 6grenciler igin zor oluyor
ama biz de onlari beklemek zorunda kaliyoruz. Malzeme konusunda da béyle. Malzeme
konusunda Tlirk soylular icin ayri bir Tiirkce kitabi ya da ayri bir akademik yazma kitabi
olmasi lazim.

4.2.5. Cevrimigi (online) egitim

Katiimcilar arasinda TOMER’deki ya da boélimdeki egitimleri siirecinde cevrimici egitim
dbénemine denk gelen tiim 6grenciler, cevrimici egitimin akademik yazma becerilerini olumsuz
etkiledigine inanmaktadir. Egitimin ve sinavlarin online yirGtildigli dénemlerde yazma
gbrevlerinde ¢eviri uygulamalari gibi dis destekten yararlanmalari ve akademik yazmaya
yonelik bir yénlendirmenin olmamasi bunun nedenlerindendir. Bu dénem her ne kadar su an
icin geride kalmis gorliinse de katilimcilarin uzaktan egitime 6zellikle vurgu yapmalari, daha
sonraki dénemlerde bu durumun g6z énlinde bulundurulmasi gerektigini gdstermektedir.

K2: Kovid déneminde Tiirkce kullanmadigim igin geri déndiigimde Tirkgcem ¢ok
kétaydd. (...) Hi¢ online egitim olmasin bdtin online mezun olan arkadaslarim da hi¢bir
sey bilmiyorlar.

K4: Kendim hakkinda konusayim biz tam karantina zamanina geldik ya o da bizi etkiledi
mart ayindan sonra online derse gectik. Ben hep Kazakistan’daydim. Bu da beni etkilemig
olabilir diye ddsiinliyorum.

K7: (...) Pandemi oldu. Uzaktan ders yaptik. O bizim icin ¢ok kéti oldu. Clnki hocalar
hatalari sonradan dtizeltiyor.
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4.3. Akademik yazma becerisiyle ilgi sorunlar

Katihimcilarin siklikla vurguladigi sorunlarin bazilari dogrudan akademik yazma becerisiyle
iliskilidir. Bunlar, akademik yazmanin dogasi geregi icerdigi zorluklar ve akademik yazmaya
ayrilan payin yetersizligi ile ilgili sorunlardir.

4.3.1. Akademik yazma becerisinin dogasiyla ilgili sorunlar

Katiimcilarin tamami akademik yazma ve akademik olmayan yazma gorevleri arasinda ayrim
yapmakta ve akademik yazmanin sahip oldugu kriterler nedeniyle ¢ok daha zor oldugunu
bildirmektedir. Ozellikle dil kurallarina uymanin daha énemli olmasi, daha uzun ve karmasik
cumle vyapilarinin gerekmesi, clUmlelerin birbirine baglanmasi &6grencilerin  zorlandig
alanlardandir.

K1: Normal yazma daha kolay. Clinkii gramer ¢cok énemli degil orada ama makale
yazarken énemli. (...) Akademik yazma hepsinden zor. Akademik yazmada climleler daha
karigik.

K3: Benim igin cimleleri baglamak zor geliyor. Tek tek ciimle oldugu zaman sorun yok
ama climleleri baglanti yapmak icin dil ekleri lazim, onlari nerede kullanabilirim? Uzun bir
ciimle yaptiim zaman zor oluyor. Ikincisi dodgru kelimeyi secme, o kelime ne zaman
dogru geliyor ne zaman kullanmallyim, bunu segmek zor geliyor.

K4: Ginlik kelimeler farkl bir de akademik kelimeler var. Onlari tam bilmedigim igin.
Mesela Google’a yaptirdigimda o daha iyi kelimeler bulabiliyor. Ben de evet bu kelime
akademik olarak daha iyi diye disiiniyorum. Ginliik yazarken éyle bir sey yok. (...) Eger
en ylksek 5 puan verirsek normal yazma becerim 4 olabilir ama akademik yazma 2.
Mesela glinliik yazmamiz ¢ok basit. Akademik bir seyler yazdigimizda basit degil
akademik olmasi gerekiyor ama &yle yazamiyorum maalesef.

K7: Akademik yazma en zor sey. Clnkl Tirkcede gramer zor. Akademik yazmada farkl
farkl gramer kullaniyorsun. Farkli ctimleler kullaniyorsun.

Ayrica d6grenciler akademik yazma icin yalnizca dille ilgili yeterli bilgiye sahip olmanin yeterli
olmadigini, bunun baska bilgiler gerektiren bir beceri oldugunu, ana dilde bile zor olabilen
akademik yazmanin yabanci bir dilde daha zorlayici hale geldigini ifade etmektedir. Ogrenciler
akademik yazmada, kaynaklardan bilgi toplama, 6zetleme gibi konularda zorluk yasadiklarini
sOylemektedir.

K4: Tlirkiye’'de referanslar biraz farkli onlari kullanmakta zorluk ¢cekiyorum. Sizde diger
yazarin fikrinin nerden baglayip nerden bittigi tam anlayamiyorum. Bunlari kullanmakta
zorluk gekiyorum. Nasil kullanmamiz gerektiginde. (...) Zaten akademik Tiirkge ¢ok zor
oldugu icin yani kendi dilinde bile makale yazmak ¢ok zor. Bundan da kaynaklaniyor.
Kendi dilinde zorluk ¢ektigin bir sey baska dilde yazmasi daha zor.

K3: Akademik yazmada en ¢ok 6zet yapmakta zorlaniyorum.

K6: Alinti yapmak, beni en ¢ok zorlayan. Clnkd bazen unutuyorum mesela cimleyi bagka
kaynaktan aldim ya da alinti koymadim o beni ¢ok zor bir durumda koyuyor.

K8: Akademik yazmada yaziya gecerken ¢ok zor oluyor, kafamda kurdugum gibi olmuyor.
Alan taramasi yapiyorsun, Kitaplardan, makalelerden bir seyler aktarmak istiyorsun, onlari
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nasil verecedim? Diiz yapistirmak olmuyor, degistirmek gerekiyor. iste bu konular beni
zorluyor.

4.3.2. Akademik yazmaya ayrilan payla ilgili sorunlar

Arastirmaya katillan &grenciler hem A1-C1 kur egitimlerinde hem de Akademik Tlrkce
dgretiminde akademik yazmaya yeterince yer ayriimadigini ve bunun negatif etkilerini ifade
etmektedir. Temel kur egitimlerinin genellikle dil bilgisi odakl oldugunu, bir metnin nasil
kurulacagina dair bilgi almadiklarini ve Akademik Tirkgce programinda da genellikle okuma
agirlikli bir egitim gérduklerini, akademik yazmaya 6zel olarak yeterince ¢alisma yapmadiklarini
belitmektedirler.

TOMER’deki temel egitimde akademik dile ve akademik yazmaya hig yer ayriimadigini séyleyen
katilimcilardan biri, bunun egitim amaciyla Tirkce 6grenen 6grenciler icin blylk bir sorun
oldugunu ifade etmektedir.

K2: Normal yazma hi¢ sikinti degil zaten bes kur aldim ama akademik yazmayla ilgili hicbir
sey yoktu. Oviinmek icin séylemek istemiyorum ama simdi aklima geldi. Ben bes kurun
lic tanesini sinifin birincisi olarak bitirdim. Ben iyi 6grenmisim, hizll 6grenmisim ama buna
ragmen cok zorlandim. Normal yazmayi arkadaslarimla, Tirk arkadaslarimla ya da ortak
dil Tiirkge oldugunda kullaniyoruz ama akademik yazma Syle degdil. Ben sadece akademik
olarak Tirkiye’ye gittigim icin benim icin daha faydall olacakti ama hi¢ gérmedik bunu.
Iste sikinti buydu ilk senemde.

Akademik Tirkce kuruna katilan égrenciler, bu program icerisinde akademik yazmaya agirlik
verilmemesinin bu becerilerinin gelismemesinde ve bdlime basladiklarinda yasadiklar
zorluklarda etkili oldugunu dusunmektedir. Ayrica bunun da etkisiyle yeterli dizeyde akademik
yazma galismasi yapmadiklarini vurgulamaktadirlar.

K3: Akademik yazma dersi daha fazla vermeliler. Ogretim programinda akademik
yazmaya ayrilan zaman az. Bence daha fazla olmall. Bazi dersler mesela yazma
ogrencilere gére zor o zaman daha fazla olmall.

K4: Tam olarak bize akademik yazma &grettiler diyemem. Akademikte biz coguniukla
yazma degil de kendi alanimizla alakali seyler 6grendik, kelimeler, basit makaleler.
Akademik yazmaya ¢ok agirlik verilmedigini disdntiyorum. (...) Akademik yazmaya daha
fazla zaman ayrilmall. Zaten zaman ¢ok yetersiz. Dedim ya bizim bir buguk aydi akademik
dil. O zamanda da yazmaktansa yeni kelimeler 6grendik daha ¢cok. Yazmamiz da olmus
olabilir ama cok degil.

K5: Odevler siniftan sonra oluyor. Sinifta yapinca vaktimiz yok, kontrol olmuyor. Mesela
yeni bir konuyu yazmaya nasil basliyoruz, nasil giris yapiyoruz, bunlar 6nemli. Bunlarda
o6gretmen goérevli. Mesela eve gidin yapin yarin ya da bagka giin derse tekrar getirin, o
zaman kontrol yapiyor. Sinifta veya evde sadece biz yaziyoruz, bilmiyorum bu nasil
faydall. Hocayla birlikte akademik yazma calismalari yapmamiz gerek.

4.4. Ogrenci kaynakl sorunlar

Katiimcilar, kendilerinden kaynaklanan sorunlarin da akademik yazma becerileri Uzerindeki
etkisini vurgulamaktadir. Bu sorunlar 6grencilerin dildeki temel bilgi eksiklikleriyle ve akademik
yazmaya yonelik motivasyon, biling ve farkindalik diizeyleriyle ilgili gérilmektedir.
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4.4.1. Ogrencilerin temel bilgi eksikliklerinden kaynaklanan sorunlar

Akademik yazma, dgrencilerin dile hakimiyetlerinin yiksek olmasini gerektiren ileri diizey bir
dil kullanim alanidir. Bu anlamda arastirmaya katilan 6grenciler, temel Tirkce egitimindeki
eksikliklerin akademik yazma becerilerine dogrudan etki ettigini ifade etmektedir. Ogrencilerin
sikint yasadigi konular akademik yazma s6z konusu oldugunda daha belirgin problemler olarak
g6ziukmektedir. Bunda, Tlrkgenin yapisi, 6grencilerin ana dilleriyle Turkce arasindaki farkhlik
ve akademik yazmanin gerektirdigi kullanimlar 6ne ¢cikmaktadir.

Ogrenciler, kur egitimlerinde &grendikleri ve 6grenmedikleri bilgilerin akademik yazma
becerilerine dogrudan etki ettigini bildirmekte ayrica bu etkiyi olumlu ve olumsuz &rnekler
Uzerinden aktarmaktadir.

K1: Akademik yazmada hem gramerde hem harflerde zorlaniyorum. Benim icin en zor
seylerden biri biiylik harf-kiiclik harf. Bizim icin boyle bir sey yok bliylik harf kliciik harf
gibi. (...) Her zaman diyorum ki TOMER’de A0 az. AO ¢ok lazim. Ben geldigimde hig hig
bilmiyordum. 2-3 hafta AO olsa ondan sonra A1 olsa daha iyi olur.

K2: Biz TOMER okurken en zor kisim dinlemedeydi. Ona cok iyi calistigim ve grendidgim
icin hicbir sikinti yasamadim. Akademik dinlemede her seyi anliyordum, konusurken ve
yazarken gelmiyordu.

K3: Bazen yazmada yanlis birkag harf bana yanlis geliyor. Mesela a-e ve o0-6 harfleri de
benim icin zor geliyor. (...) A1-C1 akademik yazma icin temel seyler. Eksik seyler gecen
dizeylerde, akademik Tlirkceyi negatif bir sekilde etkiliyor. B1 ve B2'de aldigimiz dil
bilgisi bizim icin daha faydali oldu akademik yazmada.

K4: C1 akademige c¢ok yakin ¢lnki mesela global i1sinma falan filan diye konular
ogreniyorduk onlar akademik artik. C1 artik senin akademik Tiirkce gibi oluyor.

Arastirmaya katilan égrencilerin tamami Tlrkgenin eklemeli yapisindan dolayi zorlandiklarini
velya etken-edilgen ayrimini yapmakta sikinti yagadigini ifade etmektedir. Ogrenciler, akademik
yazma sirasinda ekleri dogru bir sekilde ve fiilleri edilgen yapida yazmanin kendileri igin zor
oldugunu belirtmektedir.

K2: Benim icin noktalamada sikinti olmadi c¢iinkii ingilizce biliyorum. Cocukluktan
ogrendigim icin bunlari biliyordum. Ama Arap olarak Tlrkge ters bir dil oldugu icin
zorlandim. Benim i¢in en sikinti eklerdi.

K4: Akademik yazmada fiilleri dogru diizgtin kullanamiyorum. Kullanamiyorum derken
akademikte biraz farkli ya, edilgen yapilar, onlari dogru dlizgiin kullanamiyorum.

K5: Bazi seyler cok zor. Mesela “tesekkdir ettiginiz icin” burada “-diginiz” veya “-acak” “-
ecek” bunlar ¢cok zor. Bir de fiillerden énce gelen ekler var mesela “-i sevmek” bunlar da
¢Ok zor. Zaten uzun climle yazamiyorum.

K6: Etken-edilgenle ilgili ciimleler mesela anlatti, anlatilan, séylendi gibi, bunlar ¢cok ¢ok
zor geliyor bana. Evet kullaniyorum ama benim dil mantigima gére gelmiyor. O yiizden
¢cok etkileniyorum, etken-edilgenle ilgili hala ¢ok zorlaniyorum.

K7: Edilgen benim i¢cin ¢ok zor. Akademik yazmada farkl farkli gramer kullaniyorsun.
Farkh ciimleler kullaniyorsun. Konusurken énemli degil ama yazmada farkli gramerler
lazim.
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4.4.2. Ogrencilerin akademik yazmaya yénelik motivasyon ve farkindaliklariyla ilgili
sorunlar

Arastirmaya katilan 6grenciler, genelde akademik dile 6zelde de akademik yazmaya yodnelik
ihtiyaclarini ge¢ anladiklarini ve bdlimlerine baslamadan énce buna dair motivasyonlari ve
farkindaliklari olmadigini belirtmektedir.

K4: Bu kadar zor olacagini hi¢ dlgliinmedim aslinda. Kendimi Tiirk¢e ¢ok iyi biliyormus
gibi hissediyordum gercekten. (...) Bu yilzden cok zor oldu, kendime o kadar cok
giivendim ki TOMER’de zaten puanlarim cok yiiksekti Belki Afrikali ve Arap
arkadaglarimdan ¢ok iyi oldugum igin kendimi ¢ok iyi biliyormus hissetmisim ama bélime
basladigimda gtiven gitti.

K2: Akademik yazma aklima hi¢c gelmedi. Benim Tirkcem cok iyiydi, bagka ne ihtiyacim
olabilir? Ama ben akademik dil 6grenmedim. Aklima gelmedi hic.

K5: Ogrenciler akademik Tiirkceye hic énem vermedi ¢iink(i bittikten sonra gercek bir
sinav yok yani mesela mimarlik faklilte sadece C1 istiyor, digerini istemiyor. Bu ylizden
fark etmez aldim ya da almadim. Cok égrenciler gelmedi yani mesela haftada iki ya da (¢
gtin geldi. Motivasyon yoktu ¢linki zaten ¢ok yorulduk, cok zaman dersler aldik.

K7: TOMER’deyken Tiirkge biliyorsun, konuguyorsun, anlagiyorsun. Béliime
basladigimda hi¢ gérmedigim kelimeler gérdim. “Bu Tirkgce mi?” dedim. Culnku
TOMER’de okurken akademik Ttirkce diye bir sorun yok. Bunun farkinda degilsin, béliime
bagladiginda anliyorsun.

K8: Ben akademik yazmanin farkini boliime basladigimda fark ettim. Bir de c¢eviri
yaparken, gtizel metinler okurken o metinlerin degisik oldugunu fark ettim. “Hee... Bazi
metinler béyle yazillyormus.” dedim.

4.5. Ogretici kaynakl sorunlar

Bazi katimcilann akademik yazma sorunlarini  6greticileriyle de iligkilendirebildigi
goriilmektedir. Ogreticiyle iliskilendirilen sorunlar, katilimcilarin yeterince bilgilendirmediklerini
dustinmeleriyle ve dgreticilerin 6gretimdeki tutum ve yaklagimlariyla ilgilidir.

4.5.1.0greticilerin bilgilendirmesiyle ilgili sorunlar

Katiimcilardan bazilan akademik yazma konusundaki biling, farkindalik ve motivasyon
eksikliklerini kendilerine bu yénde bir bilgilendirme yapiimamasiyla iliskilendirmistir. Ogrenciler,
kendilerine akademik Turkce ve akademik yazma hakkinda yeterince bilgi verilmis olsaydi bu
derslerdeki motivasyon ve basarilarinin daha ylksek olabilecegini distinmektedir.

K4: (...) llk derse katildiginda anliyorsun ki sen Tiirkgenin nasil zor bir dil oldugunu
anliyorsun. llk dersten akademik Tiirkcenin akademik derslerin ve yazmanin ne kadar
6nemli oldugunun farkina variyorsun. Farkina varmadigimiz i¢in o kadar iyi ¢alismadik
diye dlsglntyorum. Motivasyon sorunumuz vardi ama bu kadar zorluk ¢cekecegimizi de
bilmiyorduk.

K5: Ben akademik yazmayi yapamadim sonra vazgegtim ama égretmenim motivasyon
verseydi olurdu.
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K8: Bize yeterince bilgi verilmedi. Tiirkge 6dgrenirken hocalarim anlatsaydi akademik
yazmanin énemini belki cok dikkat eder, siirekli bir seyler yazmaya ¢aligirdim. Ben burada
akademik yazinin farkli oldugunu bilmiyordum. (...) Onlarin (yabanci 6grencilerin) egitim
sistemi farkli oldugu icin buradaki sistemin iyi tanitiimasi lazim.

Egitim gérdigii TOMER’de Akademik Tiirkge kurunun aciimadigini, bdyle bir kurun
oldugunu ve isterse Ankara’ya gidip alabilecegini bélime bagladiginda 6grendigini
sOyleyen bir katilimci, bilgilendirme konusundaki eksikligi su sekilde ifade etmektedir:
“Benim okudugum TOMER’de Akademik Ttirkce acilmamis. Ben éyle bir kur oldugunu
ondan sonra 6grendim, aslinda hi¢ bahsedilmemis. Hocalar bile biliyor mu bilmiyor mu
béyle bir seyi onu da bilmiyorum aslinda.” (K2)

4.5.2.0greticilerin tutum ve yaklasimiyla ilgili sorunlar

Katihimcilarin bir kismi, 6greticilerin genelde Tirkce 6zelde de akademik yazma 6gretim
sekillerini ve 6gretme slrecindeki tutumlarinin basari Uzerinde ¢ok belirleyici oldugunu ifade
etmektedir.

K1: Ogretmenler cok énemli. Bazi 6gretmenler var, ¢cok zekiler. Biliyor ki ben Arap’im,
benim yazdigim yén farkli mesela. Burada 6gretmenle ilgili fark var. Bazi 6gretmen var
nasil anlatacagini bilmiyor iyi bir 6gretmen olsa da yolu bilmiyor.

K5: Ogretmen cok énemli, en énemli ders bence yazma. Yazma hocamiz iyi degildi,
onunla konustuk béyle kétii oluyor, anlamiyoruz dedik. Yazmada bir sey 6grenmedik. Ben
ona da séyledim, anladi ama aynu. (...) Anlama dersi cok iyiydi mesela akademik cliimleler
nasil olur nasil yapilir boyle farkli seyler. Anlama dersinde ¢ok sey égrendik. (...) Baska
bir sinifta hoca séyle yapiyordu hatta énce distiniiyor, anlatiyordu. Notlari béyle yapin,
giris climleleri béyle yazin, hangi akademik kelimeleri yaziyoruz, hangi gliclti kelimeleri
kullaniyoruz, bunlar lazim.

4.6. Katihmcilarin sorunlara yonelik ¢6ziim énerileri

Arastirmaya katilan &grencilere, yabanci dil olarak Tirkgce 6égrenenlerin akademik yazma
becerilerinin yeterli diizeyde gelismesi igin neler yapiimasi gerektigi konusundaki gérisleri ve
ifade ettikleri sorunlara yonelik ¢cézim oOnerileri sorulmustur. Bu bélimde 6grencilerin verdigi
cevaplardan hareketle belirlenmig dnerilere yer verilmigtir.

Katiimcilarin en 6nemli basliklardan biri olarak vurguladiklari zaman probleminin ¢ézilmesinin
oncelikli oldugu gorilmektedir. Akademik Tirkge programi, tim &grenciler icin daha kolay
ulasilabilir olmalidir. Ogrencilerin tamam, kisa ve yetersiz bulduklari Akademik Tiirkge kurunun
sUresinin artinimasi gerektigini belirtmektedir. Ayrica bu program sadece okuma agirlikli
olmamali, beceriler arasinda daha dengeli bir dagihmla diizenlenmelidir.

Ogrenciler, akademik dil kullaniminin, temel egitim programina da daha yogun dahil edilmesi
gerektigini diistinmektedir. Bu noktada, TOMER egitiminin zaten zor, yogun ve sikisik oldugunu
belirtmekle birlikte 6zellikle ileri seviyelerde akademik dil dgretiminin baglamasi gerektigini
dusinmektelerdir. Katihmcilardan biri B2’den sonra akademik Tuirkgce &gretimine
baslanmasiyla ilgili séyle bir éneride bulunmaktadir: “Biz zaten B2’ye kadar blitiin gramerleri
aliyorduk bitiriyorduk. C1, sadece konusma hakkinda yani iyi konugsunlar diye. Oncesinde
zaten ¢ok yogun ama C1’de akademik dili ekleyebilirler.” (K2)
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Ogrenciler bilhassa akademik yazmaya ayrilan siirenin de artirilmasi ve akademik yazma
egitiminin daha yogun ve kapsamli olmasi gerektigini diisiinmektedir. Ogretim siirecinde hem
sinif ici hem sinif disi faaliyeti olarak daha cok akademik yazma gérevi verilmelidir. Ogrencilerin
tamami, bélimlerine baslamadan énce Tirkce 6grenme slreglerinde akademik yazmayla ilgili
faaliyetlerin yapilmasi gerektigini ifade etmektedir. Akademik yazma goérevlerini artirmanin ¢gok
6nemli oldugunu belirten katilimcilardan biri séyle bir uygulama 6nerisinde bulunmustur: “...
Belki daha basit kitaplarin bzetini yazarak ¢cikarmak akademik yazmaya faydali olabilir diye
ddsdinliyorum.” (K4)

Katiimcilardan biri (K6), akademik Turkce egitimini gok faydal buldugunu, bu sireci ¢ok verimli
gecirdiklerini, 6gretmenlerinin verdigi tavsiyelerin egitim hayatinda kendisine ¢ok yarar
sagladigini belirterek oldukga olumlu gérusler ifade etmekle birlikte materyal sorununa dikkat
cekmekte ve referans kaynagi olarak sabit bir materyalin kullanilmasinin daha iyi olacagini
sOylemektedir: “...Bize makale incelemeleri, karsilastirma &devleri verdiler. Cok iyi vakit
gecirdik. Bazen farkl farkli videolar izliyorduk, nasil alinti yapabiliriz 6greniyorduk. Hocayla
beraber makaleler inceliyorduk, béliimlerimize gére farkli makaleler okuyorduk.
Ogretmenlerimiz bize tavsiyeler verdi. Alinti yapmayi, kaynak géstermeyi, giris-sonuc gibi
makalenin icindeki bélimleri yazmayi bize gésterdiler. Ben bu siteleri de kullaniyorum fakat
keske sabit bir kitap olsa. (...) Ben bir seyi unutsam nasil hatirlayacagim? Nasil tekrar o kaynaga
dbénecegim? Bana bir kaynak gerek, mesela bir seylere tekrar bakmak istesem o materyalin
benim elimde olmasi lazim yani.”

Bir baska katihmci (K5); sinifta veya evde bireysel olarak yapilan akademik yazma galigmalarinin
yeterli olmadigini belirtmekte ve sinif icinde etkilesimli yazma ¢aligmalarinin akademik yazma
icin 6nemli oldugunu belirtmektedir. Katilimciya gére 6gretmenler sinif icinde akademik yazma
calismalarina eslik etmeli ve 6grencilere giris, gelisme, sonug bélimlerinin nasil yazilacagi veya
hangi kelime ya da yapilarin kullanilacagi gibi konulari géstererek aciklamalidir.

Ayrica bir bagka katihmci (K3); bir 6grencinin hedef dilde akademik yazi ¢aligsmasi yaparken
yeterli fikir Gretemeyebilecegini fakat grupla calistiginda daha fazla fikirle daha nitelikli bir
calisma yapabilecegini bu nedenle akademik yazma goérevlerinde 6grencilerin grupla galismaya
yonlendiriimesinin etkili olabilecegini belirtmektedir. Genel olarak 6grenciler bdlimlerinde
yaptiklari not alma, 6zetleme gibi galismalarin akademik yazma yeterliklerini gelistirmede etkili
oldugunu bu yiizden TOMER egitimlerinde de bu tir calismalarin yer almasi gerektigini
dislinmektedir.

Akademik Turk¢e programlarinin &6grencilerin  6zelliklerine gére olusturulmus siniflarla
yuritilmesi de baska bir éneri olarak kargimiza gikmaktadir. Ozellikle birbirine yakin alanlarda
o6grenim goérecek 6grencilerin ayni siniflarda akademik Tirkce 6grenmesinin ve derslerde ilgili
alanlara yonelik galismalar yapiimasinin bélimlerde karsilasilan sorunlari azaltmada etkili
olacag@i distiniimektedir.

Turk soylu dgrencilerden biri olan katilimci K4; Turk kdkenli 6égrencilerin dil gelisimleri ve
ihtiyaclariyla diger 6grencilerin cok farkl olabildigini bu farkliligin her iki gruba da negatif etkileri
oldugunu belirterek ayri siniflarin olusturulmasinin gerekliligini ifade etmistir. Katihmci kendileri
icin kolay olan konularda ¢cok zaman harcadiklarini, akademik yazma gibi zorlandiklari konulara
¢cok gec¢ bir dénemde gecebildiklerini ve bu nedenle de bu alanda yeterince calisma
yapamadiklarini distunmektedir: “Tirk soylular avantajlarindan yararlanamiyor. Digerlerinin
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hizina uyum saglamak zorunda kaliyor. Béyle olmasa zorlandigi konulara daha erken
gelecekler.” (K4)

Turk soylu bir diger katihmci (K8) da benzer sekilde, kendileri icin kolay olan konularda uzun
zaman harcamak durumunda kaldiklarini, dilde daha ylksek yetkinlik gerektiren konulara
gecmek igin uzun sire beklediklerini ifade ederek Turk soylular igin ayn sinif, materyal ve
akademik Turkge egitiminin gerekli oldugunu belirtmistir.

Ogrenciler akademik yazma gibi tst dil becerilerinin gelisimi icin sinif mevcutlarinin daha az
olmasi ve derslerin ¢cevrimici olarak degil her zaman ylz ylze yiritilmesi gerektigi konusunda
hemfikir gérinmektedir. Akademik yazma 6gretiminde, birebir ilgi ve iligkiye 6nem verilmesi
gerektigi ifade edilmistir. Ayrica dgreticilerin olumlu tutumlar sergilemesinin etkili olacagi
séylenmistir. Ogreticilerin, ilgili, sabirll ve motive edici olmasinin dnemi katilimcilar tarafindan
vurgulanmaktadir. Konuyla ilgili katiimcilardan biri séyle séylemektedir: “Ogretmene séyle bir
tavsiye veririm, TOMER’de égrenciler ya yiiksek lisans okuyor ya doktora yapiyor. Ogrenciler
kéti bir insan degil iyi bir insan. Uzak bir lilkeden buraya geldiler sadece ilim icin. Ben her
zaman diyorum sabir, sabir, sabir. En 6nemli sey sabir.” (K1)

Son olarak 6grenciler biling ve farkindalik gelistirebilmeleri icin Tlrkge egitimleri siresince
genelde akademik dil 6zelde akademik yazmaya ydnelik yonlendirmelerin ve bilgilendirmelerin
yapllmasi gerektigini ifade etmektedir. Ogrenciler, yeterince bilgilendirilirlerse daha bilingli
olacaklarini, daha cok calisacaklarini ve daha basarili olacaklarini diistinmektedir. Ogreticilerin
belli bir seviyeden sonra akademik dil Gizerine 6@rencileri test etmesi ve dondtlerle glidilemesi
gerektigine inanmaktadirlar. Bu konuda bir 6grencinin dnerisi dikkat g¢ekici gérinmektedir:
“Belki TOMER’de okudugumuz zamanlarda C1’den sonra direkt bir iki ders fakiilte derslerine
gidebilirdik oradan motivasyon alabilirdik. Zaten ilk derse katildiginda sen Tlirkcenin nasil zor
bir dil oldugunu anliyorsun. ilk dersten akademik Tiirkgenin, akademik derslerin ve akademik
yazmanin ne kadar 6nemli oldugunun farkina variyorsun.” (K4)

5. Sonug ve Tartisma

Bu calismada, Tlrkceyi yabanci dil olarak 6grenmekte olan dgrencilerin akademik yazma
becerilerinin yeterince gelismemesinin altinda yatan sorunlarin tespit edilmesi amaglanmistir.
Bu kapsamda, Turkceyi egitim almak amaciyla 6grenen, TOMER’lerden mezun olmus ve halen
Tirkiye'de lisans ya da lisanststi dizeylerde egitimlerini stirdiren égrencilerin konuyla ilgili
gorisleri alinmistir. Bu amag¢ dogrultusunda belirlenmis arastirma sorularina cevaplar
aranmigtir. Yapilan gérismelerden hareketle akademik yazmada karsilasilan sorunlar 5 ana ve
11 alt tema altinda kategorize edilmigtir.

Katihmcilarin tamaminin akademik yazma becerisinde zorlandigi, kendilerini yetersiz hissettigi,
Tarkce akademik yazilar yazmaktan kagindigi ve eger mimkiinse ceviri siteleri gibi kaynaklar
temel arac olarak kullandigi gérilmektedir. Bu sonuglar, literatiirde daha énce yapilmis ve
yabanci dil olarak Turkce 6grenen 6grencilerin yazarken kisisel 6zelliklerine ve kogullarina bagl
olarak degisen dizeylerde de olsa ¢ogunlukla kaygilandiklarini (Maden vd., 2015) ve basit
yazma gorevlerinden bile kendilerini yetkin hissetmediklerini (Konyar & Yilmaz, 2021) belirten
calismalarla uyumludur.

Elde edilen veriler 1giginda akademik yazma 6gretiminde dgrencilerin karsilastigi en blyuk
problemlerin; zamanin azligi, akademik yazmaya ayrilan payin yetersiz gelmesi, akademik
yazmayla ilgili yeterince pratik yapilamamasi gibi sebeplerden kaynaklandigi gorilmektedir.
Seyedi de (2019) calismasinda, akademik Tirkge 6gretiminin yetersizligini ve bunun akademik
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yazma sorunlarina etkisini tespit etmistir. Ogrencilerin temel Tiirkge bilgilerindeki eksikliklerin
akademik yazma becerilerini dogrudan etkiledigi anlasiimaktadir. Nitekim akademik yazmada
temel dil kurallarini uygulamakla ilgili sorunlar yasadigini ifade eden katihmcilar mevcuttur.
Bununla birlikte, diger beceri alanlarinda oldukcga basarili olan 6zyeterligi ylksek katiimcilarin
dahi bu alanda sikintilar yasadigini ifade etmesi akademik yazma gérevinin dogasi geregi daha
zor olabildigini, daha ¢ok ilgi ve 6zen gerektirebildigini géstermektedir.

Akademik yazma sorunlarinin dgreticilerin gorisleri Gzerinden incelendigi calismada (Azizoglu
vd., 2019), 6gretici kaynakl, ders kitabi ve materyal kaynakli, 6lcme ve degerlendirme kaynakli
cesitli sorunlar tespit edilmistir. Bu arastirmanin bulgulari da genel anlamda bunlari
desteklemektedir. Fakat bunlarin yaninda, 6égrencilerin 6greticilerden farkli olarak vurguladigi
bazi sorun kaynaklari bulunmaktadir. Bunlar arasinda; égretici kaynakli sorunlar (6gretici tutum
ve davranislari, bilgilendirme sorunlari vb.) ve 6grencilerin akademik yazmaya yonelik biling ve
farkindalik diizeyleriyle ilgili sorunlar dikkat cekmektedir.

Uluslararasi 6grencilerin Turk¢e akademik yazma ihtiyaglarinin uzman goérusleri tGzerinden
incelendigi calismada (Kocaman Giirata, 2022); akademik yazma 6gretiminde farkl disiplinlere
yobnelik egitim verilmedigi, 6grencilerin kendi boélimlerine uygun c¢alismalar yapilmadigi yani
6grencilerin dgrenim ihtiyacglarinin géz éniinde bulundurulmadigi ifade edilmis ve égrencilerin
Ozelliklerine, istek ve ihtiyaglarina ydnelik programlarin énemi vurgulanmistir. Ekmekgi’'nin
(2017) yabancilara Tirkce 6gretiminde akademik okuryazarlik égretimiyle ilgili calismasinda
ulastigi sonuglar arasinda; égrencilerin alanlarina yonelik calismalar yapilmadigi ve bunun da
etkisiyle 6grencilerin kendi alanlariyla ilgili kavramlari edinemedigi, 6grencilere ana programa
ek olarak alanlarina ve ihtiyaclarina yonelik daha odakli bir akademik Tirkge 6gretiminin
yapilmasi gerektigi gibi maddeler bulunmaktadir. Bu sonuclar akademik yazma 6gretimiyle ilgili
ileriki dénemlerde ¢éziime kavusturulabilecek oldukga 6nemli sorunlar olarak gértlmektedir.
Bu arastirmada da katiimcilar benzer sorunlan siklikla vurgulamig ve bunlara ydnelik ¢ézim
Onerilerinde bulunmustur. Turkgeyi cok iyi 6grendigini ifade eden 6grenciler bile bélimlerine
basladiklarinda terminolojiden ¢ok uzak olduklari igin hi¢ Turkge bilmiyormus gibi hissettiklerini
ifade etmislerdir. Katilimcilardan biri, 6gretim gorevlisinin sinifa makale gibi kendilerine uygun
akademik materyaller getirmesinden olumlu bir sekilde bahsetmigse de bu, égreticinin bireysel
tercihi oldugu igin genel bir kazanima dénigsmemektedir. Katiimcilar, birbirine yakin alanlarda
o6grenim gorecek oOgrencilerin en azindan akademik Tirkge derslerinde ayni siniflarda
toplanmasini sonraki sorunlari azaltmak igin etkili bir ¢éztim yolu olarak gérmektedir.

Calisma bulgulari bittincll olarak degerlendirildiginde ise en géze carpan sonug, genelde
akademik dilin 6zelde akademik yazmanin 6gretim strecinde kurumlar arasinda -hatta ayni
kurum icinde siniflar arasinda- herhangi bir es glidimiin ya da standardin bulunmamasidir.
Nitekim 6grencilerin tamami TOMER mezunu olmasina ve katilimcilar arasinda ayni kurumda
egitim almig 6grenciler bulunmasina ragmen her birinin sorunlar belirli noktalarda kesisse de
deneyimleri birbirinden oldukga farklidir. Bu, dgrencilerin bireysel farkliliklarinin 6tesinde
kullanilan kurumlar arasinda eg gudumun bulunmamasiyla ve materyallerin, ders igeriklerinin,
akademik yazmanin nasil 6gretildiginin, akademik yazma gdrevlerinin vb. farklilasmasiyla
ilgilidir.

Ogretim sirasinda belirli bir program takip edilmediginde, akademik yazma derslerinin igerikleri
blylk 6l¢cide dgreticilerin inisiyatifiyle belirlenmekte ve ders iginde Gzerinde durulan hususlar
onlarin tercihleri dogrultusunda sekillenmektedir. Bu durumda, ayni kurumda yer alan iki sinifin
dahi akademik yazma dersleri, 6gretmenlerin birbirinden farkli olmasindan ¢ok daha buyuk ve
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onemli farkliliklar tagimaktadir. Bunun 6grencilerin akademik yazma becerilerinin gelismesini
olumsuz etkilemesinin yani sira dgreticiler igin de blyuk bir yik ve dezavantajli bir ortam
olusturdugu ayrica 6greticilerin bu dersleri etkili bir sekilde sirdirme imkanlarini azalttig
dusintlmektedir.

Onceden planlanmis bir programin uygulanmadig bdyle bir durumda, arastirmaya konu olan
problemi etkileyen ¢ok sayida faktériin ortaya c¢ikmasi dogaldir. Bu nedenlerle genelde
akademik Tirkge 6zelde de akademik yazma becerileri icin temel Tirkce egitiminden ayri
olarak 6gretim programi belirlenmesi, programa uygun icerik ve materyallerin hazirlanmasi;
katihmcilar tarafindan vurgulanan sorunlarin giderilmesi ve egitimin sansa birakiimamasi igin
oncelikli bir intiya¢ olarak gortlmektedir.
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Extented Abstract

Academic writing requires a high level of linguistic proficiency and is of vital importance, especially for those learning a language
with the aim of pursuing education in a country where that language is spoken. Academic writing is a particularly challenging
skill area due to its demands for the effective and error-free use of the language and because it involves a much more complex
process than other types of writing. Academic papers are fundamentally different from other types of writing because they
emerge as the result of a general research process (Kardas, 2022). The purpose of academic writing is not merely to convey
thoughts accurately, maintain basic communication, or simply express oneself. Academic writing requires a wide range of
cognitive and metacognitive activities, such as defining, explaining, organizing and presenting ideas, discussing, and
referencing. Indeed, the majority of students learning Turkish as a foreign language describe academic writing as the most
challenging linguistic activity. All related academic studies indicate that students struggle significantly with academic writing
and do not show sufficient progress. Various studies on this topic have found that students have difficulty creating a text using
academic language, face the greatest challenges in academic writing skills, struggle with synthesizing paragraphs in academic
writing, and require academic writing education (Demir, 2017; Hasirci Aksoy, 2021; Seyedi, 2019).

This study aims to identify the reasons for this difficulty based on students' perspectives. The research attempts to determine
the reasons why students learning Turkish as a foreign language do not develop sufficient academic writing skills, based on the
views of undergraduate and graduate students who have graduated from TOMER and continue their education in Turkey. The
main research question is: "What are the reasons for the insufficient development of academic writing skills among students
learning Turkish as a foreign language?" Based on this main problem, the following questions are sought to be answered:

1. What are students' views on their academic writing skills?

2. What problems do students encounter in the field of academic writing?

3.  What reasons do students associate with the problems they face in academic writing?
4.  What are the students' suggestions for improving their academic writing success?

In this study, a case study method, one of the qualitative research methods, was used. The study was conducted with the
participation of 8 students who learned Turkish at TOMER and are currently continuing their undergraduate or graduate
education in Turkiye. To protect personal information, the participants' names were not disclosed. The study's data were
collected through semi-structured interviews. 22 main questions were determined for the semi-structured interview form and
additional questions were planned considering the varying characteristics of the participants, such as their educational level
and native language. The interviews were conducted online via video, with each interview lasting approximately 60 minutes.
The interviews were recorded with the participants' consent. After the interviews were completed, the video recordings were
transcribed into written form. Content analysis was used to analyze the data obtained.

All participants expressed that they struggled significantly with academic writing, had not sufficiently developed their academic
writing skills, and struggled greatly in this area. Students attributed this situation to various reasons. Based on students' views,
academic writing problems were categorized under 5 main and 11 sub-themes:

1. Problems Related to Access to Academic Turkish Courses

2. Problems Related to Teaching: Content Problems, Time Problems, Material Problems, Problems Related to Classroom
Characteristics, Online Education

3.  Problems Related to Academic Writing Skills: Issues Related to the Nature of Academic Writing Tasks, Issues Related
to the Time Allocated to Academic Writing

4. Student-Based Problems: Problems Stemming from Students' Basic Knowledge Deficiencies, Problems Related to
Students' Motivation and Awareness of Academic Writing

5. Instructor-Based Problems: Problems Related to Instructor Guidance, Problems Related to Instructor Attitudes and
Approaches

The problems expressed by students and their suggestions for solutions are consistent with the literature, and some progress
has even been made in these areas. When the study's findings are evaluated as a whole, the most prominent result is the lack
of coordination and standardization in the teaching process of academic Turkish and academic writing across institutions.
Although all students graduated from TOMER and some received education at the same centre, their experiences with
academic Turkish education were quite different. When no specific program is followed during education, the content of
academic writing courses is largely determined by the instructors' discretion, and the aspects emphasized in the course are
shaped by their preferences. As a result, academic writing courses in two classes within the same institution may differ
significantly and importantly due to differences between the teachers. In such a situation where a pre-planned program is not
implemented, it is natural that numerous factors influencing the problem under investigation emerge. Therefore, it is necessary
to establish a separate curriculum for academic Turkish, and specifically for academic writing skills, distinct from basic Turkish
education. The preparation of appropriate content and materials for this program is seen as a priority need to address the issues
highlighted by the participants and to ensure that education is not left to chance.
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Analysis of Studies Based on Tiirkiye Examining the Relationship
between Artificial Intelligence and Education: A Meta Synthesis
Study

Abstract

Artificial intelligence is defined as man-made systems that mimic the thinking,
perceiving and learning abilities of the human brain.This paper aims to synthesize the
existing literature on Al applications in the field of education within a specific time frame
and to develop a holistic perspective. In the paper, 20 studies written in the last five
years on Al and education were examined using the metasynthesis method. The
research question was defined as: "What trends exist in academic research on Al and
education conducted in Turkey over the past five years?" The data source for the
research was determined using the criterion sampling method. In line with this goal, a
detailed search was conducted in databases such as Google Scholar, Academia,
TUBITAK ULAKBIM, and Dergipark using the keyword "artificial intelligence and
education." The analyses revealed that while Al's contribution to the field of education
is emphasized, there are also concerns on the subject. Al's benefits, particularly in
providing personalized learning experiences, saving time, and enhancing student
performance, were highlighted, but issues such as data privacy and ethical principles in
Al use raised concerns. Additionally, the need for education and development for Al
users was identified.

Keywords: Artificial intelligence, education, educational technologies, meta synthesis,
technology

Yapay Zeka ve Egitim iligkisini inceleyen Tiirkiye Adresli
Calismalarin Analizi: Bir Meta Sentez Calismasi

Oz

Yapay zeka; insan beyninin distinme, algilama ve 6grenme becerilerini taklit eden insan
UriinG sistemler olarak tanimlanmaktadir. Teknoloji alaninda yasanan degisimle birlikte
yapay zekanin kullanim alani da artmigtir. Yapay zekanin egitim alaninda poptilerlesmesi
bu konuda yapilan aragtirmalan arttirmistir. Bu makalede yapay zekanin egitim alanidaki
uygulamalarina iligkin belirli yillar arah@indaki mevcut literatiriin sentezlenmesi ve
batlincll bir bakis agisinin gelistiriimesi amaglanmaktadir. Makalede son bes yilda yapay
zeka ve egitim konusunda yazilmis 20 ¢alisma meta-sentez ydntemiyle incelenmigtir.
Arastirmanin problem cimlesi “Tirkiye’de son bes yilda yapay zeka ve egitim konusunu
ele alan akademik arastirmalarda nasil bir egilim vardir?” olarak belirlenmistir.
Arastirmanin veri kaynag, 6lgtit érnekleme ydntemi kullanilarak belirlenmistir. Bu amag
dogrultusunda “yapay zeka ve egitim” anahtar kelimesi ile Google Akademik, Academia,
TUBITAK ULAKBIM, Dergipark, veri tabanlarinda detayli bir tarama gergeklestirilmistir.
Yapilan analizler sonucunda, calismada yapay zekanin egitim alanina olan katkisi
vurgulanmis fakat bu konuda bazi endiselerin de var oldugu tespit edimistir. Yapay
zekanin; Kisisellestiriimis 6grenme deneyimi, zaman tasarrufu, égrenci performansini
arttirma konularinda katkilari vurgulanirken veri gizliliginin saglanamamasi ve yapay zeka
kullaniminda etik ilkelere dikkat edilememesi gibi konularda ise endiselerin oldugu
sonucuna ulasilmistir.  Ayrica yapay zeka kullanicilarina yonelik egitim ve gelisim
ihtiyaglarinin oldugu tespit edilmigtir.

Anahtar Kelimeler: Egitim, egitim teknolojileri, meta-sentez, yapay zeka, teknoloji.

Tung, Z., Bas. O. (2024). Analysis of studies based on tlirkiye examining the relationship between artificial intelligence and education: A
meta synthesis study. Ictimaiyat, Turk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, ss. 38-56. DOI:
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1. Introduction

Artificial intelligence (Al) is defined as human-made systems that mimic the thinking and
learning skills of the human brain and can improve themselves by using the information they
collect (Celebi & inal, 2019; Obschonka & Audretsch, 2020). Thanks to these capabilities,
artificial intelligence learns to solve increasingly complex computational tasks and has the
potential to profoundly affect the future development of humanity with its unprecedented
performance characteristics. Artificial intelligence is effective in many fields such as industry,
agriculture, health, entertainment, finance, engineering, communication, psychology and
education (Wang, Rau, & Yuan, 2023). Artificial intelligence has recently shown a rapid
development in these areas. These rapid advances in artificial intelligence technologies have
led to major changes in the field of education ( Lee and Kim, 2019). This technology plays a
critical role in reshaping teaching methods, assessment processes and student support
services in education. The integration of such technologies into educational environments
differentiates the educational processes of both teachers and students (Thompson, 2022).

The applications of artificial intelligence in the field of education offer some opportunities
such as the use of automated assessment systems, the creation of personalized learning
platforms, the provision of flexible and engaging learning opportunities, and the opportunity
to respond not only to the material learned, but also to students' emotions (Luckin, Holmes,
Griffiths, & Forcier, 2016; Evans, 2023). At the same time, Al technologies are used in many
areas such as monitoring student performance more effectively, providing materials suitable
for individual learning characteristics, and organizing course content according to individual
learning speed (Wilson, 2024). In particular, Al-supported learning tools offer students a
personalized educational experience and can respond more effectively to their individual
learning needs (Martinez, 2021).

The impact of artificial intelligence in education is not limited to classroom applications.
Artificial intelligence has also led to significant changes in education management systems.
The use of artificial intelligence in management processes makes data analysis more effective
in schools and universities (Willis, 2023). In addition, Al-based analyses provide significant
convenience to its users in predicting student success and providing support services to
students. In addition, although it is thought that artificial intelligence applications will replace
some professions, in fact, this technology facilitates and improves many jobs and helps to
overcome difficult tasks (Bader & Kaiser, 2019).

In recent years, as in many other fields, studies on the use of artificial intelligence in
education have gained momentum (Tas¢i & Celebi, 2020). Various studies have been
conducted on the use and development of artificial intelligence in education, the contributions
of Al to education, potential threats, future scenarios, and the roles of Al in learning processes
(Popenici & Kerr, 2017; Tasci & Celebi, 2020). The increase in research conducted in the field
of Al and education has enriched the knowledge base in this area (Garcia & Jones, 2021). It
is understood from the studies that while there are countless benefits to using Al in
education, there are also challenges that need to be addressed. These challenges include
technical, ethical, and accessibility issues that must be carefully managed to enhance the
quality of Al's contributions to education (Alkan, 2024). Therefore, studies in the field of Al
and education should be thoroughly analyzed, and new research should be conducted to
shape the future of this field. By doing so, educational institutions can adopt Al technologies,
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improve educational processes within the framework of ethical rules, and introduce various
innovations in education. In this context, there is a need for meta-synthesis studies that bring
together and comprehensively analyze the findings of studies on Al in education. This article
aims to present a meta-synthesis of studies conducted in the field of Al and education over
the past five years. For this purpose, the existing literature on the applications of artificial
intelligence in the field of education has been synthesized to develop a holistic perspective
and to provide a viewpoint for researchers interested in this area. The article includes
recommendations for future research in the field of artificial intelligence and education. In this
context, the findings obtained using various research methods and analysis techniques in the
article will help to understand the role of artificial intelligence in education and guide future
studies in this field.

2. Literature

There are various definitions of artificial intelligence in the literature. Understanding Al is
crucial for recognizing and interpreting the social, personal, and political events that impact
humanity in today's world, as well as for understanding the developments and changes
related to these events (Arslan, 2020). Nilson (2011) defines Al as a field that encompasses
advanced functions unique to human intelligence, such as learning, establishing relationships
between concepts, perception, thinking, problem-solving, decision-making, reasoning, and
communicating by drawing conclusions from these processes. Aydin (2017) defines Al as the
modeling of human cognitive abilities and the functioning of the human brain to impart
learning capabilities to machines.

Artificial intelligence is used in a wide range of fields, including education, healthcare,
engineering, the job market, entertainment, law, politics, and the military. With the
advancement of technology, Al has begun to be utilized in the field of education, just as it has
in many other areas. Software developed using Al techniques has gained significant
importance in education. Materials used in the educational process are being transformed by
Al techniques into materials that can mimic the cognitive abilities of the human brain, adapt to
different conditions, and communicate effectively (Ugur & Kinaci, 2006). The use of Al in
education is often perceived as the integration of "robot teachers" into the educational
process, but the reality is somewhat different from this prediction. Al can be categorized into
three main approaches based on its area of focus: data-based, knowledge-based, and logic-
based Al approaches. The educational applications of Al from the 1980s to the 2000s were
predominantly based on a knowledge-based approach (Sleeman & Brown, 1982). During this
period, Al research areas were primarily organized into three modules under the umbrella of
intelligent tutoring systems: the domain module, which defined the subject area to be
learned; the student module, which tracked the student's learning and knowledge status; and
the pedagogical module, which presented learning materials to the student through an
interactive and adaptive interface (Woolf, 2009). When examining today's Al studies in
education, it is evident that Al supports education not only through knowledge-based
applications but also through data-based and logic-based applications. These include
individualized education, dialogue-based systems, exploratory learning, student paper
analysis, intelligent agents, chatbots, data mining in education, education for children with
special needs, child-robot interaction, Al-based assessment systems, and automated test
creation systems (Holmes, Bialik, and Fadel, 2019). Robots that can assist students with
homework and provide solutions to the problems they encounter are being developed. There
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are also robots used in classrooms to facilitate the learning process, provide coding
education to students, and assist teachers within the classroom (Raaflaub, 2021).

Artificial intelligence has brought significant changes to education by utilizing evolving and
changing technologies. It can also be anticipated that this change will continue at every stage
of the teaching process. It is believed that Al will develop around the principle of "one-on-one
learning," which is emphasized in all educational approaches. With the use of Al technology
in education, students will have the opportunity to receive more efficient education through
personalized guidance tailored to their needs (Celik, Oduncu, Gidekli, & Dogankaya, 2023).

In summary, it can be said that Al will contribute to the educational process in several ways:
providing individual support to students in teaching and learning, introducing a new
dimension to assessment and evaluation through tests and evaluations for both students and
educators, enabling more effective and widespread use of differentiated learning, and
applying the instant feedback system, which holds an important place in education and
teaching.

The predictions for artificial intelligence in the healthcare sector include genetic manipulation
within about 20 years, the transformation of all hospitals into smart hospitals, the production
of artificial organs, and the reduced role of doctors. Expert systems, one of the Al methods,
have been developed to provide effective and rapid solutions to problems in the healthcare
field. These systems can offer medical diagnoses and treatment methods by checking
patients' health records and medications (Babalik & Giler, 2007).

Another area where Al is utilized is in entertainment and games. Deep Blue, designed by IBM
in 1996, became the world chess champion by defeating all its opponents. Additionally,
computer programs that play against opponents are available for games like checkers. The
Sims game can also be cited as an example of Al usage in the entertainment sector (Aydin,
1991).

Al also holds a significant place in the field of communication. With the shift from traditional
methods to online systems, Al has started to offer many usage opportunities in
communication. Al is actively used in fields where communication is crucial, such as public
relations, advertising, and journalism. In sales and marketing, public relations experts use
influencers to promote products, and Al is utilized to select the most effective influencer for
product promotion (llicak & Aydinalp, 2020).

The successful applications of Al in various fields have quickly led to the initiation of studies
in the military sector. The success of Al technology in many areas, the increasingly complex
nature of military operations, the rapid development of potential conflicts, and the growing
knowledge of military personnel about Al techniques for solving military problems have
directed attention to Al research in the military sector (Kocabas, 2017).

Al is also utilized in the legal system, which represents human rights. In China, by 2017, all
decisions within the legal system were stored and preparatory work was done for Al-
generated robotic judges. Since then, robotic judges have started to conduct trials in China.
These Al-developed robots make decisions based on precedents derived from the stored
legal decisions. Between 2017 and 2019, robotic judges made more than 3 million decisions.
Moreover, while the decisions of robotic judges can be sent to human judges if necessary,
only 2% of the decisions were sent to human judges during the four-year period. The
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Chinese government aims to transform the entire judicial system into smart courts. However,
due to the unequal access to technology, this does not seem very feasible in the near future
(Kaya & Sahin, 2021).

The use of Al in multiple fields has led to numerous research studies on Al. Based on the
findings of these studies, it is expected that developing some recommendations will improve
the quality of Al usage. The growing use of Al in the education sector has brought additional
areas such as teachers, students, and educational processes into focus. Every study
conducted on this topic contributes to the field. In this article, the synthesis of studies
conducted over a specific period is aimed to explain trends in Al and education within the
framework of common results.

3. Method

In the study, meta-synthesis method, one of the qualitative research designs, was preferred
since it was aimed to reach generalizable results of the studies conducted on artificial
intelligence and education in the last five years and to examine the studies focused on similar
topics. Noblit and Hare (1988) defined the meta-synthesis method as a research method that
aims to develop a new and broader understanding by comparing and combining the findings
of different studies. Sandelowski and Barroso (2007) explain meta-synthesis as a systematic
method in which qualitative research findings are reconstructed and interpreted, helping to
develop new themes and theories. In this direction, using the meta-synthesis method, the
qualitative characteristics and findings of 20 studies accessed from databases such as
Google Scholar, Academia, TUBITAK ULAKBIM, Dergipark were synthesized.

4. Data Collection
Polat and Ay (2016) listed the steps to be considered in a meta-synthesis study as follows.

e Determining the research question.
e Conducting a literature review by determining a keyword related to the subject of the
study.
e Accessing the sources, identifying and evaluating the sources by reviewing them.
e Determining the inclusion and exclusion criteria based on the criterion sampling of the
research and selecting the studies.
¢ Analyzing the studies selected as a result of the evaluation and reaching common
themes and sub-themes. Identifying similarities and differences.
¢ Synthesizing the findings within the framework of the determined themes and making
inferences.
e Reporting and presenting the whole process and findings
Based on these steps, the data collection phase of the research started with the step of
determining the research question. The problem statement of the research was determined
as "What is the trend in academic research on artificial intelligence and education conducted
in Turkey in the last five years?". Answers to the following sub-problems were sought in the
focus of the determined problem statement. Studies;

e What is their distribution according to the years they were published?
e What is their distribution according to the place of publication?

e How is their distribution according to their aims?

e How is their distribution according to the sample/study group?
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e How is their distribution according to data collection tools?

e How is their distribution according to the method used?

e How is their distribution according to the results obtained?
Then, the keyword "artificial intelligence and education" was determined in accordance with
the subject of the research and the literature review phase was started. While conducting the
literature review, databases such as Google Scholar, Academia, TUBITAK ULAKBIM,
Dergipark, etc. were utilized. Criterion sampling was used to access articles related to the
research topic from the databases. In this context, the articles were determined based on the
criteria of addressing artificial intelligence and education together, being written between
2020-2024, and having findings related to education. Based on these criteria, 21 studies were
reached. The studies were analyzed and common themes and sub-themes belonging to
these themes were reached. Similar and different aspects of the studies were revealed. The
findings obtained in the context of the determined themes were synthesized and inferences
were reached.

5. Data Analysis

While analyzing the data of meta-synthesis studies; line coding, creating descriptive themes,
and developing analytical themes should be followed (Thomas & Harden, 2008). In this
context, before analyzing the data, the articles included in the study were sorted according to
the year of publication and coded as M1, M2, M3.... Common themes were created by
analyzing the coded studies. Following the creation of common themes, sub-themes related
to these themes were obtained. The relationship between themes and sub-themes was
determined and presented in a table. After presenting the relationships between the studies,
the similarities and differences between the studies were identified. The general
characteristics of the studies included in the research, the themes and sub-themes identified,
the methods and models used in the studies, the measurement tools used and the findings
were presented in tables. In the last stage, all the data obtained were synthesized and
expressed. In Figure 1, all the steps of the study are visualized and presented.

META-SYNTHESION PROCESS

DETERNNATION SELECTION
THHE RESEAYCH
PROBLEM i —®| OF STADEE
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OF DATA i OF DATA
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frm—
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oFFINDINGS [ | 8 }" OF FINDINGS
——

Figure 1: Meta synthesis process
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5.1.Studies Included in the Research and Their Codes
Table 1 lists the studies included in the criterion sample and the codes given to the studies.

Table 1: Studies Included in the Research and Their Codes

Study Title Year Code
Perceptions of Mathematics 2024 M1
Teachers Regarding Their

Competencies in Using Artificial

Intelligence in Mathematics

Classes

Teachers' Perceptions of the Use 2024 M2
of Artificial Intelligence in

Education

Teachers' Opinions on the Use of 2024 M3
Artificial Intelligence Technologies

in Education

An Application for Using ChatGPT 2024 M4
Artificial Intelligence in Course

Content

Preschool Teachers' Opinions on 2024 M5
Artificial Intelligence

Teachers' Opinions on the 2024 M6
Integration of Information and

Communication Technologies in

Education Institutions into the

Teaching Process in the Context of

Artificial Intelligence

Examination of Teachers' Opinions 2024 M7
on the Applicability of Artificial

Intelligence in Education from the

Perspective of Industry 4.0

Investigation of the Relationship 2024 M8
Between Preschool Teacher

Candidates' Attitudes Towards

Artificial Intelligence and Artificial

Intelligence Literacy

Analysis of Science Group 2023 M9
Teachers' Use of Artificial

Intelligence During the Distance

Education Process

Opinions of School Principals and 2023 M10
Teachers on the Use of Artificial

Intelligence in Education

The Importance of Artificial 2023 M11
Intelligence in Education According

to Teachers' Opinions

Teachers' Opinions on the Use of 2023 M12
Artificial Intelligence Technologies

in Education

Teachers' Opinions on the Use of 2023 M13
Artificial Intelligence in Schools

Applications of Artificial 2023 M14

Intelligence in Preschool Education

Institutions: Opinions of

Administrators and Teachers

The Use of Artificial Intelligence in 2022 M15
Education: A Descriptive Content

Analysis Study

The Role of Digitalization and 2022 M16
Artificial Intelligence in School

Administration

Determining the Awareness of Pre- 2021 M17
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Service Teachers Regarding

Artificial Intelligence Technologies

Determining the Awareness of Pre- 2021 M18
Service Teachers Regarding

Artificial Intelligence Technologies

A New Paradigm in Education: 2020 M19
'Artificial Intelligence in Higher

Education’

Natural Language Processing on 2020 M20
the Path to Artificial Intelligence

Teaching Turkish

According to the table 1, 8 studies (M1, M2, M3, M4, M5, M6, M7, M8) from 2024, 6 studies
(M9, M10, M11, M12, M13, M14) from 2023, 2 studies (M15, M16) from 2022, 2 studies (M17,
M18) from 2021 and 2 studies (M19, M20) from 2020 were included in the research.

Validity and Reliability

The criteria of clarity, compatibility, scope, structure and generalizability are very important
concepts in ensuring the quality, accuracy and validity of the findings of qualitative research
(Bondas & Hall, 2007). As Yildinm and Simsek (2021) stated, the concept of controllability is
another concept that should be considered to ensure the validity and reliability of the studies.
In this context, validity and reliability aims to ensure that the research questions are
addressed correctly and that the data collected are appropriate for the purpose of the
research. For this purpose, in order to ensure the validity and reliability of the research, the
articles included in the study were meticulously examined and the coding process for the
studies was carried out many times. The studies were re-coded by another field expert. The
codings of different researchers were rechecked as a whole. All these steps increased the
validity and reliability of the study and ensured that the results obtained were reliable and
verifiable.

6. Findings
7.1. Distribution of the Studies Included in the Meta-Synthesis by Publication Year
Table 2: Studies Included in the Research and Their Codes

Year of Publication Code of the Study

2020 M19, M20

2021 M17, M18,

2022 M15, M16

2023 M9, M10, M11, M12, M13, M14
2024 M1, M2, M3, M4, M5, M6, M7, M8

In Table 2, the studies conducted between 2020 and 2024 are presented with their codes in
order to facilitate the understanding of the trends and intensities in the research area.
According to the table, 2 studies were conducted in 2020, 2 in 2021, 2 in 2022, 6 in 2023 and
8in 2024.

7.2. Distribution of Studies Included in Meta-Synthesis According to Place of
Publication
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Table 3: Journals where the studies included in the research were published

Journal Name Code
Journal of Social, Humanities and M1
Administrative Sciences

International Journal of Socialand M2
Humanities Research

National Education Journal M3
International QMX Journal M4
Journal of Primary Education M5
Research

Academic Social Resources M6
Journal

Istanbul Commerce University M7
Journal of Entrepreneurship

Edutech Research M8
Buca Faculty of Education Journal M9
ISPEC International Journal of M10

Social Sciences & Humanities

Journal of Social, Humanities and  M11
Administrative Sciences

National Education Journal M12
National Education Journal M13
International Social Mentality and  M14
Researcher Thinkers Journal

Karadeniz Technical University M15
Journal of Social Sciences

International Leadership Studies M16
Journal

International Leadership Studies M17
Journal

Mustafa Kemal University Journal ~ M18
of Social Sciences

Journal of Management M20
Information Systems

Table 3 provides information about the journals in which the articles included in the study
were published. As can be seen from the table; 10 articles were published in journals
published in the field of Social Sciences, 5 in journals published in the field of Educational
Sciences, 3 in journals published in the field of Administrative Sciences and Management,
and 2 in journals published in the field of Leadership and Management.

7.3. Distribution of the Studies Included in the Meta-Synthesis by Purpose

Table 4: Distribution of the Studies Included in the Study According to Their Purposes
Purpose of the Study Kodu

To determine teachers'

perceptions of the use of artificial M1, M2

intelligence in education

To determine teachers' opinions M3, M5, M6, M7, M10, M11, M12, M13, M14, M17,
on the use of artificial intelligence

in education

To understand the role of artificial M4

intelligence in the field of

education and to examine factors

that may shape future educational

environments

To examine the relationship M8

between the attitude levels of

preschool teacher candidates

towards artificial intelligence and

their artificial intelligence literacy
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To determine teachers' levels of M9
using artificial intelligence

To analyze studies on the use of M15
artificial intelligence in education

To determine the effects of M16
artificial intelligence on school
administration

To determine pre-service M18
teachers' awareness of artificial
intelligence

To determine the positive and M19

negative aspects of using artificial
intelligence in higher education

To analyze the current state of M20
natural language processing

studies in the context of Turkish

Table 4 presents information about the purposes of the articles included in the study. As can
be seen from the table, various studies aiming to examine the perceptions and attitudes of
teachers and school administrators on the use of artificial intelligence in education were
included. Under the category of "Perceptions and Opinions on the Use of Artificial
Intelligence in Education", how teachers perceive artificial intelligence in education (M1), the
role of artificial intelligence in education (M4), teachers' opinions (M3, M5, M6, M7, M10,
M11, M12, M13, M14, M17), and pre-service teachers' awareness levels about artificial
intelligence (M18) are discussed. Under the title of "Artificial Intelligence and Applications in
Education", the levels of teachers' use of artificial intelligence (M9), the relationship between
artificial intelligence literacy and attitude levels of pre-service preschool teachers (M8), and
the analysis of studies on the use of artificial intelligence in education (M15) are examined. In
addition, under the title "Artificial Intelligence and Administration", the effects of artificial
intelligence in school administration (M16) are investigated, and under the title "Artificial
Intelligence in Higher Education", the positive and negative aspects of artificial intelligence in
higher education (M19) are evaluated. Finally, under the category of "Natural Language
Processing and Turkish", the current situation is analyzed in the context of natural language
processing studies in Turkish (M20). These articles aim to illuminate the potential and effects
of artificial intelligence in education from various perspectives.

7.4. Distribution of the Studies Included in the Meta-Synthesis by Sample / Study

Group
Table 5: Distribution of the Studies Included in the Study According to Sample/ Study Group
Sample/Study Group Code
Teacher M, M2, M3, M5, M6, M7, M8, M9, M11, M12, M13, M17, M18
Student M4
Administrator/Teacher M10, M14
Document M15, M16, M19, M20

Table 5 presents information about the sample/study groups of the studies included in the
research. As can be seen from the table, there are 13 studies (M1, M2, M3, M5, M6, M7, M8,
M9, M11, M12, M13, M17, M18) that aim to reveal the role of artificial intelligence in
education and the artificial intelligence awareness of pre-service teachers and whose study
group consists of teachers. There is 1 study (M4) in which a study was conducted with
students to understand the role of artificial intelligence in education. In the studies where the
study group consisted of administrators and teachers (M10, M14), the effects of artificial
intelligence in school administration were discussed. There are studies (M15, M16, M19,
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M20) that include existing literature and analysis on the use of artificial intelligence through
document review. The studies in these categories aim to develop a comprehensive
understanding by evaluating the effects and applications of artificial intelligence in education
from various perspectives.

7.5. Distribution of Studies Included in Meta-Synthesis According to Data Collection
Tools

Table 6: Distribution of the Studies Included in the Study According to Data Collection Tools
Data Collection Tool Kodu

Scale M1, M14

Interview Form M2, M3, M4, M5, M6, M7, M9, M10, M11, M12, M13, M18
Scale and Interview Form M8

Academic Database M15, M16, M19, M20

Table 6 presents information on the data collection tools of the studies included in the
research. As can be seen from the table, the data collection tools used in the studies
examining the effects of artificial intelligence on education differ according to the purpose of
the research. In the studies where scales were used as data collection tools (M1, M14), it was
aimed to measure the perceptions and attitudes of teachers and administrators. Interview
forms were used to collect data in in-depth interviews with teachers, students and pre-service
teachers to determine their views and opinions on the use of artificial intelligence in
education (M2, M3, M4, M5, M6, M7, M9, M10, M11, M12, M13, M18). The combination of
both scale and interview form was applied to assess pre-service preschool teachers' Al
literacy and attitude levels (M8). Finally, academic databases were used to collect data from
literature review and documents (M15, M16, M19, M20). These tools were strategically
selected to provide comprehensive and reliable data from a variety of perspectives.

7.6. Distribution of the Studies Included in the Meta-Synthesis According to the
Method Used

Table 7: Distribution of the Studies Included in the Study According to the Method Used

Research Methodology Code

Quantitative M1

Qualitative M2, M3, M4, M5, M6, M7, M9,M10, M11, M12, M13, M14, M15, M16,
M18, M19, M20

Mixed M8

In Table 7, the methods used by the studies included in the research are categorized and
presented. As can be seen from the table, different research methods were used to examine
various aspects of artificial intelligence in education. In the study conducted with quantitative
method, it is aimed to examine teachers' perceptions of competence towards the use of
artificial intelligence in mathematics lessons (M1). In qualitative research, teachers' and
students' perceptions and attitudes towards the use of artificial intelligence in education are
evaluated using a wide range of data collection tools (M2, M3, M4, M5, M6, M7, M9, M10,
M11, M12, M13, M14, M15, M16, M18, M19, M20). The mixed-method study
comprehensively examines the relationship between pre-service preschool teachers'
attitudes towards artificial intelligence and artificial intelligence literacy with both quantitative
and qualitative data (M8). This diversity of methods offers a comprehensive approach to
understanding the effects of Al in education in a multidimensional way.
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7.7. Distribution of the Studies Included in the Meta-Synthesis According to Their

Results

Table 8: Distribution of the included studies according to their results

Categories

Results

Code

The Future of Al in Education

Widespread adoption of Al in
education is anticipated

M11, M12, M13, M14, M16,
M18

Application of Certain Al Tools in
Education

Positive reception of ChatGPT in
education

M4

Benefits of Al

Perceived ease of teachers' work
Impact on student achievement
Influence on student motivation
Making life easier

Saving time

Providing personalized learning
opportunities

Making the learning process
enjoyable

Providing rich educational
materials

Assisting in time management
Offering different perspectives
Promoting multidimensional
thinking

Encouraging collaboration
Providing feedback

Identifying students' strengths and
weaknesses

Facilitating learning and knowledge
transfer

Ensuring equal opportunities in
education

Evaluating student performance
Creating new job positions
Simplifying administrative tasks

M1, M2, M3, M4, M7, M11,
M12, M13, M13, M14, M14,
M15, M16, M17, M18

Concerns about Al

Concerns about Al potentially
replacing teachers

Inability to ensure data security
Lack of privacy for teachers' and
students' information

Injustice in technology usage
Causing screen addiction
Leading to excessive stimuli
Decline in thinking skills
Encouraging laziness

Limiting creativity

Causing detachment from real life
Replacing student-teacher
interaction

Lacking emotional connection
Being an expensive
implementation

Dehumanizing effects of Al
Disappearance of certain
professions

M1, M2, M3, M4, M5, M7, M10,
M11, M12, M13, M14, M15,
M17, M18, M20

Ethical Issues

Failure to use artificial intelligence
in accordance with the principles
of ethics and justice

M2, M6, M7, M11, M12, M13,
M17, M19

Use of Al without Teachers in
Education

Effective use is not possible
without a teacher
Replacing the teacher

M4, M18, M20, M10

M20, M10

Needs Related to Al

Need for specialized personnel and
training

M2, M7, M9, M11, M13, M14,
M16
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Users need training on ethics and
privacy
Ensuring artificial intelligence and
human harmony M10
Providing technological
infrastructure
Use of Robot Teachers Supporting students M20
Improving student performance

In Table 8, the results of the studies on the use of artificial intelligence in education are
presented under various categories. As can be seen from the table, there were studies that
provided clues on how to integrate artificial intelligence into education more effectively and
predicted the wide use of artificial intelligence in the field of education (M11, M12, M13, M14,
M16, M18). In the study where it was determined that the use of artificial intelligence
applications such as ChatGPT in education was perceived positively, it was revealed how the
integration of artificial intelligence into educational processes was perceived (M4). In the
results of various studies, the benefits of artificial intelligence in education were found (M1,
M2, M3, M4, M7, M11, M12, M13, M14, M15, M16, M17, M18). These benefits include many
positive effects of Al such as easing the workload of teachers, increasing student
achievement, providing motivation, saving time, providing personalized learning, and
providing rich course materials. In addition, there are also some studies that show that there
are concerns that artificial intelligence may replace teachers, create data security problems,
cause screen addiction, cause excessive stimuli and limit creativity, and put some
professions at risk of extinction (M1, M2, M3, M4, M5, M7, M10, M11, M12, M13, M14, M15,
M17, M18, M20). In addition to these concerns, some studies emphasized the necessity of
using artificial intelligence in accordance with the principles of ethics and justice. These
studies point to the importance of considering the ethical aspects of artificial intelligence
applications (M2, M6, M7, M11, M12, M13, M17, M19). Among the results of the two studies
analyzed, the results reached by discussing whether it is possible to use artificial intelligence
effectively without teachers are included. These studies emphasize the importance of the role
of teachers in Al technologies (M4, M18, M20, M10). Another category is related to the
results of the studies regarding the needs of the participants regarding artificial intelligence.
In this category, the results of the studies addressing issues such as the need for specialized
personnel and training, training of users on ethics and privacy issues, ensuring the harmony
between artificial intelligence and human, and technological infrastructure requirements were
included (M2, M7, M9, M11, M13, M14, M16). How robot teachers can be used to support
students and improve student performance is a topic discussed among the results of study
M20.

8. Conclusion / Discussion / Recommendations

This study aimed to conduct a meta-synthesis of academic research on artificial intelligence
and education between 2020 and 2024, evaluating general trends, findings, and future
research areas in this field. The analyzed studies revealed how Al technologies are perceived
in education, their impacts on teachers, students, and administrators, as well as the
opportunities and challenges these technologies present. The articles written between 2020
and 2021 represent early-stage research aimed at exploring the potential of Al technologies
in education. These studies include foundational research focused on understanding the
effects of Al in education. The articles from 2022 are observed to address more specific

49



Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

aspects of Al integration into educational processes. During this period, the role and impact
of Al applications in education were examined in greater detail. When the articles from 2023
are reviewed, it is evident that Al technologies began to be more widely used in education,
with in-depth investigations into the effects of these technologies on teachers, students, and
educational administrators. The studies conducted in this year are noted for providing
significant findings regarding the effectiveness of Al applications in education. As for the
articles from 2024, they are predominantly observed to explore various applications and
strategies for the use of Al in education. During this period, comprehensive studies were
conducted to fully understand the potential of Al in education. These studies play a crucial
role in shaping the future integration of Al applications into the education system. The
intensified focus on this topic after 2020 may be due to the widespread adoption of Al
technologies, which began to be used in almost every aspect of life. Another reason could be
the widespread adoption of remote education during the pandemic, increased use of
technology, and the growing recognition of Al technologies (Grassini, 2023; Lo, 2023;
Magbool, 2021; Yesilyurt, Diindar, and Aydin, 2024).

The journals in which these studies were published cover a wide range of both national and
international levels. Research has been published in various national journals in Turkey as
well as in some international journals. These journals span multiple disciplines, including
social sciences, educational sciences, leadership studies, and management information
systems. It is observed that research on Al and education is concentrated in educational
sciences journals in Turkey. Therefore, it can be said that the impact of Al technologies in
education has become an important research area in Turkey as well. Additionally, articles
related to this topic have been published in disciplines such as management information
systems. From this, it can be inferred that Al technologies have become a significant
research topic not only in the field of educational sciences but also in other disciplines.

When examining the purposes of the articles included in the research, it is generally
concluded that these studies were written with the aim of understanding how artificial
intelligence is perceived in education and in which areas and how its integration into
educational processes occurs. The studies aim to reveal teachers' attitudes towards Al
technologies and their thoughts on integrating these technologies into educational processes.
The current role of Al in education and the factors that could shape future educational
environments have been examined. There is also an article written to evaluate developments
in the context of natural language processing studies specifically in Turkish, aiming to analyze
the current situation and understand the role Al could play in language education and
teaching. Additionally, the pros and cons of Al usage in higher education have been
examined, with analyses on how these technologies can be applied in higher education
institutions and their potential outcomes. The fact that the articles were written for various
purposes and conducted on different sample groups can be said to provide a comprehensive
evaluation of Al's effects on education.

The use of various data collection tools in these studies allows for a comprehensive and
multi-dimensional perspective. In some of the studies, scales were used to measure teachers'
and other participants' perceptions and attitudes towards Al. The use of scales enabled the
collection of quantitative data and the statistical analysis of these data. There are also studies
in which interview forms were used to collect in-depth data. Interview forms were effectively
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used to reveal participants' detailed views, experiences, and perceptions regarding Al
technologies. This method provided qualitative data to understand participants' individual
experiences and thoughts. In some of the articles, both scales and interview forms were
used. This combination allowed for the collection of both quantitative and qualitative data
from participants, thus enabling a more comprehensive analysis. This method provided a
multi-dimensional approach to understanding both general trends and individual experiences.

The methods used in the articles included in the research comprise qualitative, quantitative,
and mixed methods. Overall, it can be said that the variety of methods in these studies allows
for evaluating the effects of Al technologies in education from different perspectives.
Quantitative methods reveal general trends and statistical results, while qualitative methods
allow for in-depth individual analyses. The mixed method combines the advantages of both
approaches, offering a richer and more comprehensive understanding. This diversity has
increased the depth and validity of the research on Al and education. When looking at the
findings of the research, it is observed that most of the articles were written using qualitative
methods.

When evaluating the future-oriented findings of studies on the use of artificial intelligence in
education, it can be concluded that Al has great potential, particularly in offering personalized
learning experiences, better responding to students' individual needs, and optimizing
teaching processes. Turan and Akdag (2020), in their study on the use of Al in the Turkish
education system, stated that Al applications have significant potential to enhance student
achievement and improve educational processes. The anticipated widespread use of Al in
education could lead to profound changes in educational processes in the future. Chen et al.
(2020) indicated that personalized learning systems, using Al to enhance student
performance, have been successfully implemented. Another study concluded that Al-based
systems contribute to equal opportunities in education by providing personalized learning
experiences for students with special educational needs (Zhang & Wang 2021).

The findings suggest that Al applications are effective in improving student achievement,
reducing teachers' workload, and making the learning process more engaging and efficient.
Akgun and Kiling (2020), in their study on the effects of Al on personalized learning,
concluded that Al-based learning systems used in Turkey could be effectively employed to
increase student achievement. Additionally, the use of Al in education is expected to
contribute to a more qualitative evaluation of student performance. Brown (2019), in his study,
demonstrated that Al's accuracy and speed in exam assessments are far superior to manual
evaluations. Al also offers pedagogical benefits such as fostering multidimensional thinking
skills and encouraging collaboration among students.

While Al's use in education is seen as having potential benefits, some concerns have also
been raised. Particularly, issues of data security and the potential increase in students'
technological dependence are important considerations in the integration of these
technologies. Smith (2020) emphasized in his study that Al-based educational systems have
significant deficiencies in data security and privacy. Kaya and $ahin (2021), in their study on
the challenges of data security in Al-based educational tools in Turkey, revealed that many Al-
based systems have considerable shortcomings in terms of data security. Concerns also exist
regarding the possibility of Al replacing teachers. Johnson et al. (2019) found in their study
that the increasing use of Al in education could weaken the pedagogical roles of teachers.
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Similarly, Demir and Yildinm (2019) expressed concerns in their study about the potential
negative impacts of Al on the traditional roles of teachers in educational processes.

The necessity of using Al applications in accordance with ethical principles is highlighted as
an important emphasis in studies conducted in this field. Demir and Kaya (2021), in their
study on Al applications and ethical issues in Turkey, found that ethical principles are not
sufficiently considered during the development and use of Al technologies in Turkey. Aydin
and Kilic (2019), in their study, indicated that the disregard of ethical principles in Al
applications could harm fundamental values such as justice, trust, and social cohesion in
society. Additionally, the need for expert personnel and education to effectively use Al
technologies is another topic that has been particularly emphasized. Ersoy (2021), in his
study, concluded that universities do not sufficiently offer Al-related courses and programs,
and students experience knowledge gaps in this area. Furthermore, Koksal and Yildiz (2020)
also found in their study that Al users do not have sufficient knowledge in this field. The
results of these studies support the finding that there is a knowledge gap on this issue and
that various educational interventions are needed.

Overall, the findings of this study reveal that research on Al and education has been
published across a broad spectrum and has garnered significant academic interest both
nationally and internationally. This indicates that the role of Al in education is increasingly
being recognized and that the integration of these technologies into educational processes
will likely continue in the future. The role of Al technologies in education is not only limited to
in-class applications but also carries great importance in educational management and
decision support systems. However, for these technologies to be successfully integrated,
there are ethical, technical, and social issues that need to be carefully addressed. Maintaining
the balance between Al and the role of teachers, ensuring that teachers adapt to these
technologies, and maximizing the opportunities offered by Al could enhance success in
educational processes.

Future research should delve into the long-term effects of Al applications, their contributions
to students' learning processes, and how these technologies can be more widely used in
education. Specifically, more research is needed on how ethical issues and data security will
be managed. This study is expected to contribute to the holistic evaluation of research on Al
and education and to serve as a guide for future studies. Based on the results obtained, the
following recommendations can be made to researchers and practitioners:

o Comprehensive training programs should be developed to improve teachers'
perceptions of Al technologies and increase their proficiency in using these
technologies.

e Resources that support the integration of Al technologies should be provided to make
these technologies more widely used in classroom applications.

e Projects aimed at implementing Al-based tools in schools should be developed, and
efforts should be made to evaluate and disseminate the results of these projects.

e Trainings should be organized to raise awareness about Al and ethical principles.

¢ Interdisciplinary research in Al and education involving fields such as educational
sciences, computer science, psychology, and sociology should be encouraged.
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e Current studies often focus on short-term outcomes. Future research should examine
the long-term effects of Al technologies in education and evaluate their lasting impact
on student achievement, teacher-student interaction, and educational processes.
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Extented Abstract

Itroduction

Artificial intelligence (Al) is defined as systems that mimic human cognitive functions such as learning and problem-solving,
capable of improving themselves using accumulated data (Nabiyev, 2016; Celebi & inal, 2019; Obschonka & Audretsch, 2020).
Al's growing capabilities enable it to solve increasingly complex tasks, potentially reshaping various sectors, including industry,
agriculture, healthcare, and education (Wang, Rau, & Yuan, 2023). Recent advancements in Al technology have catalyzed
significant changes in education, influencing teaching methods, assessment processes, and student support services (Lee &
Kim, 2019; Thompson, 2022). Al applications in education include automated assessment systems, personalized learning
platforms, and responsive educational tools that cater to both academic and emotional needs (Luckin et al., 2016; Evans, 2023).
However, integrating Al into educational environments presents challenges related to technical, ethical, and accessibility issues,
necessitating further research and analysis (Alkan, 2024). This article aims to present a meta-synthesis of research on Al in
education conducted over the past five years, synthesizing existing literature to offer a comprehensive perspective and guide
future research.

Methods

This study employs a meta-synthesis approach to analyze research on Al in education conducted in the past five years. Meta-
synthesis is defined as a method for integrating and comparing findings from multiple studies to develop a broader
understanding (Noblit & Hare, 1988). According to Sandelowski and Barroso (2007), meta-synthesis involves restructuring and
interpreting qualitative findings to generate new themes and theories. The study systematically reviewed 28 research articles
sourced from databases such as Google Scholar, Academia, TUBITAK ULAKBIM, and Dergipark. The research process followed
these steps: identifying the research question, conducting a literature search using relevant keywords, selecting and evaluating
studies based on predefined criteria, and synthesizing findings to identify common themes. The data were coded, themes were
developed, and relationships between themes were analyzed to draw comprehensive conclusions.

Title

The analysis revealed that recent studies on Al in education have predominantly focused on its applications in teaching and
learning processes, including personalized education, automated assessment, and educational management systems. Trends
indicate a growing interest in exploring the impact of Al on various educational aspects, such as teacher perceptions, student
engagement, and educational outcomes. The meta-synthesis identified several key themes, including the effectiveness of Al
tools in enhancing learning experiences, the challenges associated with Al integration, and the ethical considerations of Al use in
education. Comparative analysis of the studies highlighted both similarities and differences in findings, providing insights into the
current state and future directions of Al research in education.

Conclusion

The meta-synthesis underscores the transformative potential of Al in education, offering both opportunities and challenges. Al
technologies have shown promise in personalizing learning experiences and improving educational management, yet they also
raise significant concerns regarding ethics and accessibility. The study highlights the need for continued research to address
these challenges and optimize Al's integration into educational settings. Future research should focus on refining Al tools,
developing ethical guidelines, and exploring the long-term impacts of Al on education. By synthesizing recent research, this
study provides valuable insights for educators, policymakers, and researchers aiming to harness Al's potential while addressing
its limitations.
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Investigation of Classification Validity in TIMSS 2019 Proficiency
Classification of Students in Terms of Various Variables

Abstract

In this study, it was aimed to determine the variables affecting students' proficiency
classification by using the data of 4th-grade students participating in the TIMSS 2019
application in the fields of mathematics and science. For this purpose, it was tried to
provide evidence for classification validity with the variables of school belonging,
bullying, home resources for learning, self-efficacy for computer use, disorderly
behavior in Math lessons, like learning Math/Science, confident in Math/Science and
instructional clarity in Math/Science lessons. The study was conducted with a
correlational design. The sample of the study consisted of 3887 students in both lessons,
which remained as a result of the missing data deletion and assignment processes from
4028 students who originally participated in the application. Logistic regression and
discriminant analysis were used to analyze the data. As a result of the study, it was
determined that 41.6% for Mathematics and 43% for Science in logistic regression
analysis and 42.5% for Mathematics and 45% for Science in discriminant analysis were
correctly classified through independent variables. The results obtained from the study
were discussed in the light of the literature and recommendations for both researchers
and practitioners were presented.

Keywords: Logistic regression, discrimination analysis, TIMSS 2019, Mathematics and
Science, international benchmarks.

Ogrencilerin TIMSS 2019 Yeterlik Siniflamasinda Siniflama
Gegerliginin Cesitli Degiskenler Acisindan Incelenmesi
0Oz

Bu ¢aligmada, TIMSS 2019 uygulamasina katilan 4. sinif 6grencilerinin matematik ve fen
bilimleri alanlarindaki verileri kullanilarak 6grencilerin yeterlik siniflandirmasina etki eden
degdiskenlerin belirlenmesi amaglanmistir. Bu amagcla okula aidiyet, zorbalik, 6grenme
icin ev kaynaklari, bilgisayar kullanimi icin 6z yeterlik, Matematik derslerinde diizensiz
davranig, Matematik/Fen 6grenmeyi sevme, Matematik/Fen'de kendine gliven ve
Matematik/Fen derslerinde 6gretimsel netlik degiskenleri ile siniflama gegerligine kanit
saglanmaya calisiimistir. Calisma korelasyonel bir tasarimla yurutiimastir. Calismanin
orneklemi, baslangigta uygulamaya katilan 4028 6grenciden kayip veri silme ve atama
islemleri sonucunda kalan her iki dersteki 3887 6grenciden olugmaktadir. Verilerin
analizinde lojistik regresyon ve diskriminant analizi kullaniimistir. Calisma sonucunda,
ogrencilerin yeterlilik siniflant bagimsiz degiskenler olarak ele alindiginda, lojistik
regresyon analizinde Matematik icin %41,6 ve Fen Bilimleri icin %43; diskriminant
analizinde ise Matematik icin %42,5 ve Fen Bilimleri icin %45 olarak belirlenmigtir.
Calismadan elde edilen sonuglar literatlr 1s1ginda tartisiimis ve hem arastirmacilara hem
de uygulayicilara yonelik éneriler sunulmustur.

Anahtar Kelimeler: Lojistik regresyon, ayirma analizi, TIMSS 2019, Matematik ve Fen
Bilimleri, yeterlik siniflamalari.
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1. Introduction

There are different definitions of validity in the literature. In its most general definition, validity
is the degree to which a measurement tool can accurately measure the characteristic it aims
to measure without confusing it with any other characteristic (Tekin, 1977). In other words, it is
the degree to which the measurement tool serves the purpose (Crocker & Algina, 2006). Kane
(2001) determined a criterion as the value of the trait of interest and stated that the test would
be valid if an accurate prediction is made according to this criterion. Cureton (1951) stated that
validity can be accurately determined with criterion-resistant models. In addition, Campbell and
Fiske (1959) stated that there are convergent and discriminant validity under criterion validity.
However, criterion validity may not be sufficient for all tests. In this case, another strategy that
can be considered is content validity, and especially in achievement tests, evidence of content
validity needs to be provided (Schmidt, 2012). In addition to these definitions, a concept that
has been introduced is construct validity. Cronbach and Meehl (1955) stated that construct
validity would be an alternative to content and criterion validity. Messick (1995) stated that with
the unified validity concept, all types of validity can be gathered under the same roof of
construct validity. In addition to the types of validity defined in this section, it is also suggested
to use the concept of "classification validity" to determine the consistency of classification
decisions made with measurement tools used for selection, placement and diagnosis (Erkus,
2004). It is stated that the main focus in the concept of validity, which is examined under
different subheadings, is that a test should have a high predictive power of success and failure
and contribute to making the right decisions (Murphy & Davidshofer, 2001). At this point, the
concept of classification validity is not separated from other concepts (Saral, 2012); however,
while construct and criterion validity are more related to the structure of the questions in the
test and their relationship with the criterion, classification validity is related to whether the
decisions made based on the test results are correct (Guzeller & Kelecioglu, 2006).

There are different statistical methods used to determine the accuracy in classifying individuals
in order to collect evidence for classification validity. When the literature is examined, it is seen
that there are studies stating that logistic regression and discriminant analysis provide evidence
for classification validity (Atar, 2012; Glzeller & Kelecioglu, 2006; Kan, 2004; Saral, 2012;
Tasdemir, 2015). Guzeller and Kelecioglu (2006) examined the validity of placements based
on subtest raw scores in Secondary Education Institutions Student Selection Exams. For this
purpose, discriminant analysis was used as the analysis method. The discrimination functions
obtained based on the subtests were found to be effective in separating public science high
schools from private and Anatolian high schools; however, they were not effective in separating
students placed in private science high schools and Anatolian high schools. The correct
classification rate of public science high schools was 96%; the correct classification rate of
private science high schools was 36.7% and the correct classification rate of Anatolian high
schools was 52.7%. In the study, Atar (2012) examined the classification accuracy to determine
whether the calculation method used by OSYM in placing students into teaching programs
requiring special aptitude works in the expected direction in real practice. For this purpose,
logistic regression and discriminant analysis were performed. As a result of the study, it was
seen that the sub-score type weights determined by OSYM did not work as expected in
practice and an alternative calculation method was presented. In this study, two methods
recommended in the literature were used. These methods are logistic regression and
discriminant analysis. In both analysis methods, the class of individuals is predicted from the
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independent variables determined. At this point, it is important to determine the independent
variables that are thought to be effective in assigning individuals to the proficiency class. In this
direction, a literature review was conducted and the variables to be included in the study were
determined.

There are many studies examining the variables affecting students' achievement in
Mathematics and Science in large-scale exams conducted in Turkiye (Akylz, 2006; Coskun &
Karakaya-Ozer, 2023; Karabay, Yildirm, & Giiler, 2015; Karali, Varol-Palancioglu, & Aydemir,
2022; Ozer & Anil, 2011; Sahin, Celik, & Yildirm, 2022; Sevgin & Eranil, 2023; Yavuz,
Demirtasli, Yalgin, & Dibek, 2017). When the studies conducted by years are examined, Akylz
(2006) examined the variables affecting TIMSS mathematics achievement with HLM
(Hierarchical Linear Modeling) analysis and determined that students' home resource status
affected achievement. Dogan and Baris (2010) examined the predictive power of attitude, value
and self-efficacy variables on students' Mathematics achievement in TIMSS 1999 and TIMSS
2007 assessments by using standard multiple regression technique and found that all three
variables were significant in predicting Mathematics achievement in TIMSS 2007. Yavuz et al.
(2017) examined the variables affecting students' Mathematics achievement with HLM analysis
and found that while the variable of students' self-confidence in mathematics had a significant
effect on TIMSS achievement in 2011, it did not have a significant effect in TIMSS 2007. They
also stated that the value that students placed on mathematics did not show a significant
relationship with students' mathematics achievement in both implementation periods. Sahin et
al. (2022) used path analysis in their study in which they examined various factors affecting the
Mathematics achievement of 8th grade students participating in the TIMSS 2019 application
and as a result of the study, they determined that instructional clarity significantly affected
academic achievement. In another study, Coskun and Karakaya-Ozyer (2023) examined the
factors affecting the Mathematics achievement of 8th grade students in TIMSS 2011, 2015 and
2019 applications with HLM analysis. As a result of the study, it was determined that students'
self-confidence was one of the most important characteristics affecting their Mathematics
achievement in all three applications; in addition, home resources for learning also affected
students' Mathematics achievement. In their study, Sevgin and Eranil (2023) examined the
variables in both Mathematics and Science that affect school engagement in the TIMSS 2019
application and as a result of the study, it was determined that the order of importance of the
variables in both fields was similar and, in this context, one of the most important variables
affecting school engagement was the level of bullying at school. Considering the positive effect
of school engagement on students' academic achievement (Ladd & Dinella, 2009; Upadyaya,
& Salmela-Aro, 2013), it is considered appropriate to determine the effect of school bullying
variable on the classification of students into international benchmarks in Mathematics and
Science. When the studies are examined, it is seen that the factors affecting achievement are
handled in various ways. In this study, school belonging, school bullying, home resources for
learning, self-efficacy for computer use, which are thought to affect students' proficiency
classification, were included in the analyses for both fields. In addition, the variables of
disorderly behaviour in Math lessons, like learning Math, confident in Math and instructional
clarity in Math lessons were included in the analysis for Mathematics, and the variables of like
learning Science, confident in Science and instructional clarity in Science lessons were
included in the analysis for Science.
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The main purpose of TIMSS is to help improve education and training in mathematics and
science worldwide. Considering the purpose of TIMSS, this test, which is also administered in
Tarkiye, is used to monitor student achievement trends and to compare achievement results
with other countries participating in the test. In achievement comparisons, raw scores can be
compared or proficiency classifications can be used. In this case, it is thought to be important
to determine the effective variables in the formation of proficiency classifications and to provide
direction for future studies.

The following research problems were formulated within the scope of the study:

o How is the classification accuracy according to logistic regression analysis in terms of
various variables in the classification of 4th grade students participating in the TIMSS
2019 into international benchmarks in Mathematics and Science?

¢ How is the classification accuracy according to the discriminant analysis in terms of
various variables in the classification of 4th grade students participating in the TIMSS
2019 into international benchmarks in Mathematics and Science?

e To what extent do the classification validity evidence obtained from logistic regression
and discriminant analysis overlap?

2. Methods
In this section, the methodology of the study, the population and sample, the dependent and
independent variables and the analysis of the data were presented.

2.1. Study Design

In this study, it was aimed to examine and compare the results of different analysis techniques
through independent variables in the classification of students according to their proficiency
levels in Mathematics and Science with TIMSS 2019 data. A correlational research model was
used in the study. The aim of the correlational research model is to determine the existence
and degree of the relationship between variables and to predict the other from the data of one
variable (Karasar, 2014).

2.2. Study Sample

The data used in this study consist of student data participating in TIMSS 2019. In TIMSS 2019,
a two-stage process was followed in sample selection. First, random sampling method was
used in which all schools in Turkiye have equal probability of being selected. In the second
stage, a random branch was selected from each selected school and the exam is administered.
As a result of this sampling, a total of 4028 4th grade students participating in the TIMSS 2019
application constitute the sample of the study.

2.3. Variables Included in the Analysis

In this section, the dependent and independent variables and the measurement tools used to
measure these variables are discussed.

2.3.1. Dependent Variable

In TIMSS 2019, international mathematics and science benchmarks are defined for students
participating in the application at the 4th grade level. These levels are briefly as follows:

1 = Below 400
2 = At or above 400 but below 475
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3 = At or above 475 but below 550
4 = At or above 550 but below 625
5 = At or above 625

Within the scope of the study, both Mathematics and Science classifications were included in
the analysis as separate dependent variables.

2.3.2. Independent Variables

Sense of School Belonging: It is administered to determine students' sense of belonging to
school. Within the scope of this measurement tool, 5 items are directed to the students and the
students are asked to respond to these items with a 4-point Likert scale with 1: strongly agree
and 4: strongly disagree. The reliability coefficient (Cronbach a) for the scale was estimated as
0.66 (Yin & Fishbein, 2019).

Students' Bullying: This instrument asks students how often they are subjected to disturbing
behaviors by other students. There are 11 items in the instrument and students are asked to
respond to the items on a 4-point Likert scale: 1: at least once a week; 2: once or twice a month;
3: a few times a year; and 4: never. The reliability coefficient (Cronbach a) for the scale was
estimated as 0.83 (Yin & Fishbein, 2019).

Home resources for learning: In this context, students are asked about the educational
resources available in their homes. While 5 of these items are the same for all students, 4 of
them include country-specific home resources. Students are asked to answer yes/no whether
they have these resources or not. The reliability coefficient (Cronbach a) for the scale was
estimated as 0.75 (Yin & Fishbein, 2019).

Self-Efficacy for Computer Use: In this context, students are asked about the extent to which
they feel competent in using computers. There are 7 items in total in this measurement tool
and students are asked to respond to these items with a 4-point Likert scale as "never", "some

lessons”, "about half the lessons" and "ever tired almost every lesson".

Disorderly Behavior in Math lessons: In this context, there are items to determine the frequency
of disruptive behaviors in Mathematics lessons. There are a total of 6 items in this measurement
tool and students are asked to respond to these items with a 4-point Likert scale with 1: strongly
agree and 4: strongly disagree. The reliability coefficient (Cronbach a) for the scale was
estimated as 0.83 (Yin & Fishbein, 2019).

Like Learning Mathematics/Science: In this context, items were presented to the students
regarding their liking for the related course in both Mathematics and Science. There are 9
items in both measurement tools and students are asked to respond to the items on a 4-point
Likert scale with 1: strongly agree and 4: strongly disagree. The reliability coefficient (Cronbach
a) for the scale related to like learning mathematics and science were estimated as 0.88 and
0.86, respectively (Yin & Fishbein, 2019).

Confidence in Mathematics/Science: In this context, items were presented to the students to
measure their confidence in the relevant course, both in Mathematics and Science. There are
7 items in both measurement tools and students are asked to respond to the items on a 4-point
Likert scale with 1: strongly agree and 4: strongly disagree. The reliability coefficient (Cronbach
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a) for the scale related to confidence in mathematics and science were estimated as 0.84 and
0.81, respectively (Yin & Fishbein, 2019).

Instructional Clarity for Mathematics/Science: In this context, students were presented with
items to measure their confidence in both Mathematics and Science. There are 6 items in both
measurement tools and students are asked to respond to the items on a 4-point Likert scale
with 1: strongly agree and 4: strongly disagree. The reliability coefficient (Cronbach a) for the
scale related to instructional clarity for mathematics and science were estimated as 0.70 and
0.76, respectively (Yin & Fishbein, 2019).

2.4. Data Analysis
2.4.1. Preliminary Analysis

Two different methods were used to analyze the data. These were logistic regression analysis
and discriminant analysis. Below were the equations and explanations of these two methods.
However, some assumptions needed to be tested before these methods. Some assumptions
needed to be tested for multivariate analysis before the two methods used in the analysis. In
this section, these assumptions were given first.

Missing values that exhibit a random pattern in large data sets do not cause serious problems
in the analysis (Tabachnick & Fidell, 2013). It is also stated that if the amount of missing data
does not exceed 5% of the total data, it can be ignored. Descriptive statistics on the
percentages of missing data were presented in Table 1.

Table 1: Missing Values

Variables f %
School_Belong 135 3,35%
Bullying 126 3,12%
Home_resource 279 6,9%
Self_efficacy_ICT 23 0,57%
Ins_Clarity_M 72 1,78%
Liking_M 27 0,67%
Confident M 83 2,06%
Dis_Beh_M 72 1,78%
Ins_Clarity_S 46 1,14%
Liking_S 44 1,09%
Confident _S 61 1,51%

School_Belong: Sense of School Belonging; Bullying: Students' Bullying; Home_resource: Home resources for learning;
Self_efficacy_ICT: Self-Efficacy for Computer Use; Ins_Clarity_M: Instructional Clarity for Mathematics; Liking_M: Like Learning
Mathematics; Confident _M: Confidence in Mathematics; Dis_Beh_M: Disorderly Behavior in Math lessons; Ins_Clarity_S:
Instructional Clarity for Science; Liking_S: Like Learning Science; Confident _S: Confidence in Science.

Table 1 showed that the missing data rates for almost all variables were below 5%. Only for the
home resources variable, this value was more than 5%. When the literature is examined, many
methods are suggested for the missing data problem (Tabachnick & Fidell, 2013). In this study,
the average assignment method was used for missing data and average values were given for
missing values of individuals.

Outliers are extreme values that are not considered appropriate for the data set when
compared to other data. These extreme values may be erroneous or may reflect reality. The z
scores are calculated for the data related to the variables in the analysis and the data that are
outside the +3 values can be characterized as outliers (Cokluk, Sekercioglu & Buyukdzturk,
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2012). For the outlier analysis, z scores were obtained and a total of 141 student data were
excluded from the analysis for each variable. As a result, 3887 student data were analyzed.

For normality, skewness and kurtosis values of the data are calculated and if these values are
within the range of %1, it is shown as evidence that the data do not deviate excessively from
normal (Cokluk et al., 2012). Statistics regarding the normality of the data were calculated and
skewness and kurtosis values were examined for each variable. As a result of the examinations,
it was determined that the data showed normal distribution.

2.4.2. Logistic Regression

Logistic regression analysis is an analysis method that allows the prediction of group
membership from a group of continuous, binary or a mixture of these variables. In a linear
regression analysis, it is not correct to include a categorical variable in the analysis as
continuous (Tabachnick & Fidell, 2013). In this case, logistic regression analysis is used
because the variables are categorical or ordinal. The basis of logistic regression analysis is to
create a regression equation that will be used to predict which group individuals are in, in other
words, to predict group membership (Cokluk, et al., 2012)

Logistic regression analysis is analyzed under 3 types. If the dependent variable consists of
three or more categories and these categories are ordinal, it is called Ordinal Logistic
Regression. In this study, there are 5 ordinal categories (advanced level, upper level, middle
level, lower level and below lower level). Therefore, the study can be expressed as Ordinal
Logistic Regression analysis. Independent variables can be categorical or continuous.

In ordered logistic regression, threshold values are obtained as 1 minus the number of classes
in the dependent variable and are called “C”. For example, for c=1, these values represent the
threshold value between class 1 and class 2 in the dependent variable. That is, when the effect
of the predictor variables is held constant or zero, it is the estimated cut-off point used to
distinguish the membership of class 1 in the dependent variable from the other classes.

The mathematical basis of logistic regression is probability, odds and logarithm of odds.

odds = & (1)

Here p(X) gives the probability of an event happening and 1-p(X) gives the probability of the
event not happening. The outcome model obtained here is a non-linear function. The main
focus of logistic regression is the concept of “logit”. The logit concept is equal to the natural
logarithm of the odds value. The result is given in equation (2).

= eu

Y, = (2)

T 1tev

Y; : The estimated probability that person i is in any category of the dependent variable
U:By+Bi X1 +Ba Xo+Bs Xs+............ + B Xk

As a result, the logistic regression formula we obtained can be expressed in Equation (3).

In(%):BO+B1X1+82X2+B:3X3+ ............ +kak (3)
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As can be seen in Equation (3), there are k independent variables in the logistic regression
model (k=1,2,3,....,k). These variables can be included in the model in different ways. For this
reason, the model to be used should be decided first. In this study, the standard (enter) method
was used to include the variables in the analysis. In this method, all independent variables are
included in the regression model as a block and parameter estimates are calculated for each
block (Cokluk et al., 2012).

2.4.3. Testing Assumptions in Logistic Regression Analysis

In logistic regression analysis, there are no assumptions regarding the distribution of the
independent variables in the model (Tabachnick & Fidell, 2013). However, as in other
analyses, multicollinearity and outlier were checked before the analysis.

2.4.4. Discrimination Analysis

One of the methods that can be used in a study with a dependent variable consisting of two or
more categories is discriminant analysis. In discriminant analysis, the relationships between
variables can be determined as well as which of the variables contributes best to the
classification (Tabachnick & Fidell, 2013).

In discriminant analysis, individuals are already members of a group, but it should be taken into
account that some individuals are incorrectly assigned to groups (Cokluk et al., 2012). In other
words, discriminant analysis provides evidence for the validity of the classification made at this
point.

In the discriminant analysis, each individual should have a score or scores belonging to one or
more quantitative variables and a categorical variable value indicating group membership. In
this analysis, quantitative variables are called "independent variables" and variables indicating
group membership are called "dependent variables".

A function calculated in the discriminant analysis is the discriminant function, and the
discriminant function is obtained as the number of degrees of freedom for the groups or the
number of predictor variables, whichever is smaller. In analyses, one or two discriminant
functions usually account for a significant proportion of the discriminant power. Discriminant
functions are similar to regression equations.

Di = a; + bile + biZXZ + -+ bipo (4)

D; : predicted score for i. discriminant function

X, raw score for the predictor variable of p

a;: constant for discriminant function i

b;,: the unstandardized partition function coefficient of the p. predictor variable.

A classification equation is obtained for each group to assign individuals to groups (Tabachnick
and Fidell, 2013). The individual is assigned to the group with the highest classification score.

C] == Cjo + leXl + CjzXz + o + C]'po (5)
C; : classification function score for group |
X, . p. raw score of predictor variable of p.

¢jp - classification function coefficient of the predictor variable of p
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¢jo - the classification function constant for group j.
2.4.5. Testing Assumptions in Discriminant Analysis

First of all, it should be checked whether the assumptions of the discriminant analysis are met
in order for the analysis to be in the most appropriate way and to minimize misclassification.
As in multivariate statistical analyses, sample size, normal distribution, homogeneity of
variance-covariance matrices, outliers and multicollinearity are the assumptions to be
examined in discriminant analysis. Regarding the sample size in discriminant analysis, it is
stated that the sample should be large enough (e.i, at least 20 for each group) (Gdcer-Sahin,
2022). Since TIMSS 2019 data were used in the study, the sample is large enough and this
assumption was met. In order to meet the assumption of normal distribution, skewness and
kurtosis values were checked. Since the skewness and kurtosis values of the variables varied
between x1, it was accepted that the normality assumption was met. Box's M statistic results
were analyzed to test the assumption of equal variance-covariance. A significant Box's M
statistic means that the variance-covariance matrices are not homogeneous. If the result is not
significant, quadratic decomposition analysis is used. According to the result obtained, it is
seen that the covariance matrices were not equal to each other. The discrimination power of
the linear discriminant function is greatly affected when the covariance matrices are not equal.
Therefore, it was decided to use quadratic discriminant analysis in the analysis due to the
unequal covariance matrices. At the beginning of the analysis, necessary checks were made
for missing data and outliers and the data were organized. The problem of multicollinearity
occurs when there is a correlation above .90 between variables (Tabachnick & Fidell, 2013). In
order to check this assumption, the correlation between the total scores of the students from
each independent variable was examined and it was seen that the highest correlation value
was not high enough to create a multicollinearity problem.

3. Findings

3.1. Findings for Logistic Regression
First, logistic regression analysis was performed to determine the classification accuracy in
terms of various variables in the classification of 4th grade students participating in TIMSS

2019 according to international benchmarks in Mathematics and Science. The fit values for the
entire model were given in Table 2.

Table 2. Results of Fit Values for the Model

Model -2 Log likelihood (-2LL) Chi-Square df Sig.
4th-grade Intercept Only 12033.223
Mathematics Final 9998.329 2034.895 8 000
4th-grade Intercept Only 11253.808
Science Final 9610.264 1643.544 7 .000

The log-likelihood values in the results are related to the fit of each model to the data. If the
test results are significant, it means that the variables included in the model contribute
significantly to the improvement of the model. As a result, all independent variables included
in each model contributed significantly to the identification of the models. The first row in the
table (intercept only) shows the results for the model without independent variables, while the
second row shows the results when independent variables are included in the model. When
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the values were examined, it was seen that the relevant value was significant. In this case, it
was concluded that the model fits the data well for both subject areas.

The coefficients of the variables in the logistic regression model for the classification of
students according to their proficiency levels, the standard errors of these coefficients, "Wald
Statistics" and the significance levels of these statistics were presented in Table 3.

Table 3. Parameter Estimates

Variables B Std. error Wald df Sig.
Threshold  C=1 8.264 .327 636.922 1 .000

C=2 9.755 .335 848.267 1 .000

C=3 11.440 .348 1082.247 1 .000

@ C=4 13.485 .365 1364.940 1 .000
g School_Belong -.035 .018 3.685 1 .055
% Bullying .091 .018 27.190 1 .000
% Home_resource .629 .020 954.857 1 .000
g Self_efficacy_ICT .047 .017 7.517 1 .006
§ Ins_Clarity_M .091 .019 23.192 1 .000
Liking_M -.045 .022 4.240 1 .039

Confident _M .398 .020 388.577 1 .000
Dis_Beh_M .005 .017 .106 1 .745

Threshold  C=1 7.102 .308 531.157 1 .000

C=2 8.584 .315 742.633 1 .000

C=3 10.451 .329 1009.050 1 .000

o C=4 12.865 .348 1368.259 1 .000

,§ School_Belong -.045 .018 6.609 1 .010
g Bullying .094 .017 31.018 1 .000
g Home_resource .600 .020 894.804 1 .000

§ Self_efficacy_ICT .093 .017 28.799 1 .000
Ins_Clarity_S .037 .020 3.284 1 .070

Liking_S .084 .020 17.292 1 .000
Confident _S .205 .021 96.693 1 .000

In table 3, when the threshold parameters for classification in mathematics were examined, the
threshold value between 1st and 2nd grade in the dependent variable was estimated as 8.26.
That is, when the effect of predictor variables is zero, the estimated cut-off point obtained for
the 1st class membership in the dependent variable is 8.26. This value was estimated as 9.76
for the separation of 2nd and 3rd class, 11.44 for the separation of 3rd and 4th class and 13.49
for the separation of 4th and 5th class. In science, the threshold value between 1st and 2nd
grade in the dependent variable was estimated as 7.10. This value was estimated as 8.58 for
the separation of 2nd and 3rd class, 10.45 for the separation of 3rd and 4th class and 12.87 for
the separation of 4th and 5th class.

The beta values in the table are interpreted as regression coefficients. For example, for
Mathematics, when the effect of other independent variables was held constant, an increase
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of 1 unit in the variable “home resources for learning” corresponded to an increase of 0.629
units in the logarithm of the odds ratio. Similarly, in Science, holding the effect of other
independent variables constant, a 1-unit increase in the variable “home resources for learning”
corresponded to a 0.600-unit increase in the logarithm of the likelihood ratio. These
interpretations were also valid for the other variables.

When the Wald statistic values in the table were examined, the effect of the variables
"disorderly behaviour in Math lessons" and "school belonging" on the classification was found
to be statistically insignificant for Mathematics (p>0.05). In the field of science, only the effect
of "instructional clarity" variable on classification was found to be statistically insignificant
(p>0.05). Apart from this, the other variables included in the study made a significant
contribution to classification.

Pseudo R? values obtained as a result of the analysis show the power of the independent
variables in classifying the model correctly. Findings regarding the values were given in Table
4,

Table 4. Pseudo R? Values

Cox and Snell Nagelkerke
4th-grade Mathematics 0.408 0.427
4th-grade Science 0.345 0.364

The interpretation of the values in the table is similar to the R? interpretations in regression
analysis. When the table values were examined, it could be said that the independent variables
have an explanatory power of 41% in the classification of students according to the Cox and
Snell R? value for mathematics. In the field of science, it was seen that the independent
variables had an explanatory power of approximately 35% in the classification of students. On
the other hand, Nagelkerke R? values, which is a modification of the Cox and Snell R? value,
are also interpreted because it cannot approach 1 and therefore creates difficulty in
interpretation. This value was estimated to be approximately 43% for mathematics and 36% for
science.

The classification performance of logistic regression analysis according to students' TIMSS
2019 Grade 4 mathematics proficiency classification were presented in Table 5.

Table 5. Correct Classification Percentages (Mathematics)

Observed Estimated
1 2 3 4 5
1 f 138 122 183 12 1
% 30.3% 26.8% 40.1% 2.6% 0.2%
2 f 86 121 373 95 4
% 12.7% 17.8% 54.9% 14.0% 0.6%
3 f 45 105 611 310 35
% 4.1% 9.5% 55.2% 28.0% 3.2%
4 f 9 43 373 546 113
% 0.8% 4.0% 34.4% 50.4% 10.4%
5 f 1 4 69 286 202
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% 0.2% 0.7% 12.3% 50.9% 35.9%

When the table values were examined, the variables included in the analysis correctly classified
30.3% of the students in the first proficiency class, while the correct classification of the
students in the other proficiency classes was 17.8%, 55.2%, 50.4% and 35.9%, respectively.
According to the results of the analysis, the number of correctly classified students was 1618
(41.6%).

The performance of logistic regression analysis in classifying students according to TIMSS
2019 Grade 4 science proficiency classification were presented in Table 6.

Table 6. Correct Classification Percentages (Science)

Estimated
Observed
1 2 3 4 5
f 99 75 159 14 0
1 % 28.5% 21.6% 45.8% 4.0% 0.0%
f 50 61 359 100 0
2 % 8.8% 10.7% 63.0% 17.5% 0.0%
f 29 61 670 476 8
’ % 2.3% 4.9% 53.9% 38.3% 0.6%
f 8 14 460 800 42
! % 0.6% 1.1% 34.7% 60.4% 3.2%
f 1 1 62 293 45
° % 0.2% 0.2% 15.4% 72.9% 11.2%

When the table values were examined, the variables included in the analysis correctly classified
28.5% of the students in the first proficiency class, while the correct classification of the
students in the other proficiency classes was 10.7%, 53.9%, 60.4% and 11.2%, respectively.
According to the results of the analysis, the number of correctly classified students was
calculated as 1675 (43%).

3.2. Findings for Discriminant Analysis

Secondly, a discriminant analysis was conducted to determine the classification accuracy in
terms of variables in the classification of 4th grade students participating in TIMSS 2019. First,
the eigenvalue table was examined to determine the significance of the discriminant functions.
The results were presented in Table 7.

Table 7. Eigenvalues

Function Eigenvalue % of Cumulative Canonical

Variance % Correlation
4th-grade 1 .694 92.3 92.3 .640
Mathematics 2 .053 7.0 99.3 224
3 .004 5 99.8 .061
4 .001 2 100.0 .037
4th-grade 1 522 88.7 88.7 .586
Science 2 .062 10.6 99.3 242
3 .004 4 100.0 .063
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4 .000 .0 100.0 .005

When the table values were examined, the first discriminant function with an eigenvalue of
0.694 was used to explain the inter-group variability for Mathematics. Although an exact value
was not accepted, eigenvalues greater than 0.40 were considered good. According to the
results, only one eigenvalue exceeded the specified limit. When the total variance explanation
ratios were analyzed, the first function for Mathematics explained 92.3% of the total variance.
When canonical correlation values were analyzed, it was seen that the highest value was in the
first discriminant function. In science, the first discriminant function was used with an
eigenvalue of 0.52 to explain the variability between groups. The first function explained 88.7%
of the total variance for the field of Science and the highest value was in the first discriminant
function.

Wilk's Lambda and F statistics of the variables were calculated to test whether the selected
variables separated the groups significantly. Thus, it was tested whether there was a significant
difference in the five competency classes according to the independent variables. The findings
were given in Table 8.

Table 8. Wilks' Lambda Test for Equality of Group Means

Wilks' Lambda F df1 df2 Sig.

School_Belong .976 23.620 4 3882 .000

@ Bullying .958 42.681 4 3882 .000
g Home_resource .720 377.389 4 3882 .000
% Self_efficacy_ICT .945 56.292 4 3882 .000
% Dis_Beh_M .981 19.251 4 3882 .000
i Ins_Clarity_M 918 86.138 4 3882 .000
ﬁl Liking_M .940 61.634 4 3882 .000
Confident _M .809 228.646 4 3882 .000
School_Belong 975 24.61 4 3882 .000

9 Bullying .963 37.58 4 3882 .000
% Home_resource .725 367.54 4 3882 .000
ﬁ Self_efficacy_ICT .931 71.42 4 3882 .000
-§, Ins_Clarity_S .926 77.62 4 3882 .000
é Liking_S .896 112.85 4 3882 .000
Confident _S .887 123.15 4 3882 .000

In Table 8, it was seen that the differences between the groups in student scores for all
independent variables were significant. If the Wilk's Lambda values obtained as a result of the
analysis are close to 1, it shows that the effect of subtests in separating groups is not very high.
In this case, when the values were analyzed, it could be said that " home resources for learning
" and "student confident in math" variables are more effective than other variables in
mathematics, and "home resources for learning " and "student confident in science" and
"students like learning science" variables in science.

To decide which independent variable is the most effective in discrimination, it is necessary to
examine the standardized discriminant function and the structural matrix that reduces it. The

68



Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

standardized coefficients for the discriminant functions obtained for the classification of
students for Mathematics were presented in Table 9.

Table 9. Standardized Coefficients for Discriminant Functions (Mathematics)

Function
1 2 3 4
Home_resource .746* .210 -.112 151
Confident _S .572* -.401 .259 -176
Self_efficacy_ICT .257 AT74* .250 -.381
School_Belong 146 A419* -.062 -.382
Bullying 242 247 .054 .091
Ins_Clarity_S .343 .345 -.500* -.166
Liking_S .289 .298 484~ A17
Dis_Beh .165 .086 -.158 .613*

When examining the standardized coefficients of the discriminant functions, the coefficient
larger in absolute value indicates the significance of the independent variable. The sign of the
coefficient indicates the direction of the relationship. When the table values were examined, it
was determined that the independent variables that contributed the most to the separation of
classes for Mathematics were " home resources for learning " and "student confident in Math"
variables in the first function; "self-efficacy for computer use", "students sense of school
belonging" and "student bullying" variables in the second function; "instructional clarity in Math
lessons" and "students like learning Math" variables in the third function; and "disorderly

behavior during Math lessons" variable in the fourth function.

The standardized coefficients for the discriminant functions obtained for the classification of
students for the field of Science were presented in Table 10.

Table 10. Standardized Coefficients for Discriminant Functions (Science)

Function
1 2 3 4
Home_resource .820* =227 -.265 -.339
Confident _S AT4* -.139 .236 AT73
Liking_S 431 .549* .086 .085
Self_efficacy_ICT .347 .355 .562* .150
School_Belong .158 .507 -.513* .282
Ins_Clarity_S 372 .233 -.221 .746*
Bullying .252 .282 .094 .368*

When the table values were examined, it was determined that the independent variables that
contributed the most to the separation of the classes for the field of Science were "home
resources for learning" and "student confident in Science" variables in the first function;
"students like learning Science" variable in the second function; "self-efficacy for computer
use" and "students sense of school belonging" variables in the third function; and "instructional
clarity in Science lessons" and "student bullying" variables in the fourth function.

For the evaluation of the correct classification percentage of the discriminant analysis, the
correct classification percentages obtained for Mathematics were given in Table 11.
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Table 11. Discriminant Analysis Classification Results (Mathematics)

International Predicted Group Membership Total
Benchmarks 1 2 3 4 5

Count 1 196 77 168 11 4 456

2 113 100 373 86 7 679

3 66 76 641 264 59 1106

4 23 27 399 496 139 1084

=) 5 4 4 71 264 219 562
o] % 1 430 169 36.8 2.4 9 100.0
2 16.6 14.7 54.9 12.7 1.0 100.0
3 6.0 6.9 58.0 23.9 5.3 100.0
4 2.1 2.5 36.8 45.8 12.8 100.0
5 7 7 12.6 47.0 39.0 100.0

Overall correct classification rate 42.5%.

According to the results obtained from the table, 43% (n=196) of the students assigned to
proficiency class 1, 14.7% (n=100) of the students assigned to proficiency class 2, 58% (n=641)
of the students assigned to proficiency class 3, 45.8% (n=496) of the students assigned to
proficiency class 4 and 39% (n=219) of the students assigned to proficiency class 5 were
classified correctly. In total, 1652 students (42.5%) were classified correctly.

For the evaluation of the correct classification percentage of the discriminant analysis, the
correct classification percentages obtained for Science were given in Table 12.

Table 12. Discriminant Analysis Classification Results (Science)

International Predicted Group Membership Total
Benchmarks 1 2 3 1 2
Count 1 167 28 133 19 0 347
2 96 36 329 109 0 570
3 64 38 653 486 3 1244
_ 4 22 18 402 851 31 1324
= 5 2 1 53 305 41 402
g % 1 481 81 383 55 0 100.0
2 16.8 6.3 57.7 19.1 .0 100.0
3 5.1 3.1 52.5 39.1 2 100.0
4 1.7 1.4 304 64.3 2.3 100.0
5 5 2 13.2 75.9 10.2 100.0

Overall correct classification rate 45%.

According to the results obtained from the table, 48% (n=167) of the students assigned to
proficiency class 1.6% (n=36) of the students assigned to proficiency class 2, 53% (n=653) of
the students assigned to proficiency class 3.64% (n=851) of the students assigned to
proficiency class 4 and 10% (n=41) of the students assigned to proficiency class 5 were
classified correctly. In total, 1748 students (45%) were classified correctly.

3.3. Findings for Comparison Between Logistic Regression and Discriminant Analysis

To make a comparison between logistic regression analysis and discriminant analysis, the
correct classification tables obtained with both methods were used. The correct classification
tables obtained with both methods were combined in a single table below. The classifications
obtained for the comparison of logistic regression and discriminant analysis for the
mathematics field were presented in Table 13.
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Table 1. Classification Comparison of Logistic Regression and Discriminant Analysis (Mathematics)
Correct
Classification
(%)

Predicted Group Membership

Actual 1 2 3 4 5
Group D.A. LR. D.A. LR DA LR DA LR DA LR DA
Membershi
p
1 13 19 12 77 183 16 12 1 1 4 303 430
8 6 2 8
2 86 11 12 10 373 37 9 86 4 7 178 147
3 1 0 3
3 45 66 10 76 611 64 31 26 35 59 555 580
5 1 0 4
4 9 23 43 27 373 39 54 49 11 13 504 458
9 6 6 3 9
5 1 4 4 4 69 71 28 26 20 21 359 390

L.R: Logistic regression analysis; D.A: Discriminant analysis

When the table values were examined, it was seen that there were not very serious differences
between the results of logistic regression and discriminant analysis. While 138 people were
assigned to the correct group as a result of logistic regression analysis for the first proficiency
class, 196 people were correctly assigned to this group as a result of discriminant analysis.
These values are 121 and 100 for the second proficiency class; 611 and 641 for the third
proficiency class; 546 and 496 for the fourth proficiency class and 202 and 219 for the fifth
proficiency class; respectively. When the correct classification percentages were examined,
the correct classification percentages for the first, third and fifth proficiency classes were high
in the discriminant analysis results, while the correct classification percentage results for the
second and fourth proficiency classes were high in the logistic regression analysis.

The classifications obtained for the comparison of logistic regression and discriminant
analyses for the field of science were presented in Table 14.

Table 2. Classification Comparison of Logistic Regression and Discriminant Analysis (Science)
Correct
Classification
(%)

Predicted Group Membership

Actual 1 2 3 4 5
Group. LR. D.A. LR. D.A L.R. D.A. LR. D.A  LR. D.A L.R. D. A.
Membershi
p
1 99 16 75 28 159 13 14 19 0 0 28,5 48,1
7 3
2 50 96 61 36 359 32 10 10 0 0 10,7 6,3
9 0 9
3 29 64 61 38 670 65 47 48 8 3 53,9 52,5
3 6 6
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4 8 22 14 18 460 40 80 85 42 31 60,4 64,3
2 0 1

5 1 2 1 1 62 53 29 30 45 41 11,2 10,2
3 5

L.R: Logistic regression analysis; D.A: Discriminant analysis

In table 14, it was seen that there were not very serious differences between the results of
logistic regression analysis and discriminant analysis, similar to the Mathematics field. For the
first proficiency class, 99 people were assigned to the correct group as a result of logistic
regression analysis, while 167 people were correctly assigned to this group as a result of
discriminant analysis. These values were 61 and 36 respectively for the second proficiency
class; 670 and 653 respectively for the third proficiency class; 800 and 851 respectively for the
fourth proficiency class; and 45 and 41 respectively for the fifth proficiency class. When the
correct classification percentages were examined, while the correct classification percentages
for the first and fourth proficiency classes were high in the discriminant analysis results, the
correct classification percentage results for the second, third and fifth proficiency classes were
high in the logistic regression analysis.

4. Conclusion, Discussion and Suggestions

In this study, ordered logistic regression and discriminant analysis results were examined to
determine the variables affecting students' TIMSS 2019 mathematics and science proficiency
classifications. First, logistic regression analysis was used in the study and the results were
reported. The log likelihood value of the model established by logistic regression analysis in
students' 4th grade mathematics and science proficiency classifications showed that model-
data fit was achieved. After the validation of the model, independent variables were examined.
As a result, for both mathematics and science, students' being bullied at school, having home
resources for learning, and perceptions about self-efficacy in computer use were the variables
that were effective in achievement classification. In addition, students' liking the course and
their self-confidence in the related course were also found to be effective in the achievement
classification. Home resources were found to be the most effective variable in the classification
made for both mathematics and science. In addition, the highest correct classification rate in
Mathematics was obtained for the third proficiency class (55.2%), while the lowest classification
rate was obtained for the second proficiency class (17.8%). For Science, the highest correct
classification rate was obtained for the fourth proficiency class (60.4%), while the lowest
classification rate was observed in the second proficiency class (10.7%).

In the discriminant analysis, all independent variables were found to be significant in predicting
the classes. In terms of classification accuracy, the results were in line with logistic regression
analysis. When the literature was examined, there were studies in which both analysis methods
produce similar results (Abdulgader, 2015; Atar, 2012; Tayyar, 2010). Therefore, both methods
can be used in a study to provide evidence of classification validity. However, the assumptions
of the discriminant analysis should also be taken into consideration within the scope of the
study. If the data do not meet the assumptions, logistic regression analysis can be used, and if
the assumptions are met, discriminant analysis can be used if the dependent variable consists
of more than two categories.
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In mathematics, the variables "sense of school belonging" and "disorderly behavior in Math
lessons" among the variables included in the model were not found to be significant; in addition,
all other variables included in the model were determined as a significant variable in the
classification. In their study, Sari, Arikan and Yildizl (2017) also examined the school belonging
variable among the factors affecting students' Mathematics achievement in the TIMSS 2015
application and as a result of this study, they determined that the school belonging variable
had less importance than other variables in predicting students' achievement. On the other
hand, only the “instructional clarity” was not significant in science. All other variables
considered within the scope of the study were found significant in predicting proficiency
classes. It was determined that the variables "bullying", "home resources for learning" and "self-
efficacy for internet use" had a significant effect in determining the proficiency classes in both
Mathematics and Science. In addition to these, the variables "liking the related course" and
"self-confidence in the related course" also had a significant effect on the proficiency
classification. Similar findings were observed when the results of the discriminant analysis
were analyzed. The most effective variables for both domains are "home resources for
learning" and "self-confidence in the related course". These results are consistent with the
literature (Aydin-Ceran, 2021; Ayva-Yoru, Sezer-Basaran, & Cakan, 2023; Berger, Holmes &
Mackenzie; 2023; Bilican-Demir & Yildirim, 2021; Bilyiikgéze & Yakut-Ozek, 2023; Geesa, izci,
Song, & Chen, 2019; Karali et al., 2022).

When the classification performance of logistic regression analysis was examined, 41.6%
accuracy rate was obtained for the classification of students into proficiency classes for
Mathematics and 43% accuracy rate was obtained for Science. As a result of the discriminant
analysis, 42.5% correct classification rate was obtained for mathematics and 45% correct
classification rate was obtained for science. Considering the studies on large-scale exams such
as TIMSS in the literature, it was expected that the effect of variables on classification will be
significant (Akyiiz, 2006; Giirsakal, 2012; Karabay, et al., 2015; Ozer & Anil, 2011; Uysal &
Yenilmez, 2011; Yavuz, Demirtagsli, Yalcin, & Dibek, 2017). However, the percentages of the
predicted classification percentages were slightly low as a result of the analysis. When analyzed
on the basis of proficiency levels, the correct classification rate of the second proficiency level
for Mathematics is quite low in both analyses. The third and fourth proficiency levels were
correctly classified at a relatively higher rate. In Science, the percentage of correct
classification was quite low in the second and fifth proficiency levels in both analyses, while
higher percentage of correct classification was obtained in the third and fourth proficiency
levels, similar to Mathematics. As a result, the low classification percentages are a point that
should be emphasized. This may be due to the limited number of studies with the variables
considered in the study. When classification was made according to the independent variables
for mathematics, a high proportion of individuals in the first and second proficiency classes
were assigned to the third proficiency class. Similarly, in science, a high proportion of
individuals in the first and second proficiency class were assigned to the third proficiency class
and a large proportion of individuals in the fifth proficiency class were assigned to the fourth
proficiency class, resulting in misclassification predictions. Therefore, the variables may have
been insufficient to separate individuals.

In this study, independent variables that are thought to affect students' proficiency
classifications in Mathematics and Science are discussed. These independent variables are
different latent constructs obtained from the measurement tools used in TIMSS 2019. In

73



Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

addition to latent constructs, evidence of classification validity can be obtained with
demographic variables or other variables obtained from the TIMSS application. In this way, the
percentage of correct classification in both logistic regression analysis and discriminant
analysis can be increased. In addition, in this study, math and science data of 4th grade
students were used. The analysis can also be conducted using 8th grade data. In this way, the
results can be analyzed comparatively.
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Access to Education of Syrians under Temporary Protection in the
Changing and Developing Turkish Education System: Barriers and
Suggestions

Abstract

The Turkish education system adopts an inclusive approach for individuals from diverse
cultural backgrounds; however, Syrian children face various barriers such as language,
economic challenges, social cohesion, and cultural differences. Language barriers,
particularly for Arabic-speaking children, complicate their adaptation to the Turkish
educational environment, while economic challenges restrict their attendance, and
issues of social cohesion and cultural awareness hinder their acceptance in schools.
This article addresses the educational access challenges faced by Syrian children under
temporary protection in Tirkiye and examines the overall development of the Turkish
education system, outlining the difficulties these children encounter in their educational
journey. Suggested solutions include strengthening language education programs,
improving legal frameworks, reducing educational costs, and promoting social cohesion
and cultural sensitivity. In this context, the necessity for comprehensive and sustainable
policies to support Syrian children’s integration into the Turkish education system is
emphasized. The proposed Learning and Adaptation Together Program (LEAP) is
expected to accelerate educational access for Syrians under temporary protection and
contribute to social cohesion. This program aims to facilitate the participation of Syrian
children in Turkey’s educational system and enhance social cohesion, thus fostering a
more inclusive educational environment.

Keywords: Turkish education system, temporary protection, Syrian migration, migrant
children, migration

Degisen ve Geligen Tiirk Egitim Sisteminde Gecici Korunan
Suriyelilerin Egitime Erisimi: Engeller ve Oneriler
(074

Turk egitim sistemi, farkl kultirel gegmislere sahip bireylere kapsayici bir yaklagim
benimsemesine ragmen, Suriyeli gocuklar dil, ekonomik zorluklar, sosyal uyum ve
kiiltirel farkliliklar gibi cesitli engellerle karsilasmaktadir. Ozellikle Arapca konusan
gocuklar icin dil engeli, Turk egitim sistemine uyumu zorlastirirken, ekonomik sikintilar
cocuklarin okula devamini kisitlamakta ve sosyal uyum ile kiiltirel farkindalik eksiklikleri
gocuklarin okullarda kabuliint zorlastirmaktadir. Bu makale, Turkiye’de gegici koruma
altindaki Suriyeli gocuklarin egitime erisim sorunlarini ele almakta; Turk egitim sisteminin
genel gelisimi ve Suriyeli gcocuklarin egitim stirecinde karsilagtiklar zorluklari kapsamli
bir sekilde incelemektedir. Suriyeli 6grencilerin uyum sorunlarinin giderilmesine yonelik
olarak dil egitimi programlarinin giglendiriimesi, yasal dizenlemelerin iyilestiriimesi,
egitim maliyetlerinin azaltiimasi ve sosyal uyum ile kulturel duyarliigin artiriimasi
Onerilmektedir. Bu dogrultuda, Suriyeli cocuklarin Tirk egitim sistemine entegrasyonunu
desteklemek amaciyla kapsamli ve surdirulebilir politikalara ihtiya¢ duyuldugu
vurgulanmaktadir. Onerilen Birlikte Ogrenme ve Uyum Programrnin (LEAP), gegici
koruma altindaki Suriyelilerin egitime erisimini hizlandiracagi ve toplumsal uyuma katki
sa@layacagr 6ngoérilmektedir. Bu programin, Suriyeli ¢ocuklarin Tirkiye’de egitim
hayatina katilimini tegvik ederek sosyal uyumu gliclendirmesi hedeflenmektedir.

Anahtar Kelimeler: Tiirk egitim sistemi, gegici koruma, Suriyeli gé¢l, gdgmen
gocuklar, gég.
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1. Introduction

While the shifting, emerging, and transforming paradigm of today's world affects all working
disciplines, the field of education is also at the center of these changes. From the specific to the
general, the education process, which manifests itself within the family, has then transcended the
boundaries of the family and turned into an information-sharing mechanism that is transferred
from generation to generation. Furthermore, the phenomenon of education, which initially evolved
and developed through natural methods, has become systematized over time and has continued
to exist with the determination of education policies by states. Historical references on the place
of education in society have a guiding role in defining education. In this context, according to Plato,
education is a phenomenon that turns the human being in another direction, directs the human
soul, and enables the discovery of the world of ideas (Plato, 2006: p. 485). From this point of view,
education can be considered a guide that encourages the individual to understand and practice
correct behaviors. According to another philosopher, Aristotle, the education of children should
be provided by the state rather than being left directly to the family institution, and it is through
education that individuals can become virtuous citizens (Aristotle, 1993: p. 233). In fact, Aristotle
argues that it is only possible for individuals to be good and virtuous through education under the
control of public regulations. Peters, on the other hand, interpreted education, which is formed by
the combination of different processes, as the formation of desired qualities in the individual with
the most general definition and suggested that these desired qualities are shaped according to
the value judgments of individuals and societies (Peters, 2010: p. 2-13). In this regard, Peters
characterized education as an institution that is instrumental in equipping an individual with the
desired characteristics and stated that this shaping changes and develops depending on the value
judgments of society. However, the philosophical perspectives of Plato, Aristotle, and Peters also
raise critical questions when applied to contemporary challenges such as the education of Syrian
children under temporary protection in Turkey. For instance, Plato’s notion of education as a means
of guiding individuals towards a better understanding of ideas can be seen as analogous to the
need for educational policies that help Syrian children navigate their new realities and potential
futures. Similarly, Aristotle’s argument that the state should play a central role in shaping virtuous
citizens through education is particularly relevant in the context of refugees, where state
intervention is crucial in ensuring that these children, displaced by war, can develop into engaged
and informed members of society. Moreover, Peters’ view that education reflects the value
judgments of a society challenges us to consider how Turkish societal values—rooted in equality
and inclusivity—are being translated into policies and practices that affect the integration of Syrian
refugees into the education system. It is within this philosophical framework that we must explore
the specific barriers Syrian children face in accessing education under temporary protection, as
well as the ways in which the evolving Turkish education system attempts to address these
challenges. By bridging these theoretical ideas with the lived experiences of Syrian refugees, we
can better understand both the opportunities and limitations of Turkey’s efforts to provide
equitable education to all.

Providing education to individuals through the state facilitates their access to more egalitarian,
controllable, and disciplined institutionalized education. In this sense, one of the concrete
examples of the delivery of institutional education to individuals is the Turkish education system.
In the Turkish education system, the principle of inclusive education is adopted, and the education
of individuals from different communities, cultures, and beliefs is organized in accordance with the
principle of equality. In addition to the inclusion of locals in education and training, efforts to
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integrate foreigners into the Turkish education system also open the doors to quality education in
the Turkish education system. In this context, one of the most concrete indicators of the inclusion
of foreigners in education has been the efforts made for Syrians under temporary protection in
Turkey. Turkey, which has a 911 km land border with Syria, has been one of the countries most
affected by the turmoil in Syria. Turkey, which has an "open door" policy towards Syrians under
temporary protection, accepted the first mass population movement from Syria on April 29, 2011
and a group of 252 people entered the country. Following this migration mobility, mass migration
started (Gucllten, 2023: p. 49). According to the data of the Directorate of Migration Management,
as of May 30, 2024, 3,114,099 people (www.goc.gov.tr) are living under temporary protection in
Turkey. Such an intensive migration has undoubtedly necessitated the reprogramming of the
Turkish education system and the emergence of a more inclusive education approach. In this
study, the access of Syrians under temporary protection to education in the changing Turkish
education system is evaluated within the scope of the difficulties encountered and solution
suggestions. This study, which examines the changes and transformations in the Turkish
education system in general terms, examines the difficulties in access under the headings of
language barrier and lack of language education, legal regulations and difficulties in accessing
official documents, economic difficulties and social cohesion. This study aims to address the
difficulties faced by Syrians under temporary protection in the process of inclusion in the
education system as sociological factors and to offer solutions to these problems. In this study, it
is analyzed that it would be more inclusive to carry out studies on Syrians under temporary
protection at the ministry level which could be named as Ministry of Immigration.

2. Education of Syrians in the Turkish education system

In 2011, Turkey was one of the countries most affected by the repercussions of the humanitarian
crisis in Syria. As the country hosting the largest number of asylum seekers and refugees in the
world, Turkey's "open door policy" after the Syrian crisis has turned Turkey into a living space for
millions of Syrians. In light of the fact that women and children are the individuals most affected
by the phenomenon of migration, the education of Syrian children and youth constitute one of the
sensitive points of Syrian migration. Non-governmental organizations (NGOs), which are among
the stakeholders of civic responsibility in education in Turkey, projects carried out by the Ministry
of National Education, and local governments' activities for Syrians have come to the fore as
organizations that contribute to the educational processes of Syrians.

The legal arrangements for the education of Syrians under temporary protection in Turkey were
put on a legal basis after the arrival of Syrians to Turkey. Between 2010 and 2014, regulations,
circulars and laws that came into force accelerated and formalized the process of integration of
migrants into education in Turkey. The first regulation issued in this context was the "Circular on
Foreign Students" (Yabanci Uyruklu Ogrenciler Genelgesi) dated August 16, 2010. This circular,
which included registration and admission requirements and data entry procedures, addressed
issues such as receiving applications from foreign students and processing data via e-devlet (e-
state). This regulation was repealed in 2018. Following this regulation, the "Ministry of National
Education Regulation on Secondary Education Institutions" (www.ogm.meb.gov.tr) was published
on September 7, 2013. This regulation was aimed at rewarding individuals who support victims of
forced migration and awarding certificates of honor. The most comprehensive regulation
published in 2013 was the "Law on Foreigners and International Protection" (Yabancilar ve
Uluslararasi Koruma Kanunu) (www.mevzuat.gov.tr) dated April 11, 2013. The purpose of this law
is to regulate the procedures and principles regarding the entry of foreigners into, stay in and exit
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from Turkey and the scope and implementation of the protection to be provided to foreigners who
request protection from Turkey. This law regulates the necessary measures to be taken by the
Ministry of National Education to ensure that children benefit from education and training and the
uninterrupted continuation of Syrian children's education through the issuance of the necessary
residence permits, as well as the procedures for foreigners who will enter the country for
educational purposes. In addition to this law, Temporary Education Centers (Gegici Egitim
Merkezleri— GEM) (TECs) were established for the continuation of the education of Syrian children
with the circular titled "Measures for Syrian Citizens Hosted Outside Camps in Our Country"
(Ulkemizde Kamp Disinda Misafir Edilen Suriye Vatandaslarina Yonelik Tedbirler)
(www.orgm.meb.gov.tr) approved on April 26, 2013 and the circular titled "Education and Training
Services for Foreigners" dated September 23, 2014, which was further expanded (Cogkun &
Emin, 2016: p. 17). Syrian students, who can continue their education with a Temporary Protection
identity document or with guest student status, receive this education not for the purpose of
adaptation to Turkey, but to ensure that their education is not interrupted when they return to Syria.
For this reason, the language of instruction at TECs is Arabic, not Turkish.

In addition to TECs, temporary education programs designed to help Syrian students learn Turkish
and adapt to the Turkish education system, pre-school education programs to help children
develop their social and academic skills have also taken their place among the education
programs provided under temporary protection. However, over time, as a consensus was reached
that the return of Syrians should be voluntary and honorable, it became clear that more long-term
and permanent solutions were needed instead of looking at Syrians as "guests". In this context,
as a result of the work carried out by the Ministry of National Education, a "Strategic Plan"
(www.sgb.meb.gov.tr) for the years 2015-2019 was prepared on September 8, 2015 and it was
decided that Syrian students in the first, fifth and ninth grades would be placed in public schools
instead of TECs in 2016 (Kocaoglu & Gtiner, 2023: p. 419). It would be accurate to say that
directing Syrian students to Turkish public schools after their education in TECs contributed not
only to the expansion of access to education but also to the adaptation process of Syrian students.
Temporary protection beneficiaries could receive education not only within the scope of MoNE
(MEB) but also in higher education institutions. To attend higher education, it is necessary to have
completed primary and secondary education. Those who have successfully completed high
school education in schools within the formal education system in Turkey are deemed to have
fulfilled this requirement. However, those who have completed their education in Syria or in
temporary education centers in Turkey are required to have the "Foreign Students High School
Proficiency Equivalency Examination (YOLDS) score. Moreover, all foreigners wishing to pursue
higher education in Turkey must take the Foreign Student Examination (YOS) administered by the
university to which they will apply and demonstrate sufficient academic success (www.mhd.org.tr).
The fact that Syrians under temporary protection in the Turkish education system can be legally
provided with education from primary school to university proves the developing and changing
face of the Turkish education system. To exemplify, Syrian refugee children primarily attended
Temporary Education Centers (TECs), which provided instruction in Arabic and followed a
curriculum adapted from the Syrian system. However, recognizing the limitations of this
segregated system, Turkiye initiated a gradual transition towards integrating Syrian students into
public schools under the Ministry of National Education (MoNE). A key milestone in this process
was the implementation of the 2014 Circular on Education Services for Foreigners (MoNE, 2014),
which laid the groundwork for the inclusion of Syrian children in the Turkish formal education

system.
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In 2016, the Turkish government announced the closure of TECs and prioritized the
mainstreaming of Syrian students into Turkish public schools. This policy shift was supported by
partnerships with international organizations such as UNICEF and the European Union, which
provided financial and technical support to enhance school capacity, teacher training, and
resource development. The Promoting Integration of Syrian Children into the Turkish Education
System (PICTES) project, launched in 2016, played a crucial role in supporting this integration by
providing language support, training teachers, and ensuring the social adaptation of Syrian
students (UNICEF, 2018). Furthermore, legislative frameworks such as the Temporary Protection
Regulation (2014) and the Foreigners and International Protection Law (2013) have provided a
legal basis for Syrians to access not only primary and secondary education but also higher
education in Turkiye. These laws ensured that Syrian students could enroll in Turkish universities
under certain conditions, including language proficiency and completion of required secondary
education credentials. By 2021, the Ministry of National Education reported that more than
770,000 Syrian students had enrolled in Turkish schools, demonstrating the significant progress
made in educational access for refugees (MoNE, 2021).

3. Challenges faced by Syrians under temporary protection in accessing
education

In the unpublished report of the Global Initiative for Out-of-School Children (OOSC), conducted
by UNICEF in collaboration with UNESCO Institute for Statistics, different dimensions of Syrian
children under temporary protection's access to education are discussed. In the said report, it was
stated that economic factors, changing gender perception in literacy rates due to traditional codes,
boys not being sent to school to provide economic support, health problems, parents' education
status and language barriers negatively affect access to education (www.unicef.org). Additionally,
according to the European Commission's Turkey Report of October 6, 2020 (www.ab.gov.tr),
Turkey has continued its considerable efforts to provide support to refugees and ensure greater
access to health and education services, with 63.27% of Syrian children currently attending
school. Municipal services are available to refugees in many cities. As of December 2019, 684,728
out of 1,082,172 school-age Syrians in Turkey had access to primary and secondary education. In
contrast, 36.73% of Syrian children under temporary protection do not have access to education.
In the report published by the Ministry of National Education General Directorate of Lifelong
Learning in 2022 (www.hbogm.meb.gov.tr), the schooling rates of Syrians under temporary
protection were shared. According to the data shared, 35% of Syrian children under temporary
protection cannot attend school. The MoNE report states that this situation is related to the
education system in Syria, economic inadequacies, language barriers and cultural codes. Below,
difficulties in access to education are discussed under headings.

3.1. Language barrier and lack of language training

When we look at the educational background of Syrians who came to Turkey due to forced
migration, it is seen that their foreign language education is in English and French due to different
reasons. The fact that Turkish is not included as a foreign language in the Syrian education
curriculum reveals the reality of the language barrier. After 2011, access to education for Syrians
who came to Turkey varies according to their ethnic origin. In fact, while Syrian Turkmens who
came to Turkey do not have any problems in writing and speaking Turkish, Syrian Arabs speak
and write Turkish at much lower rates than Turkmens. In 2016, SETA published a report titled
"Roadmap for the Education of Syrians in Turkey: Opportunities and Challenges" published by
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SETA in 2016 (2016: p. 29), the language barrier was cited as one of the reasons for Syrian
children's limited access to education in public schools. In a 2020 study on Syrian children in
Ankara (Buyukhan & Karagdl, 2020: p. 959), 256 participants were interviewed using a mixed
method and 23.1% of this number stated that they could not continue their education due to
language barriers. It should be noted that language barriers and lack of language education are
not an issue in TECs. Since the predominant language of instruction in TECs is Arabic and training
is provided within the scope of short-term solutions, the difficulties Syrian children in TECs face
in accessing education are not related to the language barrier. However, within the scope of
MoNE's Strategic Plan, Syrian children started to receive education with Turkish children in public
schools, which created a language barrier.

Problems originating from language differences, which is a cultural element, are in question in
almost every place where migration mobility takes place. Apart from migration movements
between countries that speak the same language, it is possible to see examples of the language
barrier, which is a common problem of all migrants in the world, in different countries. It has been
found that Pakistani immigrant parents living in the UK have difficulties in communication (Akbar
& Woods, 2020: p. 670-673). The language barrier in education causes significant obstacles not
only for the child but also for the parents. In a study conducted on individuals who immigrated to
the United States (Cummings & Hardin, 2017: p. 115-127), it was revealed that parents could not
attend the meetings organized because they could not communicate with teachers and could not
pay enough attention to their children. In such cases, children act as a bridge between the parents
and the locals to the best of their knowledge and act as interpreters, which causes children to
become "child language brokering", which is translated into Turkish as "dil komisyonculugu”.
Previous studies have documented that language mediation is sometimes linked to emotional
maladjustment and developmental disadvantages; however, other studies have shown that social
and language skills are acquired more quickly. In this context, the language barrier can be cited
as a reason for the possible negative emotional impact of Syrian children, like migrant children all
over the world.

3.2. Economic challenges and legal limitations

Syrian migration is political in terms of its causes, compulsory in terms of its consequences, and
mass migration in terms of its form. Turkey became a party to the 1951 United Nations (UN)
Geneva Convention Relating to the Status of Refugees
(www.ohchr.org/sites/default/files/refugees.pdf) in 1951 and acceded to the 1967 New York
Protocol in 1968, which expanded the scope of the convention. Therefore, Syrians who came to
Turkey due to forced migration and are under temporary protection cannot be called "refugees".
The fact that Syrians under temporary protection are not defined as refugees has led to new
amendments to the national legislation in terms of social rights and in this context, social and
economic rights have been tried to be protected. The conditions of residence and meeting their
food and beverage needs are among the main economic contributions.

The settlement and reception conditions for Syrians under temporary protection have changed
significantly in response to the increase in new arrivals and differentiated settlement patterns. Until
early 2013, almost all Syrians resided in camps funded by the Turkish state and non-governmental
organizations. However, as the capacity of the camps became insufficient over time, Syrians now
reside in cities (Erdogan, 2015: p. 4). With the Syrian migration, millions of Syrians have settled in
different parts of Turkey to date. This massive wave of migration has profoundly affected not only
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the demographic structure but also the education, health and economic systems. Especially in the
field of education, Syrian children's access to education and the challenges they face in this
process are of critical importance for both Turkey's future and the integration of refugees into
society. While access to education is recognized as a fundamental right of every child, Syrian
children face various obstacles in accessing this right. Economic difficulties are at the forefront of
these obstacles. Due to their low-income levels and unstable working conditions, many Syrian
families have difficulty in covering the costs of their children's education. This situation leads to
children not being able to attend school or having to make various sacrifices in order to continue
their education.

Most Syrian families have low-income levels. Many families try to make ends meet by working in
unregistered and irregular jobs. This situation makes it difficult to meet the educational expenses
of children. The economic hardship of migrant families is one of the most important factors
affecting children's school attendance (Erdogan, 2019: p. 45-59). Education-related expenses
such as school clothes, stationery, transportation and nutrition strain the budgets of Syrian
families. Furthermore, in some regions, school fees and additional educational materials are also
an economic burden. This situation prevents children from attending school or disrupts their
education.

The work permit status of Syrians under temporary protection is described in the "Implementation
Guide on Work Permits for Foreigners under Temporary Protection" (www.csgb.gov.tr) published
by the Ministry of Labor and Social Security. In this regard,

The work permit status of Syrians under temporary protection is described in the "Implementation
Guide on Work Permits for Foreigners under Temporary Protection" (www.csgb.gov.tr) published
by the Ministry of Labor and Social Security. The articles are as follows:

“a) Temporary protection identity document/foreigner identification document indicating that the
foreigner is under temporary protection and foreigner identification number,

b) At least six months of temporary protection period has been completed as of the date of the
work permit application,

c) Applying to work in the province where the foreigner is granted the right to stay according to
the temporary protection registration (Art. 3/1)”

According to the information above, Syrians under temporary protection can only apply for work
permits at a workplace in the province of their residence. Furthermore, according to the relevant
text, it is essential that the number of employees under temporary protection in the workplace
does not exceed ten percent of the number of Turkish citizens working in the same workplace.
However, in workplaces where there are no Turkish citizen employees or the total number of
employees is less than ten, work permits may be granted to a maximum of one foreigner under
temporary protection (Art. 3/5). In this context, the fact that Syrians have the right to work only in
the province where they reside, that they can use the employment opportunities offered by the
private sector within limitations, and their low economic power due to forced migration cause the
economic power of Syrians under temporary protection to be lower than that of locals. Therefore,
limitations on the employment of Syrians under temporary protection, quotas on work permits, the
inability to leave their cities of residence and other legal obligations cause Syrian children not to
have adequate access to education due to economic inadequacies. In this context, government
could introduce a more flexible work permit system that allows Syrians to work in different
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provinces based on job availability and skills. This could be managed by a national employment
database that tracks job openings across regions and matches them with Syrian job seekers,
encouraging internal mobility. Additionally, the private sector can play a key role in addressing
these economic challenges. However, Syrians face barriers due to limitations on the types of jobs
they can access. Incentivizing private companies to hire Syrian refugees through tax breaks,
subsidies, or financial incentives could encourage the private sector to open more employment
opportunities to Syrians. This approach has been effective in other refugee-hosting countries and
can be adapted to Turkiye’s context.

3.3. Social cohesion and impact of diversity

Social cohesion and cultural differences are important concepts that describe how people interact
and adapt across different cultures. These concepts explain how individuals perceive, adopt and
adapt to their roles, relationships and values within society. Social adaptation refers to the process
by which individuals integrate into a particular society and exhibit behaviors in accordance with
the norms of that society. This process involves the need to adapt to elements such as language,
traditions, values, social norms and rules. Cultural differences, on the other hand, define cultural
diversity among individuals and include people's beliefs, values and behaviors that come from
different cultural contexts. The process of integration of migrants with the indigenous population
may require a long process, both socially, psychologically and economically. Migration mobility
may not always lead to integration, migrants may integrate into the native society or become
marginalized through alienation and exclusion. Similarly, they may undergo assimilation to lose the
cultural values of the society they come from and gain a new identity (Gulgliten, 2023: p. 122).
Social cohesion is the process by which individuals and groups establish a peaceful and
constructive relationship with the society they live in. Education is one of the most important
components of this process, as schools are places where individuals from different cultures come
together and interact. This suggests that the encounters between indigenous peoples and
migrants in the public sphere will largely produce new outcomes. It can be said that migration,
besides being a physical movement of relocation, can lead to a change in traditional cultural codes
and create a new practice of living. Robert Ezra Park, who stands out as the first researcher to
address human life in the context of the "city", based his urban studies on a theory he called
"human ecology". Inspired by Darwin's view of the "vital web", Park affirmed the view that animals
and plants are related to each other in human relationships. According to Park, humans set out to
struggle for life and as a product of this struggle, they continue to live in the same society (Park,
1952). In this context, based on the cycle of "human ecology", Park describes the integration and
adaptation processes of migrants as encounters and relationship building, competition for limited
resources, state efforts to peacefully integrate newcomers into the public sphere, and voluntary
or forced assimilation/adaptation processes. Therefore, since the completion of the integration
process of migrants is directly related to the completion of different stages, this process affects all
family members. Children are undoubtedly the family members who have the most contact with
the local people.

Social cohesion and cultural differences are critical factors in the integration process of students

within the education system. Turkey has taken on a huge humanitarian burden by hosting a

significant number of Syrian refugees. A large part of this population seeking refuge in Turkey lives

under temporary protection status. This has led to an increase in the number of Syrian children

and youth under temporary protection, which has had significant impacts on their integration into

the education system in Turkey, social cohesion and psychological well-being. The devastating
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effects of war, the migration experience and the adaptation process have a profound impact on
the psychological well-being of Syrian students. Traumas, losses, feelings of insecurity and
uncertainty experienced in the war environment are the primary factors that negatively affect the
emotional and mental health of children and youth. It is also known that severe traumatic
experiences such as loss of family members, physical injuries and witnessing violence play an
active role in this process. The social and educational adaptation of Syrian students after their
arrival in Turkey is also an issue that needs to be carefully examined. Factors such as having to
learn a new language, adapting to a new education system and trying to be accepted create
pressure on these students. Also, adaptation problems and prejudices arising from cultural
differences complicate the social integration of students. In this process, the attitudes of teachers
and other students in educational environments are also important variables reflected on the
educational lives of Syrian students. In this context, peer bullying that Syrian children face during
their education is a serious problem that negatively affects their academic achievement,
psychological health and social adaptation. For immigrant children and youth, in-school
relationships play an important role in their psychological well-being. Various studies indicate that
receiving social support, being accepted by peers and perceiving the school environment as safe
are factors that protect psychological well-being after migration. In contrast, loneliness and social
isolation as a result of discrimination and exclusion are risk factors that threaten psychological
well-being. This situation can turn into school phobia and cause migrant students to drop out of
school. According to a study by Alpak et al. (2015), nearly one-third of Syrian refugees in Turkey
have symptoms of post-traumatic stress disorder (PTSD), with children and youth being especially
vulnerable to such mental health conditions. The trauma they carry significantly impairs their
ability to adapt to new educational environments. In terms of adaptation, the experience of learning
a new language, adjusting to a different education system, and seeking social acceptance often
creates immense pressure on Syrian students. Studies have shown that language barriers are one
of the primary obstacles preventing refugees from succeeding academically and socially. For
instance, research conducted in Germany, where many refugee, children also face language
learning barriers, suggests that bilingual education programs and targeted language support
significantly improve academic outcomes for refugee students. Applying similar approaches in
Turkey, such as providing comprehensive language support through Turkish as a Second
Language (TSL) programs, could facilitate smoother integration for Syrian students. In-school
relationships are crucial for the psychological well-being of refugee students. Research indicates
that the presence of a supportive peer group and positive relationships with teachers can serve
as protective factors for refugee students, reducing feelings of loneliness and isolation
(Montgomery & Foldspang, 2008). Conversely, the lack of such support can exacerbate feelings
of social exclusion, contributing to anxiety, depression, and low academic performance. Refugee
students in countries like Sweden, where schools implement structured peer-support programs,
report better psychological outcomes and higher levels of social cohesion (Dryden-Peterson,
2015). Incorporating peer-support systems and mentorship programs in Turkish schools could
provide Syrian students with the necessary social support to thrive both academically and
emotionally.

Syrian students may exhibit various psychological symptoms that reflect the effects of the
traumatic events they have experienced. These symptoms include post-traumatic stress disorder
(PTSD), anxiety, depression, adjustment disorders and behavioral problems. The social integration
of Syrians under temporary protection in the Turkish education system and their ability to balance

cultural differences can have a direct impact on the quality and success of education. In fact, a
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meta-analysis study conducted in 2021 (Aytag, 2021: p. 185) tried to identify the problems faced
by 3092 Syrian students in Turkey during the education process. According to the results of this
study, it was understood that the biggest problem in terms of effect size was social cohesion.
Othering factors such as slow social cohesion or xenophobia may have a negative impact on
Syrian immigrants, even if they do not spread to the grassroots of society. Research on the
psychological conditions of Syrian children who had to leave their country due to the war
environment also shows the importance of social cohesion. Kiligc and Ozkor (2019), Yasar and
Amac (2018) Girel and Blyliksahin (2020) revealed in different studies that the majority of Syrian
students need psychological support and experience psychological problems such as introversion
and aggressive behaviors. When we look at the international literature, it is seen that such studies
are widespread. To exemplify, Resilience and Mental Health Among Syrian Refugee Children
(Dehnel et al., 2022: p. 420-429) and Predictors of psychological risk and resilience among Syrian
refugee children (Popham, 2023: p. 90-99) also addressed the impact of war trauma on depression
and individual differences in post-war psychological health outcomes. As a result of these studies,
it was observed that the majority of Syrian students need psychological support.

At first glance, it is seen that the cultural codes of Syrians under temporary protection are
compatible with Turkish culture, especially religious factors. This compatibility manifests itself both
in daily life practices and social relations. For example, cultural elements such as eating and
drinking habits and religious affiliation constitute important commonalities between Syrians and
Turks. The fact that the vast majority of Syrians are Muslims facilitates their harmonization with
Turkish culture in terms of religious rituals and beliefs. The similarities in the forms of worship,
holidays and religious rituals adopted by Islam in both societies reinforce this harmony. During
important religious periods such as religious holidays and the month of Ramadan, Syrians maintain
practices that are widely accepted in Turkish society. Eating and drinking habits also constitute an
important common denominator between Syrians and Turks. On the other hand, in terms of
lifestyle, the fact that Syrians belonging to the Sunni sect who migrated to Turkey adopt a more
religion-oriented lifestyle stands out as a cultural difference. For instance, in Syrian society, gender
roles are more traditional and conservative. Attitudes towards girls' education are generally more
negative than boys' education. In Syrian families, there is a widespread belief that girls should
marry at an early age and be busy with housework (Celik & igcduygu, 2019: p. 253-267). This
situation negatively affects girls' educational continuity and school participation. These rigid and
traditional codes that emerge as a result of social norms and behaviors vary in Turkey. Gender
segregation in social activities is less evident in Turkey, where more modern and western social
norms prevail, especially in big cities. In the aforementioned report published by the MoNE,
359,735 (49.33%) of the students enrolled in school are girls and 371,071 (50.77%) are boys.
However, this data can be interpreted more accurately when it is considered that the majority of
males stayed in Syria or lost their lives there due to the war conditions. The successful integration
of Syrians into Turkish society depends on several key factors such as language acquisition,
economic stability, social acceptance, education, and psychosocial support. Language barriers
make it difficult for Syrians to access education, employment, and social services, and thus,
intensive Turkish language programs are crucial. Economic hardships, driven by limited job
opportunities and work restrictions, further hinder integration, requiring more flexible employment
policies and vocational training programs. Social acceptance from the local community, enhanced
by programs that promote empathy and reduce prejudice, plays a vital role in fostering harmonious
coexistence. Access to quality education is essential, but challenges such as language, economic
difficulties, and cultural differences can impede the continuity of education, particularly for Syrian
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girls. Lastly, many Syrians, especially children, suffer from trauma due to war and displacement,
making mental health support critical. Addressing these factors together will not only facilitate the
adaptation of Syrians under temporary protection but also promote long-term social cohesion
between Syrians and Turkish communities.

4. Pathways and strategies for improvement: Improvements in access to
education for Syrians under temporary protection
4.1. Development and dissemination of language education programs

One of the most important cultural barriers to access to education for Syrians under temporary
protection in Turkey is the language barrier. The learning of the Turkish language by students
studying both within the MoNE and in higher education institutions is one of the leading factors
leading to cultural integration and accelerating the encounters between local populations and
migrants in the public sphere. It is essential that the programs to be created especially for
immigrant children consider the examples of good practices that will facilitate the language
learning process. One of the methods known in the international literature as one of the best
practices in language education for immigrant children is Wilkommensklasse, which is
implemented in Germany and translated into Turkish as "Welcome Classes"
(www.familienportal.berlin.de). To participate in a welcome class, parents must first register their
child at the coordination office of the school administration in the residential area. The school
administration decides in which school and in which class the child will be enrolled. The child's
age, language test and school medical examination are considered. The parents then personally
take the child to the designated school and register the child there. At this point, the fact that this
step, which is taken to prevent children from having language problems, is also taken with
demographic characteristics in mind, shows that it also facilitates children's social adaptation.
However, even if demographic characteristics are taken into consideration, the fact that "welcome
classes" in Germany only include immigrants may cause immigrant children to face the danger of
marginalization and alienation. For this reason, a more inclusive "welcome class" in Turkey and the
inclusion of Turkish as a second language can alleviate these problems. Another good practice
example is the "LINC (Language Instruction for Newcomers to Canada)" project in Canada. The
LINC program is a freely accessible program that helps newcomers improve their English and
French language skills. The program also provides computer skills and sociolinguistic and cultural
awareness through real-world tasks (www.canada.ca). The program's social tasks and
sociolinguistic content that brings individuals closer to Canadian culture stand out as an example
of good practice that blends language learning with social convergence. Another example is the
"Preparatory Education for Immigrants” program implemented in Finland. In this program, there
are real-time tasks that facilitate migrants' learning of Swedish and Finnish and activities that
promote social integration (Blaine et al. 2023: p. 2). From this point of view, when we look at the
examples of good practices around the world, it is understood that language education for
migrants is provided by governments and these programs are equipped with real-life tasks to
reinforce and improve social integration. A useful approach would be for the language education
in Turkey to be provided by the state, as it already is. Hence, it would be useful if the teaching
materials were incentivizing language learning and diversified according to the students studying
at MoNE and Higher Education institutions. Options such as vocabulary cards with Turkish words
and conversation cards for listening and speaking can be considered in this context. As an
innovative and inclusive language learning method, it is considered that this model to be applied
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in Turkey as an innovative and inclusive language learning method will provide important
contributions to immigrant children in language learning.

When evaluating these international examples, while each offers valuable insights, the direct
applicability of these models in Tirkiye is limited due to differing cultural, social, and educational
contexts. Turkiye faces the challenge of educating a much larger number of refugee children,
often in regions that are underfunded or lack sufficient resources. Moreover, the socio-political
dynamics surrounding Syrian refugees in Turkiye—such as tensions between local communities
and refugee populations—necessitate a more inclusive approach than the more segregated
models seen in countries like Germany. A tailored solution for Tlrkiye would need to incorporate
elements from these international models but adapt them to local realities. For instance, while
welcome classes and task-based learning could be effective, they should be designed in a way
that minimizes segregation and fosters interaction between Syrian and Turkish students.
Additionally, Tirkiye’s existing infrastructure could be leveraged to develop technology-driven
language learning solutions, particularly in urban areas where access to digital tools is more
widespread. Finally, the teaching materials could be diversified to address the specific needs of
Syrian students, incorporating not only vocabulary and conversation practice but also cultural
competencies that enable these children to better understand and navigate Turkish society.

4.2. Amendments to legal regulations

Although Syrians under temporary protection have migrated to Turkey since 2011, their
distribution across cities in Turkey has not been regular and proportionate. According to data from
the Directorate of Migration Management (www.goc.gov.tr), the three cities with the highest
number of Syrians as regular migrants are Istanbul, Gaziantep and Sanliurfa, with over 1 million
Syrians living in these cities. Considering that this number is higher than the number of Syrians
living in 70 provinces in Turkey, it is understood that the concentration in some cities is also
reflected in the education process. The rapid filling of school quotas in these areas where Syrians
live in large numbers and the fact that Syrians under temporary protection cannot legally leave
the cities where they live shows that both locals and Syrians are not being schooled in a balanced
manner. Changes in legal regulations to allow Syrians to be resettled in other provinces, especially
in the Eastern provinces, may contribute to solving this problem. In addition, the construction of
schools and mobile portable classrooms in regions of Turkey where the Syrian population is dense,
and increasing the number of these existing structures with the grants to be allocated from the
European Union can be considered as another solution suggestion.

Following the arrival of Syrian refugees in Turkey, access to education for Syrian children under
temporary protection has become a critical agenda item. Although Turkey has made legal
arrangements recognizing Syrian refugees' right to education, it faces a number of problems in
implementing them. At this point, it is essential to eliminate bureaucratic obstacles for children
under temporary protection to access education. The process of enrolling Syrians in schools is
another issue that needs to be centralized in terms of legal regulations. Especially in MoNE-
affiliated schools, the documents required from students vary across schools, which prolongs the
time it takes for Syrians to enroll in schools and leads to problems in their access to education. At
this point, information and documents of migrants can be gathered through an application such
as e-government (e-migrant as a name suggestion) and access to education can be provided in
a more centralized and faster way. While legal regulations aim to facilitate access to education, it
would also be useful to inform Syrian families about the process. Informing Syrian families about
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the education system and increasing their access to guidance services will play an important role
in overcoming bureaucratic difficulties. MONE and local governments should provide guidance
services to Syrian families that provide detailed information about the enroliment process in
educational institutions. These services should help families quickly solve the problems they face
during the enroliment process. In this way, awareness of legal obligations and limitations will be
raised and bureaucratic obstacles can be avoided.

4.3. Funding programs to reduce training costs

One of the obstacles to schooling is the economic difficulties experienced by Syrian children
(SETAV Syria Report, 2016). The budget that needs to be allocated for transportation, food and
education expenses of children enrolled in public schools and the fees demanded from families
due to the high building and personnel costs in TECs are among the major problems that pose
economic obstacles to Syrians' access to education. To solve this problem, an education fund to
be established to cover education expenses free of charge through the effective use of EU grants
is considered to be an effective method. Also, establishing scholarship and support programs,
providing free food and transportation services, abolishing or reducing tuition fees (for TECs),
strengthening social assistance programs and increasing the number of community supported
projects can be considered as solution suggestions in general terms. When these topics are
blended with examples from the international community, more effective and beneficial results are
likely to emerge. From this point of view, Germany implements the "Integration through Education”
program to economically support migrant children's access to education. Under this program,
migrant children are provided with free textbooks, notebooks and other stationery. Moreover,
school meals and transportation costs of children are covered, reducing the financial burden on
families. In this way, the participation of migrant children in educational processes is encouraged
(BAMF, 2019). Canada has implemented the "Welcome to School" program to cover the
educational costs of migrant children and alleviate the economic hardship of families. This
program provides children with free school supplies, clothing and nutrition services. Furthermore,
school transportation costs are covered, ensuring that children attend school regularly. The
program aims to increase the educational success of migrant children and facilitate their
integration into society (IRCC, 2018). In the United States, the "Refugee School Impact" program
(https://www.acf.hhs.gov) is carried out to provide economic support for the education of refugee
children. The program provides basic needs such as school supplies, uniforms and nutrition
services free of charge. Also, families receive financial assistance to alleviate the cost of education.
These supports enable refugee children to attend school and succeed in education (ORR, 2017).
Sweden implements the "Educational Support for Migrants" program to provide economic support
for migrant children's education. This program provides children with free textbooks, stationery
and school clothes. Moreover, school meals and transportation costs are covered, reducing the
economic burden on families. The program aims to increase equal opportunities in education for
migrant children (Skolverket, 2018). The "Schools Support Program" in Australia provides
economic support for the education of migrant and refugee children. The program provides
children with free textbooks, stationery and school clothes. In addition, children's school meals
and transportation costs are covered, and families are provided with financial assistance. These
supports aim to ensure the uninterrupted participation of migrant children in educational
processes (Department of Education and Training, 2019). These programs offer a variety of
economic assistance to alleviate the educational costs of migrant children and overcome the
economic difficulties of families. These support programs, which are implemented in countries

88


https://www.acf.hhs.gov/

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

such as Germany, Canada, the USA, Sweden and Australia, help overcome economic barriers by
providing free textbooks, stationery, school uniforms, meals and transportation services to
children's education. Furthermore, financial assistance to families encourages children's
uninterrupted participation in educational processes. The implementation of such programs in
Turkey can provide effective results in overcoming economic barriers to education for Syrian
refugee children. Similar programs in Turkey can support equal opportunities in education by
increasing the participation of refugee children in educational processes. Support such as free
educational materials, meals and transportation services will ease the financial burden of families
and facilitate children's school attendance. Therefore, financial assistance to families can help
cover the cost of education and encourage children to succeed in education. Economic support
and financial assistance, which are common aspects of these programs, will significantly facilitate
migrant children's access to education and their integration into society.

4.4. Education and awareness raising activities to increase social cohesion and
cultural sensitivity

The commonality and diversity of cultural values is one of the main factors affecting the
components of a society and the desire to live together. In terms of immigrant individuals, they
can continue their lives by preserving their own cultural values or they can choose to adopt the
culture of the native society in the destination country. At this point, the state actor has important
duties to ensure the integration of migrants into society. Ensuring access to education for migrant
children stands out as one of these steps. To accelerate social cohesion and ensure that migrant
individuals adapt to society at an early age, it is essential to increase education and awareness-
raising activities. In this regard, it would be useful to examine examples of good practices in the
world. From this point of view, the "IRCC Settlement and Integration Program" implemented in
Canada aims to raise awareness about tolerance, respect and cultural diversity in schools. In this
program, immigrant children are provided with comprehensive trainings on topics such as digital
literacy sessions, financial literacy sessions, domestic violence and women's rights workshops,
Canadian citizenship and civic engagement, health and welfare workshops, workshops for
pregnant refugee women, and new living conditions in Canada (www.pics.bc.ca). At the higher
education level, the "INTEGRA" project, which is carried out in Germany and aims to facilitate the
higher education of qualified refugees, enables qualified migrants to receive education in Germany
by ensuring the social adaptation process culturally (www.daad.de). It is considered that such
projects will contribute to the projects to be created as good practice examples.

We propose the "Learning and Adaptation Together Program (LEAP)" (Birlikte Ogrenme ve Uyum
Programi model to accelerate Syrian migrant children's access to education and social
cohesion in Turkey. The components of this program will include bilingual language programs,
well-being and diversity programs, emotional learning programs, economic support programs and
cultural adaptation activities. In the bilingual program, teachers working in schools affiliated to the
MoNE who know Arabic will be assigned to the classrooms where Syrians are educated for an
additional fee, and Turkish and Arabic education will be provided together. In this way, migrant
children will be able to study in higher education institutions in harmony with Turkish education,
and the learning of Turkish by migrants will accelerate social cohesion. Within the scope of the
kindness and diversity programs, educational programs will be organized in schools to raise
awareness on tolerance, respect and cultural diversity, and classroom activities, seminars and
workshops will be organized for students to recognize and understand different cultures. The main
objective of such activities will be to promote integration with the children of indigenous peoples.
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Emotional learning programs will also be implemented to improve students' emotional intelligence
and social skills. These programs are expected to help students express themselves better and
facilitate their integration into society. Economic support programs will help overcome economic
barriers by providing free textbooks, stationery, school uniforms, meals and transportation
services to children's education. As a result of the implementation of these programs, cultural
cohesion activities will include cultural events and awareness-raising activities in schools by
implementing the above-mentioned components, community-based projects will be carried out to
support the social cohesion of students and their families, and social activities will be organized
to ensure the integration of migrant children and their families with the Turkish community. Thanks
to the NCD program proposed by us, Syrian children under temporary protection will have access
to education in a cultural dimension and will be able to experience the stages of social cohesion,
getting to know each other and getting closer to the local communities in a more effective way.

5. Conclusion

The Turkish education system has adopted inclusive policies to ensure the integration of
individuals from different cultures into educational processes. However, Syrian children under
temporary protection face various barriers in accessing education, such as language barriers,
economic difficulties, social cohesion and cultural differences. The solutions and strategies
proposed to overcome these barriers will increase Syrian children's success in education and
facilitate their integration into society. The development and dissemination of language education
programs is of great importance to facilitate the integration of Syrian children into the Turkish
education system. Good practice examples such as "Welcome Classes" in Germany and "LINC"
programs in Canada can be implemented in Turkey to accelerate language learning and social
integration of migrant children. Changes in legal regulations will increase the capacity of schools
in areas where Syrian migrants live in large numbers and enable migrants to be resettled in
different provinces. Furthermore, to reduce bureaucratic obstacles, the central government can
collect migrants' information through applications such as e-government to speed up the
enrollment process. Economic support programs should be established to reduce education
costs. Free textbooks, stationery, school uniforms, school clothes, food and transportation
services can be offered in Turkey, following the example of programs implemented in countries
such as Germany, Canada, the USA, Sweden and Australia. These supports will ease the financial
burden of families and ensure children's uninterrupted participation in the education process.
Education and awareness-raising activities should be increased to increase social cohesion and
cultural sensitivity. Good practice examples such as the "IRCC Settlement and Integration
Program" in Canada and the "INTEGRA" project in Germany can be implemented in Turkey to
support the social cohesion of migrant children and their families. These programs will promote
tolerance, respect and cultural diversity between locals and migrants. The Turkish education
system should implement comprehensive and sustainable policies to support access to education
for Syrian children under temporary protection. Proposed strategies to overcome language
barriers, alleviate economic challenges and ensure social cohesion will increase Syrian children's
educational achievement and facilitate their integration into society. Regulations and support
programs in this context will contribute to achieving Turkey's goals of ensuring equal opportunities
in education and increasing the contribution of migrants to society.

The Learning and Adaptation Together Program (LEAP), or Birlikte Ogrenme ve Uyum Programi

(BOU), offers a comprehensive and holistic approach to accelerate the educational inclusion and

social cohesion of Syrian migrant children in Tlrkiye. By addressing key barriers such as language,
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emotional well-being, economic challenges, and cultural adaptation, the program has the potential
to fill critical gaps in the current educational landscape for refugees. However, while the
components of the LEAP program are promising, it is essential to critically assess its feasibility,
consider potential obstacles, and compare it to existing initiatives to provide a realistic outlook on
its implementation. The bilingual language component, which involves assigning Arabic-speaking
teachers to classrooms, is a cornerstone of the LEAP program. While this approach could
effectively address the language barrier, its feasibility depends on the availability of qualified
teachers proficient in both Arabic and Turkish. In many regions of Turkiye, especially in rural areas
where Syrian refugee populations are concentrated, there may be a shortage of such bilingual
teachers. Furthermore, the financial implications of providing additional fees to these teachers
could strain the already stretched educational budget. To mitigate this, a phased implementation
or pilot program in regions with higher concentrations of Syrian students could be considered,
allowing for the gradual scaling of the program as resources and personnel become available.

Another aspect to consider is the inclusion of emotional learning and cultural adaptation activities.
These programs aim to improve students’ emotional intelligence, social skills, and cultural
awareness. While these goals are commendable, implementing them on a national scale could
face logistical challenges, particularly in training teachers and school staff to deliver these
specialized programs effectively. Teacher training programs would need to be developed, and
continuous professional development would be required to ensure the sustained quality of these
initiatives. In this regard, collaboration with NGOs and international organizations experienced in
refugee education could enhance the program's effectiveness and help overcome resource
limitations.

Despite the potential benefits of the LEAP program, several obstacles could impede its successful
implementation. First, the current political and social climate in Turkiye may pose challenges.
Public sentiment toward Syrian refugees has been mixed, with growing concerns about social and
economic competition. Resistance from local communities to programs perceived as prioritizing
refugees could hinder the integration efforts, making it crucial to design the LEAP program in a
way that benefits both Turkish and Syrian students. Integrating cultural awareness programs for
local students, as part of the "kindness and diversity" initiative, would be an essential step in
mitigating this tension. However, this requires careful balancing to ensure that neither group feels
marginalized or neglected.
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likokul Ogrencileri Hikadye Edici Metinlerde Konu ve Ana Fikri
Belirleyebiliyor mu?
0z

Bu arastirmanin amaci ilkokul dgrencilerinin hikaye edici metinlerdeki hikéye unsurlarini
Ozellikle ana fikir ve konuyu belirlemeye yonelik egilimlerini ortaya koymak ve bunu
gerceklestirirken nasil bir yol izlediklerini tespit etmektir. Bu baglamda karma desen ile
ylrutilmids bu arastirmada 230 &grenciden hikaye edici bir metindeki karakter, yer,
zaman, olay, konu ve ana fikri belirlemeleri istenmis ardindan bu 6grenciler arasindan
rastgele secilen 28 dgrenci ile bu unsurlari belirlemelerine yénelik gergeklestirdikleri
slireg icin gériisme yapilmistir. Ogrencilerin unsurlari 6zellikle ana fikir ve konuyu nasil
belirledikleri ve belirlemeyi nasil égrendiklerine yonelik olarak da Ogretmenler ile
go6risme yapilmistir. Arastirmadan elde edilen nicel veriler igin frekans ve yuzdelikler
hesaplanmisg nitel veriler i¢in icerik analizi yapilmigtir. Arastirmanin sonucuna gore ilkokul
ogrencilerinin ¢ogunlugunun hikdye unsurlarini belirleyemedigi 6zellikle ana fikir ve
konuyu belirlemede ¢ok daha disik beceri diizeyine sahip olduklar tespit edilmistir.
Ogrenci ve 6gretmenlerden elde edilen gériismelerdeki sonuglarda bu durumla
paralellik géstermekte ve bu durumun ana kaynaginin égrencilerin ana fikir ve konuyu
bulmay! bilmedikleri ayrica bu ik unsuru birbirleri ile karistirdiklari belirlenmigtir.

Anahtar Kelimeler: Hikaye Edici Metin, Hikaye Unsurlari, Konu, Ana Fikir.

Can Primary School Students Identify the Topic and Main Idea in
Narrative Texts?

Oz

The aim of this study is to reveal the tendencies of primary school students towards
determining the story elements in narrative texts, especially the main idea and the topic,
and to determine the way they follow while doing this. In this context, in this mixed design
study, 230 students were asked to determine the character, place, time, event, plot and
main idea in a narrative text, and then 28 students randomly selected from among these
students were interviewed for the process they carried out to determine these elements.
Teachers were also interviewed about how the students identified the elements,
especially the main idea and the topic, and how they learned to identify them.
Frequencies and percentages were calculated for the quantitative data obtained from
the research and content analysis was used for the qualitative data. According to the
results of the research, it was determined that the majority of primary school students
could not determine the elements of the story, especially in determining the main idea
and topic, they had a much lower skill level. The results of the interviews obtained from
the students and teachers are in parallel with this situation and it was determined that
the main source of this situation is that the students do not know how to find the main
idea and plot, and that they confuse these two elements with each other.

Keywords: Narrative Text, Story Elements, Theme, Main idea.
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1. Girig

Okudug@unu anlama, ilkokul 6grencilerinin akademik basarilarinin temelini olusturan kritik bir
beceridir. Snow'a (2002) gére okudugunu anlama, metinleri anlamak ve yorumlamak igin hayati
o6nem tasiyan kod ¢ézme, ¢cikarim yapma ve 6n bilgiler ile yeni bilgilerin sentezlendigi bilissel
suregleri icerir. GUnes (2000) anlamayi, okunan yazinin anlamini bulma, bu yaz Gzerinde
duslinme, sebepleri arastirma, yazidan sonuclar ¢ikarma ve degerlendirme olarak tanimlamistir.
Ogrenciler ilkokulda ilerledikge, okudugunu anlama becerisi akademik basari icin giderek daha
6nemli hale gelir (Cain ve Oakhill, 2007). Duke ve Pearson (2009) tarafindan yapilan
arastirmada, okudugunu anlama becerisinin matematik, fen ve sosyal bilgiler gibi derslerdeki
basar ile baglantii oldugu vurgulanmistir. Okudugunu anlama becerileri iyi olan ¢ocuklar,
matematikten fen bilimlerine kadar cesitli konularda karmasik kavramlari kavramak igin daha
yeterlidirler ve bodylece genel akademik basanlari daha yuksektir (Snow, 2002). Ayrica,
okudugunu anlama becerilerinin gelismesi elestirel ve analitik disinme becerilerinin
gelismesine katki saglayarak égrencilerin metinlerle daha ileri dlizeyde etkilesime girmelerini
ve gercek hayat ile baglantilar kurmalarini saglar (Perfetti, Landi ve Oakhill, 2005). Ogretmenler
dgrencilerine okudugunu anlama becerilerini agik ve anlasilir talimatlar vererek égretmelidir.
Okuma becerilerinin ilkokulda gelistiriimesi, 6grencilerin ilerleyen yillardaki egitim hayatlari i¢in
gereken temellerin olusmasina yardimci olabilir.

ilkokul égrencileri icin okudugunu anlama becerisinin kritik bilesenlerinden biri de hikaye
unsurlarinin belirlenmesidir. ilkokul &grencileri bir hikayeyi temel parcalarina ayirarak metni
daha iyi anlayabilir, hatirlayabilir ve analiz edebilirler. Ogrencilere karakter(ler), yer, zaman, olay,
konu ve ana fikri tanimayi ve analiz etmeyi 6greterek onlarin okuduklarini anlama, yorumlama
ve metinle baglanti kurma becerileri gelistirilebilir. Glines’e (2013) gbére okudugunu anlama
slirecinde bu hikaye unsurlarinin analiz edilmesi, 6égrencilerin elestirel disinme becerilerini
gelistirir. Hikdye unsurlarini belirlemek, okudugunu anlama becerisini gelistirmek i¢in gok
onemlidir ¢clink( bilgiyi diizenlemeye, baglantilar kurmaya ve sonugclari tahmin etmeye yardimci
olur (Cain, Oakhill ve Bryant, 2004). Pressley ve Allington (2023), hikéye unsurlarini belirlemek
Uzere verilen egitimin 6grencilerin metnin en kritik ydnlerine odaklanmalarina yardimci
oldugunu, bu sayede ¢ikarimlarda bulunma ve sonug¢ gikarma becerilerinin gelistirilebilecegini
vurgulamaktadir. Okuyucular bu unsurlari taniyip anladiklarinda, metni daha kolay takip
edebilirler ve bu da metnin daha iyi hatirlanmasina ve yardimci olur (Paris ve Paris, 2003). Bir
ddrenci tarafindan hikdye unsurlarinin tanimlanmasinin motivasyonel c¢ikarimlari da vardir.
Guthrie ve Wigfield (2000), égrenciler bir hikdyenin yapisini anladiklarinda, metinle etkilesime
girme ve metni anlama basarisini deneyimleme sanslarinin daha ylksek oldugunu savunurlar.
Hikaye unsurlarini tanimlama becerisi, kavrama ve elestirel diisinmeyi gelistirmenin yani sira
gelismis okuma akiciligiyla da baglantilidir. Calismalar, karakterleri, mekanlari ve olay 6rgusu
yapilarini hizli ve dogru bir sekilde tanimlayabilen okuyucularin akicilik ve ifadeyle okuma
olasiliklarinin daha yiksek oldugunu gdéstermistir (Fuchs ve digerleri, 2001).

Hikdye unsurlarini 6gretmek ilkokul &grencileri igin ¢ok 6nemlidir ¢lnkl genel olarak
okudugunu anlama becerilerinin gelismesine yardimei olur. Ogrenciler bir hikayenin temel
bilesenlerini belirleyebildiklerinde, anlatilani daha iyi anlayabilir, sonuglari tahmin edebilir ve
hikayeyi kendi deneyimleriyle iliskilendirebilirler (Duke & Pearson, 2009). Hikaye unsurlari
bircok kaynaga gore farklilik gosterse de ilkokulda genel olarak su sekilde basliklandirilabilir;
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Karakter: Karakterler bir hikdyede olaylarn yasayan insanlar, hayvanlar veya varlklardir.
Karakterler, olay 6érgisinin gelisiminde énemli rol oynar ve okuyucu ile etkilesim kurarak
olaylarin anlamlandirmalarini saglar (Sever, 2013, s. 45). ilkokul &grencileri icin karakterleri
anlamak, kim olduklarini, ne yaptiklarini ve hikdye boyunca nasil degistiklerini tanimaktir
(Harvey & Goudvis, 2000). ilkokul &grencilerine karakterleri belirlemeleri ve karakterin
davraniglarinin olay érgusuni nasil ydnlendirdigini anlamalarn 6gretilmelidir (Anderson, 2018).

Yer ve Zaman: Hikayedeki olaylarin gerceklestigi yeri ve zaman ifade eder. Olayin gectigi yeri
ve zamani anlamak 6grencilerin baglami ve yazarin o ortami neden sectigini anlamalarina
yardimci olur. Tompkins (2017), yer ve zamanin olaylar nasil etkiledigini anlatabilmek icin
“ortam kesfi” etkinliginin yapilabilecegini belirtmistir. Bu etkinlige gbére dgrencilerin hikayede
gecen olayin baska bir yer ve zamanda gerceklestigini distinmeleri ve bu durumun olayi nasil
etkileyebilecegini distinmeleri istenir.

Olay: Kahramanin bagindan gegen, serim, diugum, ¢6zim sirasiyla verilen durumdur.
Ogrencilere bir hikayedeki olayi tespit etmeyi dgretirken “Bu hikdyede basindan gegen olay
nedir?” sorusu yoneltilebilir.

Problem: Karakterin tstesinden gelmesi gereken zorluk veya sorundur. Ogrencilere problemi
belirlemeyi 6gretmek, hikayedeki ana sorunu ve karakterlerin bunu nasil gézmeye calistigini
belirlemelerine yardimei olur. Ogrencilere hikayedeki problemi ve karakterin problemi nasil
¢6zdiugiuni dustindirtecek sorular sormak hikayedeki problemi anlamalarina yardimci olabilir.
Keskin ve Bastug (2013) calismalarinda hikdyede probleminin tam olarak belirlenememesinin
anlama sirecinde de eksiklikler meydana getirecegini, problemin hikdyenin Uzerinde durdugu
temel unsur oldugunu ve hikdyenin problemle baslayip problemin ¢6zimine ydnelik
reaksiyonla sonlandigini belirtmislerdir.

Konu: Bir hikdyede anlatiimak istenen dislince o hikayenin konusudur. Konu hikayenin temel
cercevesidir. Duran ve Bitir’ e (2020) goére hikayelerin diger unsurlarindan olan karakter, zaman
ve mekan gibi unsurlar, hikdyenin konusu etrafinda geliserek hikdyeyi meydana getirir.

Ana Fikir: Ana fikir kitabin yazilmasina neden olan, yazarin okurla paylasmak istedigi temel
mesajdir (Temizyirek vd., 2021). Ana fikir yazann hikaye araciigiyla vermek istedigi derstir.
Kirnik ve Erdem’e (2023) gbre ana fikir, metnin 6zind teskil ettigi icin okudugunu ya da
dinledigini anlamada kritik kazanimdir. Ana fikri anlamak, 6grencilerin hikéyeleri anlamalarina
ve hikayedeki olaylari kendi hayatlariyla iliskilendirmelerine yardimci olur. lyi bir okuyucudan
beklenen okudugu metni anlayip veriimek istenen temel dislinceyi yani ana fikri
belirleyebilmesidir (Katranci ve Kusdemir, 2016). Ana fikir belirlemek &grencilerin kendi
baslarina gelistirebilecekleri bir beceri degildir (Cetinkaya vd., 2013).

Hikaye unsurlarini belirlemede bilissel sireclerin isletimi tek basina 6grenilecek ve
gerceklestirilecek bir kazanim degildir ve bu becerilerin 6grenilmesinde égretmenin rehberlik
yapmasi oldukga dnemlidir (Kusdemir ve Giines, 2014). ilkokul 6grencilerine hikaye unsurlarini
belirlemeyi 6gretmek, elestirel okuma becerilerinin gelistiriimesine yardimci olan okuryazarlk
egitiminin temel bir bilesenidir. Kathleen’e (2015) gére dgretmenlerin metnin konusunu, ana
fikrini ve yardimc fikirlerini belirlemeyi cok iyi bilmeleri ve &grencilere dogru bir sekilde
ogretmeleri  gerekmektedir. Ogretmenler ilkokul égrencilerinin hikdye unsurlarini taniyip
anlayabilmeleri icin gesitli stratejiler kullanabilirler. Ana fikir bulmak icin kimi zaman karmasik
bir stre¢ olsa da ¢esitli okuma stratejileri, diginme yaklasimlari kullaniimaktadir, okuma 6ncesi,
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sirasi ve sonrasl kullanilan anlamlandirma stratejileri metinden en st dizeyde anlam elde
edebilmek icin etkilidir (Kirnik ve Erdem, 2023). Metnin ana fikrinin nasil belirlenecegini
ogrencilere 6gretmede kullanilabilecek bir diger strateji 6égretmenlerin hikdye unsurlarini
tanimlama isini acikgca modelledikleri etkilesimli sesli okumadir (Tompkins, 2017). Bir baska
strateji 6grencileri hikdye unsurlarini belirleme ve analiz etme konusunda yoénlendiren ve
elestirel dusinmeye tesvik eden sorular sormaktir (Beck ve McKeown 2001). Bu cesitli
stratejileri kullanarak &gretmenlerin ilkokul &grencilerine hikaye unsurlarini belirlemeyi
o6gretmeleri onlarin, okudugunu anlama becerilerinin gelisimi icin énemli bir temel olusturur.

Hikéye unsurlarini belirlemek, ilkokul dgrencilerinin okuduklari bir hikayenin ana fikrini ve
konusunu belirleme becerilerini 6nemli dlglide gelistiren temel bir beceridir. Tompkins (2017),
karakterler, yer, zaman ve olay 6rglsini anlamanin &grencilerin metnin farkli bdlimleri
arasinda baglanti kurmasini sagladigini ve ana fikrin daha net anlasiimasina yol actigini vurgular.
Ogrenciler, okuduklari bir metnin ana fikrini belirlemek igin dncelikle metnin konusu ve yapisini
belirlemeli sonra metnin amacini tespit etmeli, son olarak tek bir diisiince iceren ciimle
olusturmaldir (Ulper, 2011).

Alan yazinda bircok arastirma, ilkokul dgrencilerinin okuduklari hikayelerdeki ana fikri ve
konuyu belirleme becerilerini incelemistir. Aragtirmalar, ilkokul 6grencilerinin konu ve ana fikri
belirlemede siklikla zorluk ¢ektigini gdostermektedir. Katranci ve Kusdemir (2016) ¢alismalarinda
ilkokul dérdiincl sinif 6grencilerinin okudugunu anlama, ana fikir bulma ve okuma kaygilari
arasindaki iligkiyi incelemiglerdir calisma sonunda ulastiklari sonucglardan biri arastirmaya
katilan 6grencilerin okuduklari metinlerin ana fikrini belirlemekte yetersiz olduklardir. Cetinkaya
vd. (2013) calismalarinda 5. Sinif 6grencilerinin ana fikir bulma becerilerini incelemigler ve
calisma sonunda &grencilerin ana fikri belirlemede blylk olclide basarisiz olduklarini
goérmuslerdir. Uysal ve Pala (2022) calismalarinda 6gdrencilerin ana fikir belirleme becerilerini
incelemisgler ve galigma sonunda 6grencilerin ana fikir cimlesini kurmakta zorlandiklarini, ana
fikir yerine konuyu ya da olay! yazdiklari ve ana fikri bulma becerisine ait kavram yanilgilari
oldugu sonucuna varmiglardir.

Tam bu calismalar incelendiginde ilkokulda okudugunu anlama becerisi Uzerinde hikaye
unsurlarini dolayisiyla okunan hikayenin ana fikir ve konusunun belirlenebilmesi becerisinin ne
kadar 6nemli oldugu goérulmektedir. Bununla birlikte yapilan arastirmalarin daha ¢ok ilkokul
ogrencilerinin hikayelerin ana fikir ve konularini belirleme becerisi lGzerine yogunlastiklari,
ogrencilerin ve 6gretmenlerin ana fikir ve konu belirleme sireclerine yonelik gorisleri Gzerinde
durulmadidi gérulmustir. Bu sebeple ilkokul 6grencilerinin okuduklari hikayelerin konu ve ana
fikirlerini belirleyip belirleyemedikleri ayrica ilkokul 6égrencileri ve dgretmenlerinin bu sirece
iliskin goruslerinin ortaya cikarilmaya calisilmistir bu amac dogrultusunda asagidaki sorulara
cevap aranmistir:

o ilkokul dgrencileri okuduklari hikayenin ana fikrini ve konusunu belirleyebiliyorlar mi?

e ilkokul &grencilerinin okuduklari bir hikayenin ana fikir ve konusunu belirleme siirecine
iliskin gorugleri nelerdir?

e ilkokul dgretmenlerinin dgrencilerinin okuduklari bir hikayenin ana fikir ve konusunu
belirleme sireglerine iliskin gérugleri nelerdir?
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2. Yontem
2.1. Arastirma Deseni

Bu arastirmada nitel ve nicel verilerin ayni anda toplandigi karma desen kullanilmistir. Nicel ve
nitel veriler es zamanh olarak kullanildi§i icin arastirma, karma arastirma modellerinden
zenginlestiriimis desene goére yapilandirilmigtir. Zenginlestirilmis desen nicel ve nitel bulgularin
birbirini desteklemesi amaciyla nicel ve nitel verilerin ayni anda toplandidi arastirma desenidir
(Buyukoztirk, Cakmak, Akgtin, Karadeniz ve Demirel, 2010). Karma desen olarak yirtttlen bu
arastirma nicel baglamda tarama aragtirmasi, nitel baglamda ise durum caligmasidir. Tarama
arastirmalar; drneklemi temel alarak ilgili aragtirma sorulari baglaminda egilim ve tutumlarin
betimlenmesine olanak taniyan arastirma desenidir (Creswell, 2017). Nitel arastirma ydntemleri
arasinda yer alan durum calismasi ise belirli bir olay, birey, grup veya durumun derinlemesine
incelenmesini amaglayan bir arastirma yontemidir (Yildinm ve Simsek, 2018). Bu arastirmada
ilkokul 6grencilerinin hikayelerde ana fikir, konu ve diger hikaye unsurlarini belirlemeye yonelik
egilimleri ve ana fikir ile konunun 6grenciler tarafindan nasil belirlendigi, 6gretmenler tarafindan
ise bu unsurlarin belirlenmesinin nasil 6gretildigi incelenmistir. Bu baglamda arastirmanin genel
egilimin belirlenmesi ve bu egilimin derinlemesine incelenmesi bakimindan nicel olarak tarama
nitel olarak ise durum c¢alismasina uygun oldugu séylenebilir.

2.2. Orneklem ve Calisma Grubu

Arastirma kapsaminda nicel veriler 2023-2024 egitim 6gretim yihinin 1. Déneminde Mus il
merkezinde yer alan bir devlet okulunun 4. Sinif 6grencilerinden elde edilmistir. Arastirmaya
siniflarda yer alan 6grencilerden goéndlli katilim gdstermek isteyenler dahil edilmigtir.
Arastirmaya goéndlli katilan 6grencilerin sayisi 109'u erkek 121’i kiz olmak izere toplam 230°dur.
Nitel veriler ise nicel verilerin toplandigi 6rneklemde yer alan 14°G erkek 14°G kiz olmak UGzere
28 dgrenci ve bu dgrencilerin 6grenim goérdigu siniflardaki 7 6gretmenden elde edilmistir.

2.3. Veri toplama araclari

Arastirmanin veri toplama sirecinde veri toplama araclar olarak, “Ciftci ve Ogullari” baslikli
hikaye metni, arastirmaci tarafindan gelistirilen hikaye haritasi, arastirmaci tarafindan gelistirilen
yari yapilandirimis égrenci ve égretmen goérisme formlarn kullaniimigtir. Kullanilan metin Milli
Egitim Bakanligi tarafindan onaylanmig ve uygulama yapilan okulda kullanilmayan bir 4. Sinif
Turkce ders kitabindan alinmistir. Kullanilan hikaye haritasi arastirmaci tarafindan su sekilde
gelistiriimistir; édnce 4. Sinif dizeyi icin kullanilacak bir hikdye haritasinda olmasi gereken
unsurlar belirlenmistir buna goére bir hikaye haritasi olusturulmus ve ¢ alan uzmaninin gérisu
alinmistir. Alinan uzman goérusleri 1siginda kullanilacak hikaye haritasi son halini almigtir.
Arastirmada kullanilan “Ogrenci Gériisme Formu” arastirmaci tarafindan gelistirilmis ve
ogrencilerin okuduklari bir hikdyenin ana fikrini ve konusunu belirleme sireclerine iliskin
deneyimlerini agia gikaracak sorular sorulmaya calisilmistir. Kullanilan “Ogretmen Gériisme
Formu” ise yine arastirmaci tarafindan gelistirilmis ve égretmenlerin égrencilerinin okuduklari
bir metne ait ana fikir ve konuyu belirleyebilme suregleri ile buna iligkin sinifta verilen egitime
ait deneyimlerini agiga cikaracak sorular sorulmaya calisilmistir. Her iki formda hazirlandiktan
sonra U¢ alan uzmanin gérugleri ainmig ve bu goérusler 1siginda dizenlenip son halini almigtir.
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2.4. Veri Toplama Siireci

Veri toplama slrecine baglamadan 6nce gereken etik kurul izni ahinmistir. Sonra arastirmanin
yapilacagi okulun muduriyle gorisiimis ve genel olarak ¢alismanin nasil ydritilecegi ifade
edilmistir. Daha sonra arastirmanin yapilacagi siniflar 6gretmenlerin gonullilik esasina goére
belirlenmistir. Siniflar belirlendikten sonra uygulama suirecine baslaniimistir. Her sinifa bir ders
saati sure verilmigtir. Arastirmaci uygulamanin yapilacagi her bir sinifta dgrencilere gereken
aciklamalari yapmis ardindan hikdye metni ve hikaye haritasini dagitmistir. Ogrencilerden
hikayeyi okuyup hikaye haritasini doldurmalari istenmistir. Bir kez okuduklarinda anlamazlarsa
bir ders slresince istedikleri kadar okuyabilecekleri dgrencilere belirtiimistir. Bu slre¢
tamamlandiktan sonra her siniftan rastgele secilen 2 kiz 2 erkek olmak Uzere toplam 28 ilkokul
4. sinif 6grencisinin her biriyle okul idaresinin belirledigi bir sinifta gérismeler yapilmistir.
Gorligmelerin her biri ortalama 10 dakika stirmusttr. Gérismeler kayit altina alinip daha sonra
transkript edilmistir. Ogrenci gériismelerinin ardindan ayni hafta arastirmaya katilan siniflarin
dgretmenleriyle yani toplam 7 ilkokul 4. Sinif 6gretmeniyle 6gretmenlerin derslerinin olmadigi
saatlerde okulun égretmenler odasinda gdriisme yapilmistir. Her bir 6gretmenle yaklasik 20
dakika goristlmus goérisme kayit altina alinmis ve daha sonra transkript edilmigtir.

2.5. Verilerin analizi

Aragtirma kapsaminda elde edilen nicel verilerin analizinde istatistik paket programi
kullaniimistir. Tarama arastirmasi olarak tasarlanan bu arastirmada égrencilerin hikayelerdeki
unsurlari belirleyip belirleyemedigine yonelik egilimlerini ortaya koymak icin frekans ve
yuzdelikler hesaplanmistir. Nitel veriler analiz edilirken ise igerik analizi yapiimistir. Nitel
verilerde icerik analizi, toplanan verilerin anlamli kategoriler altinda toparlanarak sistematik bir
sekilde incelenmesidir. Bu slrecte, veriler kodlanir, benzer temalar altinda toplanir ve daha
sonra bu temalar Uizerinden bir anlam c¢ikariimaya calisilir. Nitel verilerde igerik analizi, verilerin
sistematik bir sekilde incelenerek temalara ayrilmasini icerir. Bu slrecte, arastirmaci énce
verileri dikkatlice okuyarak énemli noktalan kodlar. Kodlama islemi tamamlandiktan sonra
benzer kodlar bir araya getirilir ve ana temalar olusturulur. Temalar belirlendikten sonra, her bir
tema altinda yer alan veriler yorumlanir ve elde edilen bulgulara dayal olarak genel sonugclar
cikarihr (Yildinm ve Simsek, 2018). Bu baglamda hem 6grenci hem 6gretmenlerden elde edilen
ses kayitlari 6nce transkript edilmistir. Ardindan bu transkriptler okunarak &grenci ve
ogretmenler igin ayri ayri tema ve kategoriler olusturulmustur. Arastirmanin gecerlik ve
glvenirligini saglamak amaciyla transkriptlerin bir baska arastirmaci tarafindan tekrar okunarak
tema ve kategorilerin olusturulmasi saglanmistr. iki arastirmaci tarafindan ortaya cikarilan tema
ve kategoriler karsilagtirilarak bu baslklarda uyum saglanmis ve nitel verilerin analizi
gerceklestirilmistir.

3. Bulgular
3.1. Nicel Bulgular

Arastirma kapsaminda ilkokul 4. Sinif 6grencilerinin hikdyede yer alan karakter, yer ve zaman
unsurlarini belirlemelerine yénelik egilimlerini ortaya ¢gikarmak amaciyla hesaplanan frekans ve
yuzdelikler Tablo 1’de yer almaktadir.
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Tablo 1. 4. Sinif 6grencilerinin hikdyede yer alan karakter, yer ve zaman unsurlarini belirlemelerine
yonelik hesaplanan frekans ve ylzdelikler.

Unsur Cevap Erkek Kiz Toplam
Frekans Yiizde Frekans Yiizde Frekans Yiizde

Karakter Yanhs 18 16,5 16 13,2 34 14,8
Dogru 91 83,5 105 86,8 196 85,2
Yer Yanhis 70 64,2 85 70,2 155 67,4
Dogru 39 35,8 36 29,8 75 32,6
Zaman Yanhis 52 47,7 67 55,4 119 51,7
Dogru 57 52,3 54 44,6 111 48,3

Tablo 1’incelendiginde hem erkek hem de kiz 6égrencilerin cogunlugunun hikayede yer alan
karakteri dogru olarak belirledigi ancak hikayenin gectigi yeri belirleme bakimindan ise hem
erkek hem kiz égrencilerin gogunlugunun yanlig belirledigi sdylenebilir. Hikdyenin zamanina
yonelik frekanslar incelendiginde ise erkeklerin gogunlugunun dogru ancak kizlarinin
cogunlugunun yanlis belirledigi ifade edilebilir. Bu bulgular isiginda égrencilerin cinsiyet ayrimi
fark etmeksizin toplamda hikdyede gecen karakteri dogru belirlerken yer ve zamani dogru
belirleyemedigi sonucuna ulagilabilir.

Arastirma kapsaminda ilkokul 4. Sinif 6grencilerinin hikédyede yer alan olay, konu ve ana fikir
unsurlarini belirlemelerine yénelik egilimlerini ortaya ¢ikarmak amaciyla hesaplanan frekans ve
ylzdelikler Tablo 2’de yer almaktadir.

Tablo 2. 4. Sinif 6grencilerinin hikdyede yer alan olay, konu ve ana fikir unsurlarini belirlemelerine
yonelik hesaplanan frekans ve ylizdelikler.

Unsur Cevap Erkek Kiz Toplam
Frekans Yiizde Frekans Yiizde Frekans Yiizde

Olay Yanhs 80 73,4 84 69,4 164 71,3
Dogru 29 26,6 37 30,6 66 28,7
Konu Yanhs 103 94,5 112 92,6 215 93,5
Dogru 6 5,5 9 7,4 15 6,5
Ana fikir Yanhs 87 79,8 98 81,0 185 80,4
Dogru 22 20,2 23 19,0 45 19,6

Tablo 2 incelendiginde hem erkek hem de kiz 6grencilerin bilylk bir cogunlugunun hikdyede
yer alan olay, konu ve ana fikir unsurlarini yanlig belirledigi séylenebilir. Bu bulgular 1g1ginda
dgrencilerin cinsiyet ayrimi fark etmeksizin toplamda hikdyede gegen olay, konu ve ana fikir
unsurlarini belirleyemedigi sonucuna ulasilabilir.

3.2. Nitel Bulgular
3.2.1. Ogrenci gériismelerinden elde edilen bulgular

Aragtirmaya katilan d6grencilerin hikdye edici bir metinde hikdyenin konusunu belirleyip
belirleyemedigine ve bunu yaparken zorlanip zorlanmadiklarina yonelik sorulara verdikleri
cevaplar incelenmistir. Elde edilen sonuclara gére 6grencilerden 25’i konuyu belirleyebildigini
3’0 konuyu belirleyemedigini ifade etmistir. Ogrencilerin 10’u konuyu belirlerken zorlandigini
18’i zorlanmadigini belirtmistir.

Ote yandan arastirma kapsaminda égrencilerin hikdyede gegen konuyu nasil bir yolla belirledigi
sorulmus ve bu soruya ydnelik verilen cevaplar dogrultusunda igerik analizi yapilarak sonuglar
Tablo 3'deki gibi elde edilmisgtir.
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Tablo 3. Hikdye konusunu belirlemeye ydnelik 6grenci gorusleri.

Tema Kategori Cocuk Sayisi
Anlama Metni dikkatlice okuma 15
ipucu Onemli olaylari ve anahtar kelimeleri belirleme 9
Ozetleme Hikayeyi 6zetleme, Gzerinde dusiinme 4

Tablo incelendiginde ¢ocuklarin okuduklari hikdyenin konusunu belirleme slirecinde (¢ tema
one ¢cikmaktadir: anlama, ipucu ve hikayeyi 6zetleme. Cogunlukla cocuklar, metni bir veya daha
fazla kez dikkatlice okuyarak, anlamlarini c¢ikarmaya caligip konuyu belirlediklerini ifade
etmiglerdir. Arastirmaya katilan 6égrencilerden biri bu durumu

"Metni okuyorum sonuna kadar anladigim kadariyla bana ne anlatmak istiyor
belirliyorum." (C21) seklinde ifade etmistir.

Ogrencilerin hikayenin konusunu belirlerken kullandiklari diger bir yéntem ise metindeki
ipuclarini bulmaya c¢alismaktir. Bu durumu arastirmaya katilan bir 6grenci su sekilde ifade
etmigtir,

"Metin icinde en cok gecen kelime konu olur." (C15)

Okudugu hikayenin konusunu belirlemek icin hikayeyi 6zetlemeyi tercih eden 6grencilerden biri
bu durumu sdyle ifade etmisgtir,

"Kitabi birka¢ kez okuyorum &zet yapiyorum oradan belirliyorum." (C9)

Arastirmaya katilan 6grencilerin hikdye edici bir metinde hikdyenin ana fikrini belirleyip
belirleyemedigine ve bunu yaparken zorlanip zorlanmadiklarina yénelik sorulara verdikleri
cevaplar incelenmigtir. Elde edilen sonuclara gére 6grencilerden 23’t ana fikri belirleyebildigini
5'i ana fikri belirleyemedigini ifade etmistir. Ogrencilerin 9’'u ana fikri belirlerken zorlandigini
19'u zorlanmadigini belirtmistir. Ote yandan arastirma kapsaminda égrencilerin hikayede gegen
ana fikri nasil bir yolla belirledigi sorulmus ve bu soruya yonelik verilen cevaplar dogrultusunda
icerik analizi yapilarak sonuglar Tablo 4’teki gibi elde edilmigtir.

Tablo 4. Hikdye ana fikrini belirlemeye yénelik 6grenci gorisleri.

Tema Kategori Cocuk sayisi
Ders ¢cikarma Hikayeden ders ¢ikarma ve bu dersi ana fikir olarak gérme 13
Ogiit Metnin verdigi mesaj veya 6git olarak ana fikri belirleme 7
Anlama Ana fikri belirlemek igin metni dikkatlice okuma ve anlama 5
Belirleyemeyenler Ana fikri belirlemekte zorlanan veya belirleyemeyen gocuklar 3

Tablo incelendiginde cocuklarin hikdyenin ana fikrini belirleme slrecinde farkh ydntemler
kullandigini gostermektedir. Arastirmaya katilan 6grencilerin biytk bélimu ana fikri hikdyeden
cikardiklari ders olarak gérmektedir. Ogrencilerden biri bu durumu séyle ifade etmistir

"Ana fikir hikdyeden c¢ikardigimiz derstir." (C14)

Diger bir grup ¢ocuk ise ana fikri metnin verdigi 6gut olarak gdérduklerini belirtmektedir. Bu
durumu bir 6grenci su sekilde ifade etmistir,

"Ana fikir bize verilen mesaj." (C10)

Okuduklan hikayenin ana fikri belirlemek icin metni dikkatlice okuma ve anlamlandirma
yontemini kullanan égrencilerden biri bu durumu,

"Once okuyorum aklimda tutuyorum géziimde canlandiriyorum buluyorum.” (G4)
seklinde ifade etmistir.
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Hikayenin ana fikrini belirlemek igin gesitli ydntemler kullanan égdrencilerin yanisira okudugu
hikdyenin ana fikrini belirleyemedigini ifade eden &grencilerde olmustur. Ana fikri
belirleyemeyen dgrencilerden biri bu durumu,

“Zorlaniyorum, belirleyemiyorum” (C9) ifadesiyle aciklamistir.

Arastirma kapsaminda 6grencilerin sinifta hikéye edici bir metinde hikayenin ana fikrini ve
konusunu belirlemeyi nasil 6grendiklerine yénelik soruya verdikleri cevaplar dogrultusunda
icerik analizi yapiimis ve sonuclar Tablo 5’teki gibi elde edilmigtir.

Tablo 5. Hikdye ana fikrini belirlemeyi nasil 8grendiklerine yoénelik 8grenci gérisleri.

Tema Kategori Cocuk Sayisi
Rehberlik Ogretmen rehberligi, rnek ¢ézimii ve sinif ici ydnlendirme 15
Pratik yapma Tekrar ve uygulama yaparak 6grenme 7
Aile destegi Evde calisirken aile destegi 3
Hatirlamayanlar Nasil 6grendigini hatirlamayan veya zorlanan ¢ocuklar 3

Tablo incelendiginde 6grencilerin okuduklari hikayenin ana fikrini ve konusunu belirlemeyi
6grenme sureclerinin cogunlukla 6gretmen rehberligi ile gergeklestigi gortlmektedir bu
durumu 6grencilerden biri su sdzlerle ifade etmistir,

"Ogretmenimiz énce anlatti ama anlamadik sonra 6rnek ¢ézdiik ve anladik." (C6)

Ogretmenlerinin érnek ¢dziimleri, sinifta yaptigi tekrarlar ve sordugu sorular ile ana fikri ve
konuyu belirlemeyi 6grendiklerini belirten 6grencilerden birinin ifadesi su sekildedir,

"Once metni birkac kez okuyoruz sonra égretmen soruyor biz cevap veriyoruz." (C9)

Bazi dgrenciler ise evde galisma ve aile destegi ile bu beceriyi gelistirdiklerini belirtmislerdir.
Bu 6grencilerden birinin ifadesi su sekildedir,

"Sinifta 6gretmenimiz anlatti ama ben anlamadim sonra evde babam ¢ok israrla anlatti
bana bende anladim." (C26)

Ogrencilerin bir kismi da ana fikir ve konuyu belirlemenin sinifta nasil anlatildigini
hatirlamadiklarini ifade etmiglerdir.

3.2.2. Ogretmen Gériismelerinden Elde Edilen Bulgular

Arastirmaya katilan 6gretmenlere 6grencilerinin okuduklari bir hikayenin konusunu belirleyip
belirleyemedikleri sorulmus égretmenlerin bu soruya verdikleri cevaplar dogrultusunda icerik
analizi yapiimis ve asagidaki tablo olusturulmustur;

Tablo 6. Hikdye konusunu belirlemeye ydnelik 6gretmen goérusleri.

Tema Kategoriler Ogretmen Sayisi
Okuma aliskanhigi Dizenli okuma yapan ve bu sayede basarili olanlar 3
Ogrenme eksiklerinin . .
giderilmesi Destekleyici calismalarla gelisme kaydedenler 2
Zayif okuma becerisi Konu belirleme ve anlama zorluklari 2

Tablo incelendiginde dgretmenlerin 6grencilerinin okuduklari bir hikdyenin konusunu belirleyip
belirleyemediklerine ydnelik cevaplarinin G¢ ana temada toplandigi gdrilmektedir.
Ogretmenlerin ¢ogunlugu derslerinde basarili olan diizenli kitap okuyan &grencilerinin
hikdyenin konusunu belirleyebildiklerini belirtmisler ve bu fikirde olan égretmenlerden biri su
sekilde ifade etmistir;

"Belirleyebiliyorlar bu sinifi bu yil aldim ama basarili olanlar dtizenli okuma yapanlar
belirleyebiliyor, iyiler." (O3)
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Ogretmenlerden bir kismi égrencilerinin sinifta yapilan calismalardan sonra hikayenin
konusunu belirleyebildiklerini su sekilde agiklamistir;

"Yani eskiden daha ¢ok sorun oluyordu buna ydnelik calismalar yaptik simdi daha rahat
bulabiliyorlar." (02)

Arastirmaya katilan 6gretmenlerden bir kismi da 6grencilerinin okuduklari hikdyenin konusunu
belirlerken zorlandiklarini belirtmigler ve bu durumu séyle ifade etmistir;

"Zorlaniyorlar ama bu konunun Uzerinde duruyorum g¢ocuklar okuduklarini pek
anlamiyorlar." (O7)

Arastirmaya katilan 6gretmenlere 6grencilerinin okuduklari bir hikdyenin konusunu nasil
belirledikleri sorulmus alinan gérislerden sonra igerik analizi yapilmig ve agagidaki tablo
olusturulmustur

Tablo 7. Hikdye konusunun nasil belirlendigine yonelik 6gretmen gdrisleri.

Tema Kategoriler %%:Et;;?
Tekrarli okuma Metni tekrar tekrar okuyarak olayl anlama 3
Tiimdengelim Hikayenin genel bitinligu Gzerinden belirleme 2
Okudugunu anlama stratejileri Takipli okuma, 5N1K sorulari, kitap 6zeti yazdirma 1
Dil becerileri ve kelime hazinesi Yazili ve s0zlU ifade becerisi yliksek olan 6grenciler 1

Tablo incelendiginde 6gretmenlerin 6grencilerinin okuduklar bir hikdyenin konusunu nasill
belirledikleri sorusuna verdikleri cevaplarin 4 ana temada toplandigi gérilmustir. Arastirmaya
katilan &gretmenlerin ¢ogunlugu 6grencilerinin okuduklari hikdyenin konusunu belirlerken
metni tekrar tekrar okuduklarini belirtmis ve bu durumu su sekilde ifade etmisgtir,

"Metni 2-3 kere okutuyorum, adirlikli olarak neden bahsedilmisse konu o oluyor.” (02)

Arastirmaya katilan 6gretmenlerin bir kismi 6grencilerinin okuduklari hikdyenin konusunu
hikdyenin blatinine odaklanarak bulduklarini belirtmis ve su s6zlerle agiklamigtir;

"Biitiine bakiyorlar genel olarak neden bahsedilmis onu anlamaya calisiyoriar.” (O5)

Ogretmenlerden bir kismi égrencilerinin 5N1K sorularini kullanarak, 6zet yazdirarak okuduklari
hikayenin konusunu belirlediklerini ifade etmis bu durumu séyle anlatmis;

"Birinci siniftan itibaren 5N1K sorularina 6nem verdim o sekilde buluyoriar” (O6)

Ogretmenlerden biri de yazili ve sézlii ifade becerileri iyi olan &grencilerin zaten okuduklar
hikdyenin konusunu belirleyebildiklerini belirtmig ve su sekilde agiklamigtir;

"Yazili ve sézlii ifadeleri iyi olanlar belirleyebiliyor.” (O1)

Arastirmaya katilan égretmenlere dJrencilerinin okuduklari bir hikdyenin ana fikrini belirleyip
belirleyemedikleri sorulmus alinan géruslerden sonra igerik analizi yapiimis ve agagidaki tablo
olusturulmustur.

Tablo 8. Hikaye ana fikri belirlemeye yonelik 6gretmen goérusleri.

Tema Kategoriler Og_;_rg_tmer_l
Goriigleri
Zorlananlar Ana fikri anlamadfa guclik cekenler, tam olarak 3
belirleyemeyenler
Kismen Genelde belirleyebilenler, bazen konudan daha iyi >
belirleyebilenler belirleyenler
Belirleyebilen Konuyu belirleyebilenlerin ana fikri de belirleyebilmesi, 2
Ogrenciler basariyla belirleyenler
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Arastirmaya katilan égretmenlerin 6égrencilerinin okuduklar bir hikayenin ana fikrini belirleyip
belirleyemediklerine yonelik cevaplari 3 ana temada toplanmistir.

Arastirmaya katilan 6gretmenlerden ¢ogu &grencilerinin okuduklari bir hikdyenin ana fikrini
belirlerken zorlandiklarini belirtmisler ve 6gretmenlerden biri bu durumu su sekilde ifade
etmigtir,

"Cok zorlaniyorlar, ne olduklarini anlamiyoriar." (O1)

Ogretmenlerden bir kismi &drencilerinin  okuduklari bir hikdyenin ana fikrini kismen
belirleyebildigini ifade etmis ve bunu su sézlerle aciklamstir,

"Bazen belirleyebiliyorlar.” (O5)

Ogretmenlerin geriye kalan kismi ise 8grencilerinin okuduklari bir hikayenin ana fikrini bagariyla
belirleyebildiklerini su sekilde ifade etmislerdir,

"Ogrenciler belirleyebiliyoriar.” (O7)

Aragtirmaya katilan &3dretmenlere dgrencilerinin okuduklari bir hikayenin ana fikrini nasil
belirledikleri sorulmus alinan goérislerden sonra igerik analizi yapllmig ve asagidaki tablo
olusturulmustur.

Tablo 9. Hikaye ana fikrin nasil belirlendigine yonelik 6gretmen goérusleri.

Tema Kategoriler %g_;_rt_a_tmer_\
oriigleri
Zorlanan ve karistiranlar Ana fikri belirleyemeyen, konu-ana fikir ayrimini karistiranlar 2
Yardimla belirleyebilenler Ogretmenin ve@gl yOnergelerle, yazarin mesajina 5
odaklanarak belirleyenler
Belirli ciimlelere odaklananlar Ik ve son cuimleye, paragraf sonlarina odaklanarak 5
belirleyenler
Mesaja odaklananlar Hikayede verilen mesaj tizerinden belirleyenler 1

Aragtirmaya katilan &égretmenlerin 6grencilerinin okuduklari bir hikdyenin ana fikrini nasil
belirlediklerine ybnelik cevaplart 4 ana temada toplanmistir. Arastirmaya Kkatilan
ogretmenlerden 6grencilerinin okudugu metnin ana fikrini belirlemekte zorluk c¢ektigini ifade
eden dégretmenlerden biri durumu su sekilde ifade etmistir,

"Ogrencilerimiz ana fikri belirleyemiyorlar ki, bazen de ana fikir ve konuyu karigtiriyoriar."
(O1)

Arastirmaya katilan 6gretmenlerden 6grencilerinin okudugu bir hikdyenin ana fikrini kendi
yonlendirmesiyle belirleyebilen 6grenciler i¢in su ifadeyi kullanmistir,

"Ben genel olarak anlatirken ana fikir yazarin verdigi mesaj, bunu okudugumuzda ne ders
cikartmaliyiz, éncesinde bunu égrettim." (02)

Arastirmaya katilan 6gretmenlerden bir kismi 6grencilerinin okuduklari bir hikayenin ana fikrini
bazi cimlelere odaklanarak belirledigini ifade etmis ve bu durumu sdyle ifade etmistir,

"ilk ve son ciimlelere cok dikkat ediyorlar, genellikle ilk ve son ciimlede oluyor." (O4)

Arastirmaya katilan 6gretmenlerin bir kismi ise 6grencilerinin okuduklar bir hikayenin ana fikrini
hikdyenin mesajina odaklanarak belirledigini ifade etmis ve su sdzlerle agiklamiglardr,

"Verilen mesaja bakiyorlar." (O7)
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Arastirmaya katilan 6gretmenlere &grencilerinin okuduklar bir hikéyenin ana fikrini ve
konusunu belirlemeyi nasil 6grettiniz? Sorusu sorulmus ve 6gretmenlerin verdigi cevaplar igerik
analiziyle analiz edilerek asagidaki tablo olusturulmustur.

Tablo 10. Hikaye ana fikrini belirlemeyi nasil 6grettiklerine yonelik 6gretmen goérusleri.

Tema Kategoriler Og.'rtitmer_\
Gériigleri
Kaynak ve materyal Kullanimi Ders kitabi yerine kayne.z.k kltap, et!flvnllk!er, semalar, soru- 1
cevap yéntemiyle égretim
Mesaj ve ders cikarma yéntemi Yazarin verdigi me§a1| vurgulama, metinden ders ¢ikarma, 3
metin sonunda soru sorma
Slaytlar, 6rnekler, metinler, online kaynaklar Gzerinden
Uygulamalar yapma e 1
ogretim
Belirli yerlere odaklanma Paragraflarin son ciimlelerine, hikdyenin son 2

paragraflarina ve verilen mesaja odaklanma

Arastirmaya katilan &gretmenlerin 6grencilerine okuduklari bir hikayenin ana fikrini ve
konusunu &gretirken kullandiklari ydntemler 4 ana tema altinda toplanmistir. Ogretmenlerin
c¢ogu 6grencilerine okuduklari bir hikayenin ana fikrini ve konusunu belirlemeyi metinden mesaj
ve ders cikararak 6grettigini belirtmistir. Bu 6gretmenlerden biri durumu su sekilde ifade
etmigtir,

"Bu hikdyeden ne anladik, ne ders cikardik diyorum, ana fikri o sekilde buluyorlar. Konuyu
bulurken de bu hikdye neden bahsediyor diyorum o sekilde buluyorlar" (O3)

Aragtirmaya katilan égretmenlerin bir kismi égrencilerine okuduklari hikdyenin ana fikrini ve
konusunu belirlemeyi onlar metnin belli yerlerine ydnlendirerek ve oraya odaklanmalarini
saglayarak 6grettigini belirtmis ve 6gretmenlerden biri bu durumu su sekilde agiklamistir,

"Paragraf okurken son cilimlelere, hikdye okurken de son paragraflara dikkat edelim
diyorum." (O5)

Arastirmaya katilan bir 6gretmen okunan hikayenin ana fikrini ve konusunu belirlemeyi sinifta
ornek uygulamalar yaparak dgrettigini belirtmis ve bu durumu su sekilde acgiklamistir,

"Slaytla égrettim, cok érnek ¢6zdlik, online egitim sitelerinden érnekler gésterdim, sinifa
érnek metinler getirdim." (O4)

Ogretmenlerden bir digeri ise okunan hikayenin ana fikir ve konusunu sinifta gesitli kaynaklar
ve materyaller kullanarak 6grettigini belirtmis ve su sekilde agiklamstir,

"Ders kitabi kullanmiyoruz, kaynak kitap kullaniyoruz. Onlarda da ¢cokca etkinlik var,
sema seklinde, soru cevap seklinde onlari kullaniyorum." (O1)

Arastirmaya katilan 6gretmenlere o6grencilerinize verdiginiz ana fikir ve konu belirleme
odevlerine nasil donutler veriyorsunuz? Sorusu sorulmustur 6gretmenlerin verdikleri cevaplar
igerik analizi yapildiktan sonra asagidaki tablo olusturulmustur.

Tablo 11. Ana fikir ve konu belirleme édevlerine nasil dénit verdiklerine ydnelik 8gretmen gorusleri.

Tema Kategoriler Og.;'rt.a.tmer_l
Gorisleri
Bireysel Dé6niit ve Odevleri bireysel olarak kontrol etme, kirmizi kalemle 5
Diizeltme dizeltme
Sinav ve Test Hikdye okuma sinavi yapma, test uygulama, sinav ve
.. . 2
Yéntemiyle Kontrol deneme sinavlarinda kontrol
Gene-ll_;(:rl;trrol ve Sinifta genel kontrol, bireysel déniit vermede zorluk 2
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Evde ve Sinifta Evde verilen 6devlerin kontroll, aile destegi ile kontrol

Donit saglama !

Arastirmaya katilan 6gretmenlerin dgrencilerinin ana fikir ve konu belirleme &devlerine
verdikleri déniitler 4 ana tema altinda toplanmistir. Ogretmenlerden bir kismi ana fikir ve konu
belirleme ddevlerini bireysel olarak kontrol ettigini sdylemis ve bunu su sekilde ifade etmistir,

"Soru kitapciklari oluyor, okuma anlama kitaplari var, kelime calismalari var. O &devleri
topluyorum, tek tek dtizeltme veriyorum, kirmizi kalemle (izerine yaziyorum." (O1)

Ogretmenlerden bir kismi ana fikir ve konu belirleme &devleri igin sinav ve testler yararlandigini
ve kontrolli bu sekilde yaptigini belirtmis ve 6gretmenlerden biri bu durumu su sekilde ifade
etmigtir,

"Bazen sinav yapiyorum, deneme sinaviarinda da cikiyor, yanlg cevaplarina dénlip birlikte
bakiyoruz." (O4)

Ogretmenlerden bir kismi ise sinifta genel kontrol yaptigini belirtmis ve 6gretmenlerden biri bu
durumu su sekilde ifade etmistir,

"Sinifta genel olarak ¢éziiyoruz, bireysel déniit vermeye vakit olmuyor.” (O5)

Ogretmenlerden biri ise ana fikir ve konu belirleme ile ilgili ddevlerin evde veliler tarafindan
kontrol edildigine deginmis ve bu durumu su sekilde ifade etmistir,

"Hikaye haritasi 6devi veriyorum, evde ailesi de kontrol ediyor, ben okulda da kontrol
ediyorum, yanlislk varsa diizeltiyorum." (O6)

4. Sonug ve Tartigsma

Bu arastirmanin amaci ilkokul égrencilerinin okuduklari hikayenin konu ve ana fikrini belirleyip
belirleyemediklerini tespit etmektir. Bu amag¢ dogrultusunda ilkokul égrencilerinin okuduklari
hikayenin unsurlarini belirleyebilme becerileri, ilkokul égrencilerinin okuduklari hikayenin ana
fikir ve konusunu belirleme surecine iliskin gorusleri ve ilkokul 6gretmenlerinin égrencilerinin
okuduklari hikayenin ana fikir ve konusunu belirleme slireclerine iligkin gorisleri betimlenmeye
calisiimigtir.

Sonug olarak, nicel verilerden elde edilen bulgular incelendiginde 6grencilerin cinsiyet ayrimi
fark etmeksizin genel olarak hikayede gecen karakteri dogru belirlerken yer ve zamani dogru
belirleyemedigi sonucuna ulasilabilir. Ogrencilerin cinsiyet ayrimi fark etmeksizin genel olarak
hikayede gegen olay, konu ve ana fikir unsurlarini belirleyemedigi sonucuna ulasilabilir. Ogrenci
gbrismelerinden elde edilen bulgular incelendiginde ise arastirmaya katilan &grenciler
okuduklari bir hikayenin konusunu ¢ogunlukla belirleyebildiklerini ve bu gérevin kolay bir gorev
oldugunu ifade etmiglerdir. Benzer bicimde arastirmaya katilan &grenciler cogunlukla
okuduklari bir hikdyenin ana fikrini belirleyebildiklerini bu gérevin zor bir gérev olmadigini ve
belirtmislerdir. Ogretmen gériismelerinden elde edilen bulgular incelendiginde ise é3rencilerin
¢ogunlugunun hikdye konusunu belirleyebildigini ancak okudugunu anlamayan g¢ocuklarin
zorluk yasadigini ifade etmislerdir. Hikyenin ana fikrini belirleme bakimindan ise 6gretmenlerin
cogu o6grencilerin hikayenin ana fikrini belirlerken zorlandigini ifade etmistir. Ogrenci
gbruslerine gdre 6grenciler her ne kadar hikaye unsurlarini belirleyebildiklerini ifade etmis olsa
da 6gretmen gorisleri ve hikdye haritasindan elde edilen sonuglar incelendiginde égrencilerin
hikdye unsurlarini 6zellikle de ana fikri ve konuyu belirlemede zorluk yasadiklari sonucuna
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ulagilmigtir. Vretudaki (2022) calismasinda 6grencilerin hikdye unsurlarini aktarirken hikaye
unsurlarini belirlemede ve kavramada gulclik yasadiklarini ifade etmistir. Coskun (2005)
calismasinda ele aldigi kriterler bakimindan ilkokul 6égrencilerinin hikaye unsurlarini belirleme
basarilarinin yiksek olmadigini belirlemistir. Benzer bicimde Katranci ve Kusdemir (2016),
Cetinkaya vd. (2013) calismalarinda 6grencilerin okuduklari metnin ana fikrini belirlemekte
zorlandiklari; Uysal ve Pala (2022) ise ¢galismalarinda 6grencilerin ana fikir ve konuyu belirleme
becerilerinin dislik oldugunu belirtmislerdir. Yapilan arastirmalar incelendiginde ilkokul
ogrencileri cesitli nedenlerden dolayr hikdye unsurlarini belirlerken zorluk yasamaktadir
(Dimino, Gersten, Carnine ve Blake,1990). Oakhill, Cain ve Elbro (2015) tarafindan yapilan
calismada ilkokul &grencilerinin ¢ikarimsal becerileri iyi olmadigi icin hikaye unsurlarini
belirleyemedikleri vurgulanmistir. Beck (1985)’e gore ilkokul 6grencilerinin 6zellikle kod ¢ézme,
kelime hazinesi ve on bilgiler gibi cesitli faktérlerden dolaylr hikaye 6gelerini anlama ve
belirlemede genellikle zorluk yasadigini ifade etmistir. Benzer bicimde Ledy, Sujarwati ve
Syafryadin (2023) gére de yetersiz kelime hazinesi égrencilerin hikdye unsurlarini tam olarak
anlamalarini engellemektedir. Clinkl 6grenciler hikayelerde kullanilan dille degil de kelimelerle
baglanti kurmaktadir. Bingham, Rembold ve Yussen (1986)'de ilkokul égrencilerinin hikaye
unsurlarini belirlemede 6zellikle de ana fikri belirlemede yasadiklari zorluklarin karmasik yapilari
cozmedeki gelisimsel eksikliklerden kaynakli oldugunu belirtmistir. Bu gelisimsel eksikliklerin
st diizey disliinme becerilerini etkiledigi géz énlne alindiginda ilkokul égrencilerinin ézellikle
karmasik veya soyut anlatilarda Ust diizey anlama stratejilerine ihtiyac duydugundan dolayi
hikdye unsurlarini belirlemede zorluk yasayabilecegini ifade edebiliriz (Williams vd., 2002).

Ogrencilerden elde edilen gérisler incelendiginde égrencilerin konuyu gogunlukla metni tekrar
tekrar okuyarak ana fikri ise cogunlukla hikdyeden cikardiklan dersi bularak belirledigi tespit
edilmistir. Ogretmenlerden elde edilen gérisler incelendiginde ise &gretmenlerin konuyu
6grencilere hikayeyi anlayana kadar tekrarli okuma yaptirarak; ana fikri ise hikayedeki mesaj
buldurmaya calisarak ogrettikleri belirlenmistir. Nicel veriler ve 6gretmenlerden elde edilen
gorusler 6grencilerin hikaye unsurlarini belirlemede zorluk yasadigini ortaya koymustu. Ortaya
cikan bu durumun aslinda 6grencilerin hikdye unsurlarini belirlerken izledigi ydntemler ve
6gretmenlerin  hikdye unsurlarini égrencilere 6gretme yodntemiyle &rtismektedir. Clnki
6grenciler hikdye unsurlarini geleneksel yollarla belirlerken égretmenler de hikdye unsurlarini
belirlemeyi 6grencilerine geleneksel yollarla 6gretmistir. Halbuki, alan yazin incelendiginde
hikaye 6gelerini tanimlama streci, 6grencilerin yalnizca hatirlamaktan ziyade bilgileri analiz
etmelerini, degerlendirmelerini ve sentezlemelerini gerektirdigi igin Ust dizey disunme
becerilerini kullanmayi gerektirir. Ogrenciler karakter, mekan, konu ve ana fikir gibi hikaye
unsurlarini belirlerken cikarimlarda bulunur, baglantilar kurar ve hikaye icinde neden-sonug
iliskilerini g6z énlinde bulundurur. Bu durum analiz, sentez ve degerlendirme becerilerini iceren
Bloom Taksonomisi’nin Ust diizey biligsel becerilerini isaret etmektedir (Setyarini & Ling, 2019).
Ote yandan, hikaye yapisinin ¢éziimlenmesi égrencilerin ilgili ve ilgisiz unsurlari ayirt etmelerini
ve bu baglamda yorum yapmalarini gerektiginden &égrenciler akil ydritmeye ve elestirel
distinme gibi Ust diizey becerilere ihtiya¢ duyar (Cruz de Quiros ve Lara-Alecio, 2012, s. 42).
Ayrica meta bilis veya kisinin biligsel streclerinin farkindalig, bir hikéyeye nasil yaklasilacagini
ve analiz edileceg@ini anlamak igin gerekli olan 6z duzenleme becerilerinden yoksun olabilen
ilkokul 6grencilerinde genellikle yeterince gelismemistir. Bu eksiklik, hikaye unsurlarini stratejik
olarak tanimlama ve birbirine baglama yeteneklerini engelleyebilir (Schneider &
Pressley, 1997, s. 146).  Dolayisiyla hikdye unsurlarinin nasil belirlenecegdi 6grencilere
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Ogretilirken geleneksel yéntemlerin yaninda Ust dizey biligsel becerilere katki sunabilecek
yontemler de tercih edilmelidir.

Bu baglamda elde dilen sonuclara gére, 6gretmenler hikdye unsurlari 6gretiminde hikayeyi
gorsel olarak parcalara ayirarak soyut kavramlari somut hale getiren grafik dizenleyiciler
kullanabilir. Ogretmenler &grencilerine hikaye unsurlarini 6zellikle ana fikir ve konuyu
belirlemeyi acik talimatlarla 6gretebilir. Okuma becerilerini desteklemek amaciyla hikaye
unsurlarinin detayh bir bicimde incelendigi ve 6gretmenlerin égrencilere rol model oldugu
etkilesimli sesli okuma gibi stratejiler kullanilabilir. Daha sonra yapilacak arastirmalarda farkl
demografik yapilara sahip 6grencilerin hikdye unsurlarini belilemeye yoénelik becerileri
karsilastirilabilir. Farkli metin tdrlerinin bilesenlerini belirlemeye yonelik caligsmalar yapilabilir.
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Extend Abstract

Introduction

Reading comprehension is one of the basic skills for primary school students. Reading comprehension is drawing conclusions
from the text read. If reading does not result in comprehension, it is in vain. Although reading comprehension skill is considered
within the scope of Turkish lesson, success in this skill positively affects all other lessons. Primary school years are extremely
important for the development of reading comprehension skills. Teachers should use appropriate strategies to improve their
students' reading comprehension skills, pay due attention to this task, and give clear, understandable and concrete instructions to
students in this process. One of the critical components of reading comprehension for primary school students is the identification
of story elements. By breaking down a story into its basic parts, primary school students can better understand, remember and
analyze the text. By teaching students to recognize and analyze character(s), place, time, event, plot, and main idea, their ability to
understand, interpret, and make connections to the text can be improved. In order to understand a story, it is important to identify
the elements of the story correctly. A student who can correctly identify the elements of a story can make the necessary
connections and understand what the story wants to tell and the lesson it wants to teach. At primary school level, story elements
are generally as follows: Character, place and time, event, problem, subject and main idea.

Identifying story elements is not an achievement that a student can realize on his/her own; teacher guidance is very important in
achieving this skill. Identifying story elements is a basic skill that significantly improves primary school students' ability to determine
the main idea and plot of a story they read. A student who can determine the character, place and time, event, problem and solution
of the story can determine the subject and main idea more easily. When the literature is examined, it is stated that primary school
students often have difficulty in determining the main idea and plot of a story they read. The aim of this study is to reveal primary
school students' tendencies towards determining the story elements in narrative texts, especially the main idea and plot, and to
determine the way they follow while doing so.

Method

In this study, a mixed design was used in which qualitative and quantitative data were collected simultaneously. Since quantitative
and qualitative data were used simultaneously, the study was structured according to the enriched design from mixed research
models. In this study, the tendencies of primary school students towards determining the main idea, plot and other story elements
in stories and how the main idea and plot are determined by the students and how teachers teach the determination of these
elements are examined. In this context, it can be said that the research is suitable for quantitative survey and qualitative case study
in terms of determining the general tendency and examining this tendency in depth. Within the scope of the research, quantitative
data were obtained from the 4th grade students of a public school located in the city center of Mus in the 1st semester of the 2023-
2024 academic year. Those who wanted to participate voluntarily from the students in the classes were included in the study. The
number of students who voluntarily participated in the study was 230 in total, 109 of whom were male and 121 of whom were
female. Qualitative data were obtained from 28 students (14 male and 14 female) in the sample in which quantitative data were
collected and 7 teachers in the classes where these students studied. In the data collection process of the research, the story text
titled "Farmer and His Sons", the story map developed by the researcher, and semi-structured student and teacher interview forms
developed by the researcher were used as data collection tools. The statistical package program was used to analyze the
quantitative data obtained within the scope of the research. In this research, which was designed as a survey research, frequencies
and percentages were calculated to reveal the tendencies of the students to determine whether they could identify the elements
in the stories. Content analysis was used to analyze qualitative data.

Conclusion

As a result, when the findings obtained from the quantitative data are analyzed, it can be concluded that students, regardless of
gender, generally cannot correctly identify the character in the story, but cannot correctly identify the place and time. It can be
concluded that students, regardless of gender, generally cannot determine the event, subject and main idea elements in the story.
When the findings obtained from student interviews are analyzed, the students who participated in the study stated that they were
mostly able to determine the subject of a story they read and that this task was an easy task. Similarly, the students who participated
in the study stated that they were mostly able to determine the main idea of a story they read and that this task was not a difficult
task. When the findings obtained from the teacher interviews were analyzed, it was found that the majority of the students were
able to determine the plot of the story, but children who did not understand what they read had difficulties. In terms of determining
the main idea of the story, most of the teachers stated that students had difficulty in determining the main idea of the story.
According to the student opinions, although the students stated that they were able to determine the elements of the story, when
the results obtained from the teacher opinions and the story map were analyzed, it was concluded that the students had difficulty
in determining the story elements, especially the main idea and the topic.
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Use of Fuzzy Logic in Determining the Academic Success of
Secondary School Students in Mathematics Class®

Abstract

The research data consists of the exam notes of the first term 1st and 2nd Mathematics
course of the 2023-2024 academic year in Kitahya. The study consists of the exam
scores of 876 students studying in 4 secondary schools in the center of Kiitahya. To
study a fuzzy logic-based two-input and single-output system was designed using Fuzzy
Logic Toolbox in the Matlab program. In total, nine fuzzy rules were created. Academic
success was evaluated first using the classical method and then using the designed
fuzzy-based model. According to the results obtained, it has been observed that there
is a highly positive relationship between the fuzzy logic method and the classical logic
method. The academic success score obtained by the fuzzy logic method was less than
that obtained by the classical logic method for grades 5 and 7. However, it was obtained
that the fuzzy logic method was more than the classical logic method for grades 6 and
8. In conclusion, it was reached in favor of fuzzy logic because the fuzzy logic method
gives more flexible results

Keywords: Fuzzy logic, mathematics lesson, academic success, Matlab, artificial
intelligence

Ortaokul Ogrencilerinin Matematik Dersindeki Akademik
Basarilarinin Belirlenmesinde Bulanik Mantik Kullanimi
Oz

Aragtirma verileri Kitahya ili 2023-2024 Egitim-Ogretim yill matematik dersi 1. Dénem
1. ve 2. sinav notlarindan olugmaktadir. Calisma, Kitahya ili Merkezinde bulunan 4
ortaokulda 6grenim géren 876 6grencinin yazili puanindan olugmaktadir. Ortaokul
Ogrencilerinin  matematik dersi akademik basarilarinin belirlenmesi igin Matlab
programinda Fuzzy Logic Toolbox kullanilarak bulanik mantik temelli iki girisli ve tek
cikish bir sistem tasarlanmigtir. Toplam 9 tane bulanik kural olusturulmustur. Ortaokul
6grencilerinin matematik dersi akademik basarisi ilk olarak klasik yéntemle daha sonra
bulanik mantik ydntemiyle degerlendirilmistir. EIde edilen sonuglara gére, bulanik mantik
yontemi ve klasik mantik ydntemi arasinda pozitif yonli ylksek iliski oldugu goriimustur.
Bulanik mantik yéntemiyle elde edilen basari puanlarinin ortalamasi 5 ve 7. siniflarda
klasik mantik yontemiyle elde edilen matematik dersi akademik bagari puanlarinin
ortalamasindan daha disik oldugu, 6 ve 8. siniflarda bulanik mantik yénteminin
ortalamasinin klasik mantik ydontemi ortalamasina gore daha ylksek oldugu gérilmastur.
Bulanik mantik ve klasik mantik karsilastirimasi sonucunda bulanik mantik ydntemi daha
esnek sonuglar verdigi icin bulanik mantik lehine bir sonuca ulasiimistir.

Anahtar Kelimeler: Bulanik mantik, matematik dersi, akademik basari, Matlab, yapay
zeka.
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1. Introduction

Nowadays, the use of mathematics in daily life is increasing. Even though mathematics is taught
as a subject, it is always in life. It is used in many areas, such as time calculations and price
calculations. Mathematics is included in all of life, not just a short part of it. While mathematics is
crucial for us, many students do not like it. Many students believe that they cannot do it. The first
lesson that students fear most and want to avoid throughout their education life. The reason why
students are afraid of mathematics is the attitude developed by the students. (Tasdemir, 2009, pp.
90). Not only the student's attitude toward mathematics is effective, but also the teacher's attitude
toward mathematics is effective (Karakas Turker and Turanli, 2008, pp. 20). In this study, the fuzzy
toolbox in the Matlab program on the computer, one of the mathematical models, the input
variables are students' 2023-2024 academic year 1°'term mathematics course exam scores of
secondary school students, and the output variable is the mathematical success, then fuzzy logic
modeling method is applied. In this study, fuzzy logic and classical logic methods were compared
to determine the academic success of secondary school students in mathematics.

The research aims to examine the academic success of secondary school students in
mathematics using the fuzzy logic method and to create a model of their academic success. When
the literature was analyzed, studies were found on the use of fuzzy logic in education and the
evaluation of academic success and performance. However, studies have yet to be found using
fuzzy logic to determine the academic success of secondary school students in mathematics.
Instead of using judgments such as successful or unsuccessful in determining the academic
success of students, how successful and how unsuccessful they were analyzed in detail. How do
we determine the academic success of secondary school students in mathematics using the fuzzy
logic method? The question will be answered.

1.1. Fuzzy Logic

Fuzzy logic is a preferred concept in the decision-making process in situations that are unclear
and involve uncertainty (Zadeh, 1965, pp. 338-339). According to fuzzy logic, the membership
degree does not need to be 1 for an object to be a member of a set, and the membership degree
does not need to be 0 not to be a member of the set. It can take different degrees into the set.
Additionally, the same variable in a fuzzy set can also be an element of another set (Bahadir, 2017,
pp. 29). In simple words, in the fuzzy logic approach, a gray image is a different approximation of
a black and white image (Klir and Yuan, 1995, pp. 374). Fuzzy logic is a mathematical term,
although it is used by many researchers in different fields, such as chemical science, the
healthcare industry, and agriculture. Because of using fuzzy logic, many things have become
easier, and this has helped to save time, money, and energy (Makkar, 2018, pp. 357). Everything
is not good or ugly. They can be some good or some ugly. These definitions are more suitable for
daily life (Ozmen, 2019, pp. 111).

1.1.1. Basic Structure Of Fuzzy Logic System

Fuzzy logic explains the basic structure of a system. It consists of a rule base, database, input,
fuzzification, inference mechanism, defuzzification, and output sections. The basic structure of
fuzzy logic is shown in Figure 1.
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Figure 1. Basic Structure of Fuzzy Logic System

1.1.2. Fuzzy Membership Functions

When the literature was examined, it was seen that different membership functions were used
depending on the problem situation. The most well-known membership functions are triangle-
type membership functions, trapezoidal membership functions, and Gaussian membership
functions (Arslan Naml, 2016). Triangle Type Membership Function is given in Figure 2. The
mathematical expression of the triangle membership function is as follows:

xX—a
,a<x<bh
b—a
—Jc—x
pta(x,a,b,c) = b<x<c
c—b
0,others

Figure 2. Triangle Type Membership Function (D6nmez, 2012, pp. 59).

The Trapezoidal Membership Function is given in Figure 3. The mathematical expression of the
trapezoidal membership function is as follows:

X —aq
a4 <x<ap
a; —a;
_ 1,aZSxSa3
Ha = au—X

a3 <x<a
a,—az’ > 4

0,x>a,0rx<a

Figure 3. Trapezoidal Membership Function (Dénmez, 2012, pp. 59).

Gaussian Membership Function is shown in Figure 4. The mathematical expression of the
Gaussian membership function is as follows:
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N2
uaCeim,0) = exp (C 100

Figure 4. Gaussian Membership Function (Dénmez, 2012, pp. 60).

In the research, the Gaussian membership function was used in the fuzzy logic system.
2. Method

In this study, the academic success of secondary school students was examined using the
descriptive survey model and the quantitative research method. The survey model aims to
describe the existing situation in the past or present (Karasar, 2023, pp. 109).

The research consists of data from the 15tand 2"* exam scores of the 1%t term mathematics course
of 876 secondary school students studying in Kitahya in the 2023-2024 academic year.
Information about the data collection tool used, recorded data, and the data analysis process are
given below.

2.1. Methodology

The data used in the study were obtained from 876 middle school students' 1st-semester
Mathematics course first and second exam scores during the 2023-2024 academic year in
Kltahya. 2023-2024 academic year first term 1tand 2" mathematics course exam scores were
received from 4 secondary schools in the center of Kiitahya. The collected data are combined in
the Excel program, descriptive statistics are made in the Spss program, and the input value of the
students' 1%t and 2™ exam scores is the output variable of the students' academic success in the
Matlab Fuzzy Logic program. A rule base was created by defining set variables, membership
degrees, and membership functions for input and output values. The scores obtained by both
methods and the results were compared using t-test and Pearson Correlation. The arithmetic
average of the 1stand 2" exam scores of 876 students was calculated according to classical logic.
It was calculated using fuzzy logic using Matlab Fuzzy Logic Toolbox. Firstly, the 1°texam grades
and the 2" exam grades were entered as input values. Students' academic success is the output
variable. A rule base was created for variables, membership degrees, and membership functions
for input and output values. Finally, a total of 9 rule bases have been created. The rule table is
given in Table 1. Linguistic variables and input variables of the exam scores are given in Table 2
and Table 3. The output variables of linguistic variables are given in Table 4.

Fuzzy Logic Academic

Modelling Success

Figure 5. Fuzzy Logic Modelling



Ictimaiyat, Ttirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

The following rule base has been created for the student's academic success according to the
membership levels and the scores they received from the first exam and second exams of the
first semester of the mathematics course. The rule base is shown in Table 1. For the rule base
used in the system, 3 rules were entered for both the 1% and 2" exam scores, and a total of 9
rules were created. The rules are given in Table 1.

Table 1. Rule Table

Exam 1/ Bad Intermediate Good
Exam 2
Bad VVB B IG
Intermediate VB I VG
Good IB G VWG

—

. If (Exam1 = Bad) and (Sinav2 = Bad) then (academic success = VVB)

2. If (Exam1 = Bad) and (Sinav2 = Intermediate) then (academic success = B)

3. If (Exam1 = Bad) and (Exam2 = Good) then (academic success = |IG)

4. If (Exam1 = Intermediate) and (Exam2 = Bad) then (academic success = VB)

5. If (Exam1 = Intermediate) and (Exam2 = Intermediate) then (academic success = 1)

6. If (Exam1 = Intermediate) and (Exam2 = Good) then (academic success = VG)

7. If (Exam1 = Good) and (Exam2 = Bad) then (academic success = IB)

8. If (Exam1 = Good) and (Exam2 = Intermediate) then (academic success = G)

9. If (Exam1 = Good) and (Exam2 = Good) then (academic success = VVG)

Details:

Description

1 "Examh==3ad & ExamZ2==Bad => Academic Success=VVB (1)"
2 "Examl==Intermediate & Exam2==Bad => Academic Success=VB (1)"
3 "Examl==Bad & ExamZ==Intermediate => Academic Success=B (1)"
4 "Examl==Good & Exam2==Bad => Academic Success=IB (1)"
5 "Examl==Intermediate & ExamZ2==Intermediate => Academic Success=I (1)"
6 "Examl==Bad & Exam2==Good => Academic Success=IG (1)"
7 "Examl==Good & ExamZ==Intermediate => Academic Success=G (1)"
8 "Examl==Intermediate & Exam2==Good => Academic Success=VG (1)"
9 "Examl==Good & Exam2==Good => Academic Success=VVG (1)"

Figure 6. Rules of Input and Output Values in Matlab Program
Table 2. Fuzzy Input Variable Set (1%exam)

Linguistic Variables Variables

Bad (17,5 0)
Intermediate (17,5 50)
Good (17,5 100)
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Figure 7. Membership Functions Defined for Exam 1 Score

Table 3. Fuzzy Input Variable Set (2" exam)

Linguistic Variables Variables

Bad (17,50)
Intermediate (17,5 50)
Good (17,5 100)
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Degree of membership

Intermediate

Good

Exam2

Figure 8. Membership Functions Defined for Exam 2 Score

Table 4. Fuzzy Output Variable Set

Linguistic Variable Variables
Very Very Bad (VVB) (4,20)

Very Bad (VB) (4,2 12,5)
Bad (B) (4,2 25)

Intermediate Bad (IB) (4,2 37,5)
Intermediate (1) (4,2 50)

Intermediate Good(IG) (4,2 62,5)
Good (G) (4,275)

Very Good (VG) (4,2 87,5)

Very Very Good (VVG) (4,2 100)
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3. Conclusion

Degree of membership
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Figure 9. Membership Functions Defined for Academic Success

Exam1 (3)

Type 1

Academic Success (9)

fuzzysuccess (9 )

System fuzzysuccess: 2 inputs, 1 outputs, 9 rules

Figure 10. Mamdani Type Fuzzy Logic Mechanism with Two Inputs and One Output
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Figure 11. Surface Viewer
In the model obtained, output values were found in the fuzzy logic system for each input variable.

Table 5. Comparison of Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 5)

Method N X Std. Error Max Min
Mean
Classical 218 68,22 1,72 99 1
Logic
Fuzzy Logic 218 66,36 1,54 92,30 8,17

Table 6. Comparison of Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 6)

Method N X Std. Error Max Min
Mean
Classical 230 54,72 1,51 100 8,50
Logic
Fuzzy Logic 230 55,76 1,39 92,44 13,41

Table 7. Comparison of Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 7)

Method N X Std. Error Max Min
Mean
Classical 187 59,59 1,96 100 3
Logic
Fuzzy Logic 187 56,98 1,83 92,44 9,13

Table 8. Comparison of Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 8)

Method N X Std. Error Max Min
Mean
Classical 241 56,85 1,95 100 1,50
Logic
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Fuzzy Logic 241 56,90 1,75 92,44 8,24

Descriptive statistical calculations were made for the results obtained using classical logic and
fuzzy logic methods. According to Table 5, the average of the scores obtained using the classical
method (X = 68,22) was higher than those obtained using the fuzzy method (Xx= 66,36). It was
observed that the highest score according to the fuzzy logic method was 92,30, and the highest
score according to the classical logic method was 99. The lowest score for the fuzzy logic method
was 8,17, and the lowest for the classical logic method was 1.

According to Table 6, the average of the scores obtained using the fuzzy method (x= 55,76) was
higher than those obtained using the classical method (Xx=54,72). It was observed that the highest
score according to the fuzzy logic method was 92, 44, and the highest score according to the
classical logic method was 100. The lowest score for the fuzzy logic method was 13,41, and the
lowest for the classical logic method was 8,50.

According to Table 7, the average of the scores obtained using the classical method (X= 59,59)
was higher than those obtained using the fuzzy method (Xx=56,98). It was observed that the highest
score according to the fuzzy logic method was 92, 44, and the highest score according to the
classical logic method was 100. The lowest score for the fuzzy logic method was 9,13, and the
lowest for the classical logic method was 3.

According to Table 8, the average of the scores obtained using the fuzzy method (x= 56,90) was
higher than those obtained using the classical method (X=56,85). It was observed that the highest
score according to the fuzzy logic method was 92,44, and the highest score according to the
classical logic method was 100. The lowest score for the fuzzy logic method was 8,24, and the
lowest for the classical logic method was 1,50.

In addition, t- test was calculated. T- test results are given below in Table 9, Table 10, Table 11,
and Table 12.

Table 9. T-Test for Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 5)

Method N T Df P
Classical-Fuzzy 218 7,46 217 ,00
Logic

According to Table 9, the t-test result shows that there is a significant difference between these
variables, as the p-value is less than 0,05. (1(217)=7,46; p<,05).

Table 10. T-Test for Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 6)

Method N T Df P
Classical-Fuzzy 230 -3,84 229 ,00
Logic

According to Table 10, the t-test result shows that there is a significant difference between these
variables, as the p-value is less than 0,05. (1(229)=3,84; p<,05).

Table 11. T-Test for Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 7)
Method N T Df P

Classical-Fuzzy 187 9,49 186 ,00
Logic




Ictimaiyat, Ttirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

According to Table 11, the t-test result shows that there is a significant difference between these
variables, as the p-value is less than 0,05. (1(186)=9,49; p<,05).

Table 12. T-Test for Scores Obtained According to Classical and Fuzzy Logic Methods (Grade 8)

Method N T Df P
Classical-Fuzzy 241 -,16 240 ,86
Logic

According to Table 12, the t-test result shows that there is not a significant difference between
these variables, as the p-value is more than 0,05. (t(240)=,16; p>,05).

According to both methods, students have improved in maths courses. Generally, their score has
increased; therefore, there isn’t a significant difference between both methods. Because students
have prepared exams for high school, they have studied regularly.

Pearson Correlation Analysis Fuzzy- Classical Logic test results are given below:

Table 13. Pearson Correlation Analysis Fuzzy- Classical Logic

Grade N R P

5 218 ,99 ,00
6 230 ,98 ,00
7 187 ,99 ,00
8 241 ,99 ,00

Pearson correlation determines the direction and magnitude of the relationship between normally
distributed data (Arslan, 2019, pp. 54). The Pearson product-moment correlation coefficient was
used to calculate normally distributed continuous variables. According to Table 13, there was a
strong positive and significant relationship between the students' success using the fuzzy logic
and classical logic methods for every grade. Grades 5, 7, and 8 are [r = 99; p<,01]. According to
grade 6 is [r =,98; p<,01].

Table 14. Average of Students' Scores According to Fuzzy Logic and Classical Logic Methods

Grade Level Students Exam 1 Exam 2 Classical Fuzzy Logic
Logic
7 S1 100 95 97,5 91,27
7 S2 95 100 97,5 92,02
7 S3 100 100 100 92,44
6 S4 100 89 94,5 88,90
6 S5 89 100 94,5 90,97
6 S6 29 64 46,5 50,21
6 S7 28 72 50 55,58
5 S8 42 55 48,50 50,38
8 S9 28 66 47 51,21
8 S10 60 43 51,5 49,25

According to Table 14, while the average of the two exams of S1 and S2 students according to
the classical logic method was 97,5 their scores according to the fuzzy logic method were not
equal and were calculated as 91,27 for S1 and 92,02 for S2. The reason for this difference is that
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student S1 has a decreased score on the 2™ exam. Although S2's score was lower than S1’s in
the first exam, S2’s score increased in the second exam. According to classical logic, the success
of both students is the same, but S2 increases S2’s score constantly; S2 isn’t in the same success
situation as S1. According to the fuzzy logic method, it was seen that student S2 received a higher
score than student S1 because S2 showed improvement in the course. Student S3's both exam
scores are 100, and according to classical logic, the average is 100. Even if the student's exam
average is 100, the student does not know everything about the subject. According to the fuzzy
logic method, the student's score is 92,44. Instead of thinking that the student knows everything
about the subjects in the exam, S3 can be thought that the student knows the subjects very well,
but S3 does not have all the information about the subject. Although the averages of students S4
and S5 are equal according to the classical logic method, there is a difference according to the
fuzzy logic method. The reason is that while S4 was getting a high score in the first exam and
decreased S4’s score in the second exam, the S5 student showed a regular improvement and
increased the student’s scores, so it can be thought that the student has a higher average than
the fuzzy logic method. S6 is not successful in the course according to classical logic but is
successful according to fuzzy logic. The improvement S6 was supported by using fuzzy logic. The
S7 exam score has increased. By supporting the development of the student, the average of fuzzy
logic is higher than classical logic. S8 and S9 failed the course according to classical logic, but
they have increased scores, so they were improved by fuzzy logic. The fuzzy logic average is
higher than the classical logic method. S10 has a decreased score, so the student’s classical logic
score is higher than the fuzzy logic score. Students' motivation might be increased by using fuzzy
logic. The research was conducted according to different grade levels by selecting students from
different grade levels.
Table 15. Cronbach Alpha

Score Cronbach Alpha
Classical Fuzzy Logic ,99

Cronbach Alpha was used to measure validity and reliability. Cronbach Alpha is ,99 in this
research.

Students' Scores According to Fuzzy Logic Method is given in figure 12.
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Figure 12.7 Defuzzificaﬁbn Result of Some Student Scores
4. Disscussion

According to classical logic, An element is or is not an element. It is clear and certain. For example,
if a student's mathematics course grade is below 50, the student is unsuccessful, and if a student’s
score is above 50, the student is successful. If the student's score is 49, the student is
unsuccessful, and if the student’s score is 50, he is successful. There is only one point difference
between them. Therefore, classical logic is inflexible. The classical logic method makes a limited
classification. The use of fuzzy logic may be preferred to recover classical logic from limited
classification (Ertugrul, 2006, pp. 174).

In the study, the correlation value giving the relationship between the data obtained by fuzzy logic

and the classical method was found to be ,99 for grades 5, 7 and 8. The correlation value giving

the relationship between the data obtained by fuzzy logic and the classical method was found to

be ,98 for grade 6. It has been observed that there is a highly positive relationship between the

fuzzy logic method and the classical logic method. The academic success of primary school

students in science courses were compared with the fuzzy logic method and the classical logic
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method. Evaluation with the fuzzy logic method is more accurate and flexible, so the conclusion
was reached favor of using fuzzy logic (Demiral, 2022, pp. 64). Teacher performances were
compared with fuzzy logic and classical logic methods. It was concluded that there was a
significant difference between the scores obtained as a result of the research. Therefore, a
conclusion was reached in favor of classical logic (Arslan, 2019, pp. 59). The effect of high school
students on mathematics success by taking active participation and absence were compared with
fuzzy logic and classical logic methods. Both methods were found to be similar 80%. (Uyhan and
Gok, 2022, pp. 869). As a result of the evaluations, it is seen that there are differences between
the scores calculated by the two methods. The method of classical logic is strictly based on rules.
According to the classical logic method, the student is successful or unsuccessful in the course.
The fuzzy logic method provides results by providing flexibility in the evaluation process. The
success of the student is examined in detail as a very very bad, very bad, bad, intermediate bad,
intermediate, intermediate good, good very good, very very good. According to the results of the
study, a conclusion was reached in favor of the fuzzy logic method, which evaluates the academic
success of secondary school students in mathematics, providing more flexible and reliable results.
According to the fuzzy logic method, in cases where the 1%texam score is low and the 2" exam
score is higher, the positive progress in the student's success compared to the classical logic
method does not show any effect in the calculation, while fuzzy logic supports the student's
development and it has been observed that the student's academic success score is higher. It is
thought that the increase in scores due to the calculations made using the fuzzy logic method has
a significant effect on the calculation and increases the students' motivation toward the course.
The fuzzy logic average is higher than the classical logic average in evaluating the success of
preservice teachers (Ocal, 2015, pp. 51 ). Fuzzy marks are higher than the non-fuzzy marks (Daud
et al., 2011). In addition, although the average of the student whose exam score was 100 in both
exams was calculated as 100 according to the classical logic method, it was calculated as 92,4
according to the fuzzy logic method. This is the case because a student with an average of 100
knows everything about the subject and course, but it can be wrong because the student does
not know everything. The students' average is 1 according to classical logic and 8,17 according
to fuzzy logic. They are unsuccessful but may help the student develop a positive attitude toward
the course with fuzzy logic. It was concluded that while some of the students were unsuccessful
in the course according to classical logic, they were successful in the course according to fuzzy
logic. Performance determined by fuzzy system is more realistic than the classical system (Alam
and Pandey, 2017, pp. 7). It has been observed that the use of the fuzzy logic method can be
applied successfully and easily in evaluating the academic success of secondary school students
in mathematics.
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Ogretmen Adaylarinin Meslegin ilk Yilinda Basarmak istedikleri ve
Basaramamaktan Korktuklari Sorumluluklarina Ait Olasi Benlik

Algilari
0z

Mevcut arastirmanin amaci 6gretmen adaylarinin meslegin ilk yilinda bagsarmak
istedikleri ve basaramamaktan korktuklari mesleki sorumluluklarina ait olasi benlik
algilarinin gesitli de@iskenlere gore degisimini incelemek ve meslegin ilk yilina iliskin
korkulan olasi 6gretmen benlik algilarinin nedenlerini arastirmaktir. Arastirmada karma
yéntem arastirma modeli kullanilmigtir. Mevcut arastirma nicel bulgularinda égretmen
adaylarinin beklenen olasi 6gretmen benlik algilarina (BOOB) ve alt boyutlarina ait algilar
ylksek dizeyde saptanmistir. Arastirmaya katilan égretmen adaylarinin korkulan olasi
dgretmen benlik algilarina (KOOB) ve alt boyutlarina ait algilar orta diizeyde saptanmustir.
Ogretmen adaylarinin beklenen olasi 8gretmen benlik (BOOB) algilar ve korkulan olasi
dgretmen benlik (KOOB) algilarina ve alt boyutlarina ait algilar (zerinde cinsiyet
degiskenin farklilik yaratmadigi saptanmistir. Ogretmen adaylarinin beklenen ve korkulan
olasi 6gretmen benlik algilarina ve alt boyutlarina ait algilar izerinde adaylarin okuduklar
lisans program turd degiskenin anlamh farkhliklar yarattigi saptanmistir. Sinif kademesi
degiskeninin BOOB toplam puanlarinda ve ddretmeyi 6grenme alt boyutunda anlamli
farkliliklar yarattigi fakat BOOB profesyonellik boyutu ile KOOB toplam puan ve alt
boyutlarinda sinif kademesi degiskenin bir farkliik yaratmadidi saptanmistir. Mevcut
arastirma nitel bulgularinda 6gretmen adaylarinin basarili bir sinif yénetimi yapamamak,
sinifin dizenini saglayamamak, 6gretimde basarii olamamak, etkili ve adaletli bir
o6gretmen olamamak gibi kaygilar tagidiklari saptanmistir.

Anahtar Kelimeler: Ogretmen adaylari, beklenen olasi benlik algilari, korkulan olasi
benlik algilar.

Possible Selves of Teacher Candidates Regarding Responsibilities
They Want to Achieve and the Responsibilities they Afraid of
Failure to accompilish in the first year of the Profession

Abstract

The aim of the current study is to investigate candidate teachers' possible self-
perceptions they want to achieve (BOOB) and to investigate the reasons for the feared
possible teacher self-perceptions (KOOB) in the first year of the profession. A mixed
method was used in the research. In the quantitative findings of the current research,
the perceptions of BOOB and its sub-dimensions were determined at a high level. The
perceptions of KOOB and its sub-dimensions were determined at a moderate level. It
was determined that the gender variable did not create a difference in the perceptions
of BOOB and KOOB and its sub-dimensions. It was determined that the type of
undergraduate program created significant differences in the perceptions of prospective
teachers expected and feared possible teacher self-perception and its sub-dimensions.
In addition, it was determined that the class level variable created significant differences
in the total scores of BOOB and the sub-dimension of learning to teach, but did not
create a difference in the BOOB professionalism dimension and KOOB total scores and
sub-dimensions. In the qualitative findings of the current research, it was determined
that the teacher candidates had concerns such as not being able to do successful
classroom management, not being able to maintain order in the classroom, not being
successful in teaching, and not being an effective and fair teacher.

Keywords: Teacher candidates, feared possible selves, expected possible selves
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1. Giris

Gunumdiz egitim dinyasinda okullarin ve egitim sisteminin kalitesini belirleyen en temel unsur
olarak 6gretmen mesleki yeterlikleri goérilmektedir. Her 6gretmen hizmet dncesi egitimden
itibaren brans, pedagoiji, kilttr alanlarinda strekli bir gelisim icinde olmali, bilgi ve becerilerini
guncellemeli, 6grenme arzusunu, heyecanini sdrekli diri tutmall ve meslegini béyle bir ruh
haliyle icra etmelidir (Ozdemir, 2016). Egitim hedeflerini hayata gecirebilmek, basarili bir egitim
sistemine sahip olabilmek icin egitim-6gretim sirecin en &nemli 6gelerinden olan
o6gretmenlerin sahip oldugu nitelik ve yeterliklerin yliksek seviyede olmasi gerekmektedir. Bir
eqgitim sisteminin basarisi onu yuritecek olan dgretmenlerin egitim niteliklerine baghdir (Geng,
2000). Egitim sistemimizin basarisi ancak sistemi isletip, uygulayacak olan dgretmenlerin
egitimleri diizeyinde basarili olabilir. Onun Gzerinde hizmet Gretmesi, basari gdstermesi olasi
go6rilememektedir (Geng, 2000). Bu nedenle aday 6gretmen egitimi ve gelisimi, yeni nesillerin
egitimi ve 6gretimi icin oldukcga buyik bir etkiye ve 6neme sahiptir.

Ogretmen mesleki yeterlikleri, dgretmenlerin mesleklerini verimli ve etkili bir sekilde icra
edebilmeleri icin 6gretmenlerde bulunmasi gerekli olan pedagoiji, alan bilgisi yeterlikleri ve
egitim 6gretim slrecini dizenleme ve planlar uygulama becerileri olarak ifade edilmektedir
(Altinkurt, Colak ve Yorulmaz, 2017; Skaalvik, 2010). Bu beceriler 6grencilerin batiin gelisim
alanlarinda hedeflenen seviyeye ulasabilmeleri hem Ulkesi hem de kendisi igin yararl bir birey
olabilmeleri, bagimsiz bir dislince yapisina sahip olarak yetismeleri icin kritik faktorler olarak
go6rilmektedir (Aras ve Sozen, 2012). Clinkl 6gretmen kalitesi ile 6grenci basarisi arasinda
dogrusal pozitif bir iligki vardir (Darling-Hammond,2000).

Egitim hedeflerini hayata gegirebilmek, basarili bir egitim sistemine sahip olabilmek i¢in egitim-
o6gretim slrecin en dnemli 6gelerinden olan 6gretmenlerin sahip oldugu nitelik ve yeterliklerin
ylksek seviyede olmasi gerekmektedir. Egitimle alakali hayata gecirilmek istenen her hedefin
gerceklesmesi 6gretmen mesleki yetkinligi ve basarisi ile ilgilidir. Ogretmen mesleki yeterliligi,
dgrenci ve egitim sistemi bagarisinin kilit unsurudur (Darling-Hammond,2000). Ogretmen
mesleki yeterlilikleri 6gretim motivasyonu ve performansi (zerinde glgli etkilere sahiptir
(Lunenburg, 2011; Schunk ve Swartz, 1993). Bu nedenle her 6gretmen hizmet 6ncesi
egitimden itibaren brans, pedagoji, kiltur alanlarinda strekli bir gelisim i¢cinde olmali, bilgi ve
becerilerini glncellemeli, 6grenme arzusunu ve heyecanini surekli diri tutmali ve meslegini
bdyle bir ruh haliyle icra etmelidir (Ozdemir, 2016).

Hizmet 6ncesi egitim doneminde edinilen mesleki yeterlikler egitim sistemlerinin kalitesi icin
kritik dneme sahiptir (Yildinm, 2010). Cunku hizmet 6ncesi egitim déneminde 6gretmen
adaylari nitelikli 6gretim icin ihtiya¢ duyulan konu alani bilgisi, mesleki tutum ve becerileri
edinebilmektedir (Kozikoglu ve Senemoglu, 2018). Bununla birlikte 6gretmen adaylari meslege
ait deneyimler edinilebilmekte ve mesleki rol modelleri gbézlemleyebilmektedir (Egmir ve
Erdem, 2021). Bu mesleki yasantilar sonucu hizmet 6ncesi egitim déneminde &gretmen
adaylari mesleklerine yonelik olasi benlik algilarini gelistirmektedirler (Hong ve Greene, 2011;
Tath Dalioglu ve Adiglzel, 2017; Hong ve Greene, 2011). Benlik kisinin hayata gelisinden
itibaren sahip oldugu ve hayat i¢indeki yasantilar ile sekillenen (Keng ve Oktay, 2002), bireyin
benligine dair algiladigi 6z bilgisidir (Markus ve Nurius, 1986). Bireylerin benlikleri, mevcut ve
daha &nceki yasantilarina ait egitim, sosyal ve Kkiltirel cevre deneyimleri tarafindan
sekillendirilen umutlara, korkulara, 6zlemlere, arzulara ait biligsel yansimalardir (Hamman,
Gosselin, Romano ve Bunuan, 2010; Tatli Dalioglu ve Adigtizel, 2017; Hamman, Wang ve Burley,
2013, Marcus ve Nurius, 1986; Tavsanl ve Sarag, 2016; Oyserman ve Fryberg, 2006).
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Bir 6gretmen adayinin olasi benlikleri, egitim hayatinin gectigi sosyal ¢evreyle uyumlu bir
sekilde olusur. Ogretmen adaylar igin olasi benlikler, olabilecekleri, olmak istedikleri veya
olmaktan korktuklari 6gretmen benliklerine ait tasvirlerdir (Cross ve Markus, 1991; Markus ve
Nurius, 1986; Markus ve Ruvolo,1989; Olcer, 2019). Olasi benlikler “basarili ben”, “yaratici

ben”, “zengin ben”, “sevilen ben” vb. istenilen benlikleri kapsadidi gibi “yalniz ben”, “depresif
ben”, “beceriksiz ben”, “igsiz ben” gibi korkulan benlikleri de kapsar (Marcus ve Nurius, 1986).
Beklenen benlikler, umut edilen benlikler ve korkulan benlikler olmak tzere tg¢ farkli benlik tipi
mevcuttur (Markus ve Nurius, 1986). Beklenen olasi benlik, bir bireyin gercekgi bir sekilde
basarabilecegini dusindiigi benliktir. Ogretmen adaylan icin umut edilen olasi benlik,
arzulanan olasi mesleki gelecek senaryosudur. Korkulan benlik ise 6gretmen adayinin meslege
basladiginda dénusmekten korktugu benliktir (Tath Dalioglu ve Adiglizel, 2017). Bu nedenle
olasi benlikler, 6gretmen adayinin gelecege iligkin kurdugu olasi olumlu ve olumsuz kisisel is
yasami senaryolari olarak distndlebilir. Olasi benlikler ile ilgili ¢esitli arastirmalar alan yazinda
yer bulmustur (Aktas,2019; Aktas ve Aslan, 2022; Arslan, 2018; Hamman, Wang ve Burley,
2013; Hamman, vd., 2010; Hooker ve Kaus, 1992; Karali, 2018; Marcus ve Nurius, 1986; Olcer;
2019; Perry ve Vance, 2010; Shoyer ve Lehsem, 2016; Tatl-Dalioglu, 2017).

Ogretmen adaylarinin olasi benlikleri izerinde etkili olan &nemli baglamlardan biri olarak hizmet
Oncesi egitim programlari goérilmektedir. CUnkd bu asama bir 6grencinin, égretmene
doénlstigd (Hamman vd., 2010), 6gretmen olmak kavramina dair benlik algisini inga ettigi
asamadir (Mockler, 2011). Ogretmen adaylarinin hizmet éncesi egitim déneminde edindikleri
mesleki yeterlik dizeylerine goére olasi benlik algilan beklenilen veya korkulan sekilde
gerceklesebilmektedir (Hong ve Greene, 2011). Bu éneminden 6tiri alan yazinda 6gretmen
veya Ogretmen adaylarinin benlik algilan gesitli sekillerde arastirmalara konu olmustur
(Aktas,2019; Aktas ve Aslan,2022; Abu-Alruz ve Khasawneh, 2013; Aydin, 2022; Aydin ve
Aslan, 2024; Barnett, Hernandez ve Melugin, 2018; Conway ve Clark 2003; Friesen ve Besley
2013; Guler 2017; Hasinoff ve Mandzuk, 2015; Hanna, Oostdam, Severiens ve Zijlstra, 2019;
Hanna, Oostdam, Severiens ve Zijlstra, 2020; Hong ve Gerene, 2011; Molina, Schmidt ve
Raimundi, 2017; Olger. 2019; Shoyer ve Leshem, 2016; Starr ve ark. 2006; Tath Dalioglu ve
Adigiizel, 2017; Tath Dalioglu ve Adigiizel, 2015; Isbell 2008; Roshandel ve Hudley, 2017).

Mesleki yeterliklere sahip, 6z-yeterlik inanglar gu¢li olan 6gretmen adaylarinin 6zgtvenlerinin
daha yuksek olacagl, mesleklerini daha iyi icra edebilecekleri (Aktas,2019), meslekteki ilk
yillarina dénik korkularinin daha az ve beklentilerinin daha olumlu olabilecegi ifade edilebilir
(Tath Dalioglu ve Adigtizel, 2017). Olasi benlik algilarinin, mesleki yeterlik algilar ile yakindan
iliskili oldugu (Abu-Alruz ve Khasawneh, 2013; Friesen ve Besley, 2013; Kao ve Lin, 2015;
Kelchtermans, 1993) ve dgretmen adaylarinin 6gretmenlige hazirlanmalarini etkileyen énemli
bir faktdér oldugu kabul edilmektedir (Ay, 2007; Bandura, 1977; 1994; Scholz, Dona, Sud ve
Schwarzer, 2002). Ogretmen adaylarinin olasi benlikleri, meslege yonelik tutumlara, pedagojik
zorluklarla yuzlesme becerilerine ve 06z-yeterlik inanglarina gbére olumlu veya olumsuz
sekillenebilmektedir (Barni, Danioni ve Benevene, 2019; Denzine, Cooney ve McKenzie, 2005;
Dolgun ve Caner, 2017; Duman ve Tas, 2024; Narayanan vd., 2023; Tschannen-Moran ve
Woolfolk Hoy, 2001).

Ogretmen adaylarinin beklenilen olasi benlikleri; dgretmenlige yénelik tutumu, ders
etkinliklerini organize etmeyi ve mesleki motivasyonu pozitif olarak etkileyebilmektedir (Markus
ve Ruvolo 1989; Markus ve Nurius, 1986; Hooker ve Kaus, 1992). Ogretmen adaylarinin
korkulan olasi benlikleri ise dusuk isg tatmini, kaygr ve sugluluk duygulari ile
sonuglanabilmektedir (Carver, Lawrence ve Scheier, 1999). Bu nedenle olasi benlik algilari
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o6gretmenlerin; 6gretim ¢abalari, 6gretim yontemleri, 6grenci yaklasimlari ile 6gretmen yeterligi
ve motivasyonuyla iligkili dnemli algilardir (Tschannen-Moran vd., 1998; Gibson ve Dembo,
1984).

Ogretmen adaylar her (lkenin énemli insan kaynaklari olmalari nedeniyle nitelikli bir sekilde
yetistiriimelidir. Egitim 6rgitliinde calisacak 6gretmenlerin meslegini icra etmede yeterli
olmalari ve mesleki yeterlik algisina sahip olmalari gerekmektedir (Alev, 2019; Ustiiner vd.,
2009). Meslegin ilk yilinda gerekli mesleki yeterliklere sahip olmayan 6gretmen adaylarinin
mesleki sorumluluklarini yerine getirmede yasayabilecekleri basarisizliklar egitim sitemi igin ve
daha genis baglamda Ulke icin énemli bir basari, emek, zaman, para ve is glict kaybi anlamina
gelebilmektedir. S6z konusu nedenlerden 6tird mevcut arastirmada meslege yeni baglayacak
olan d8gretmen adaylarinin; olasi benliklerinin incelenmesinin, meslege yo6nelik beklenti ve
korkularinin saptanmasinin ve korkularinin nedenlerinin arastiriimasinin énem arz ettigi
distnilmektedir. Bu nedenle mevcut arastirmada égretmen adaylarinin, meslegin ilk yilinda
basarmak istedikleri ve bagsaramamaktan korktuklari mesleki sorumluluklarina ait olasi benlik
algilarina ve nedenlerine ulagmak ve alan yazina mevcut arastirma verileri yoluyla katki
saglayabilmek amaclanmaktadir.

1.1. Arastirmanin Amaci ve Gerekcesi

Mevcut arastirmada &gdretmen adaylarinin, meslegin ilk yilinda basarmak istedikleri ve
basaramamaktan korktuklari mesleki sorumluluklarina ait olasi benlik algilarinin cesitli
degiskenlere gore degisimini incelemek ve korkulan olasi 6gretmen benlik algilari altinda yatan
nedenleri arastirmak amaclanmaktadir. Bu genel amac¢ dogrultusunda asagidaki arastirma
problemlerine yanit aranmistir.

1.2. Arastirmanin Nicel Boyutuna Ait Arastirma Problemleri:

e Ogretmen adaylarinin beklenen ve korkulan olasi 6gretmen benlik algilari hangi
seviyededir?

e Ogretmen adaylarinin beklenen ve korkulan olasi 6gretmen benlik algilar cinsiyete gére
farklihk géstermekte midir?

e Ogretmen adaylarinin beklenen ve korkulan olasi égretmen benlik algilar okuduklari
lisans program tlriine goére farkllik gostermekte midir?

e Ogretmen adaylarinin beklenen ve korkulan olasi 63retmen benlik algilari lisans sinif
kademesine gore farklilik géstermekte midir?

e Ogretmen adaylarinin, korkulan olasi égretmen benlik algilar altinda yatan nedenler
nelerdir?

2. Yontem

Mevcut arastirmada ardisik aciklayici karma desen arastirma modeli kullanilmistir. Karma
yontem bir ¢alisma icerisinde nitel ve nicel yontem yaklasimlarinin birlikte kullaniimasiyla her
iki yontemin avantajl taraflarindan yararlanma firsati sunan bir arastirma yéntemidir (Baki ve
Gokegek, 2012; Creswell, 2003; Tashakkori ve Teddlie, 1998; Johnson ve Onwuegbuzie, 2004).
Bdylece nicel ydntemler ile elde edilen sayisal verileri derinlemesine anlama firsati elde edilir
(Dey, 1993). Karma yéntemde nicel yontem ile nitel verilerin birlikte kullaniimasi nicel veya nitel
verilere ait eksikliklerin telafi edilebilmesi ve arastirmalarin daha nitelikli hale getirilebilmesi
firsati elde edilebilmektedir (Greene, 2005). Arastirmanin nicel boyutunda tarama modelinde
betimsel arastirma yéntemi kullanilmigtir. Tarama aragtirmalari gegmiste ya da hélihazirda var
olan bir durumu oldugu gibi betimlemeyi amaclayan arastirma modelleridir (Karasar, 2016).
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Arastirmanin nitel boyutunda goérisme yontemlerinden yari yapilandinimig gérisme yontemi
kullanilmigtir.

2.1. Cahgma Grubu

Bu arastirmanin c¢alisma evrenini 2023-2024 gretim yilinda Batman Universitesinde 6grenim
gbren beden egitimi ve spor 6gretmenligi ve din kiltliri ve ahlak bilgisi 6gretmenligi bolimleri
égrencileri ile matematik, Tirk dili ve edebiyati, tarih, ingiliz dili ve edebiyati, felsefe grubu,
bilgisayar, muzik, resim, antrenédrlik bolimlerinin pedagojik formasyon &grencileri
olusturmustur. Olasilikli 6érnekleme teknikleri daha ¢ok nicel arastirma gelenegiyle, amacl
ornekleme teknikleri ise nitel arastirma gelenegiyle iligkilendiriimektedir. Karma ydntem
arastirmalarinda olasilikl ve amagh 6rnekleme tekniklerinin birlegtiriimesi, galigmalarda en
yaygin ve en gug¢lu yol olarak tercih edilmektedir (Creswell et al,, 2003). Arastirmanin nicel
boyutunda olasilikli drnekleme tekniklerinden seckisiz 6rnekleme yolu kullanilarak 536 égrenci
ornekleme alinmistir. Arastirmanin nitel boyutunda ise degisik gérislere yer verebilmek ve farkl
bakis acilarni yansitabilmek igin farkli fakiltelerden 37 63retmen adayr amach érnekleme
tekniklerinden maksimum c¢esitlilik drneklemesi temel alinarak érnekleme alinmistir. Calismada
yer alan katihmcilara iliskin demografik bilgiler, Tablo. 1’de sunulmustur.

Tablo 1. Nicel veri toplama aracina ait demografik dediskenlerin frekans analizi
Sayi(n) Yiizde %

Cinsiyet Erkek 281 52,4
Kadin 255 47,6
Sinif kademesi 1. Sinif 40 7,46
2. Sinif 42 7,84
3. Sinif 78 14,55
4. Sinif 376 70,15
Béliim adi Beden egitimi 6gretmenligi ve Antrendrlik 89 16,60
Bilgisayar 41 7,65
Felsefe grubu 29 5,41
ingiliz Dili ve Edebiyati 46 8,58
Din kiltirid ve ahlak bilgisi 6gretmenligi 97 18,10
Matematik 60 11,19
Muzik 22 4,10
Resim 21 3,92
Tarih 67 12,50
Turk Dili ve Edebiyat 64 11,94
Boliim Grubu Genel kiltr dersleri 6gretmen adaylari 211 39,37
Genel yetenek dersleri 193 36,01
Sanat ve spor dersleri 6gretmen adaylari 132 24,63

2.2. Veri Toplama Araglan

Arastirmanin nicel boyutunda Hamman, Wang ve Burley, (2013) gelistirdigi (New Teacher
Possible Selves Questionnaire) Tatli Dalioglu ve Adiguzel, (2015) Turkgeye uyarladigi Olasi
Benlikler Olgegdi ve kisisel bilgi formu kullaniimistir. Olgek, Beklenen Olasi Ogretmen Benlikleri
ve Korkulan Olasi Ogretmen Benlikleri olmak Uizere iki alt dlgekten olusmustur. Beklenen Olasi
Ogretmen Benlikleri Olgegi; profesyonellik ve 6gretmeyi 6grenme alt boyutlarindan olusurken,
Korkulan Olasi Ogretmen Benlikleri Olgegi; yetersiz sinif ydnetimi, yaratici oimayan égretim ve
ilgisiz bir 6gretmen olma alt boyutlarindan olusmustur. Her iki 6lcekten alinacak en disik puan
9, en yuksek puan ise 54°tur. Alt 6lgeklerden birisi olumlu digeri olumsuz 6zellikleri dlgtigu icin
birbirinden bagimsiz olarak puanlanmakta boylelikle iki ayri toplam puan elde edilmektedir.
Mevcut arastirmada yapilan analizler sonucunda Olasi Benlikler Olgegine ait BOOB alt dlgegi
Cronbach’s Alpha degeri 0,694 olarak saptanmistir. KOOB alt 6lgegi Cronbach’s Alpha degeri
ise 0,689 olarak saptanmistir.
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Arastirmanin nitel boyutunda veri toplama araci olarak arastirmaci tarafindan gelistirilen yari
yapilandiriimig gérigsme formu kullaniimistir. Gérisme formunun hazirlanmasi surecinde
oncelikle ilgili alan yazin ve nicel bulgular incelenmigtir. Yapilan incelemeler neticesinde
hazirlanan yedi soruluk taslak form sorularinin i¢ gecerligini saglamak amaciyla sorular egitim
programlar ve égretim alan uzmani, Turkce dil uzmani gérisine sunulmustur. Ayrica taslak
form sorularinin islerligini d6lgebilmek icin on ©6gretmen adayl Uzerinde pilot uygulama
yapilmigtir. Bu ¢alismalar neticesinde soru maddelerinin gegerli oldugu saptanmis ve yedi
sorudan olusan gérisme formu uygulamaya hazir hale getirilmigtir. Nitel verilerinin toplanmasi
slirecinde arastirmanin nicel verilerinin toplandigi érneklemde bulunan otuz yedi égretmen
aday! ile gonullulik ilkesine dayali olarak yari yapilandiriimig gérismeler yapilmigtir. Yari
yapilandiriimis gdrismelerde dgretmen adaylarinin meslege basladiklari ilk yilda basarisiz
olmaktan korktuklar mesleki sorumluluklarina ve nedenlerine iligkin sorulara yer verilmigtir.

2.3. Yari yapilandiriimis gériisme formu sorulari

Yari yapilandiriimig goérigsmelerde 6gretmen adaylarinin meslege basladiklari ilk yila yénelik
korkulan olasi benlik (KOOB) algilarinin altinda yatan nedenlere ulagiimaya galisilimigtir. Yari
yapilandiriimis goriisme sorularina asagida yer verilmistir.

e Sinifimi iyi yénetememekten korkuyorum. Clnku:

e Konuyu 6gretmekte bagarill olamamaktan korkuyorum. Culnkd:
o Ogretimde basarili olamamaktan korkuyorum. CUnkui:

o Sinifta sessizligi, dlizeni saglayamamaktan korkuyorum. Cdnkdi:
o Etkisiz bir 6gretmen olmaktan korkuyorum. Cilnki:

o Dersi sikici islemekten korkuyorum. Cdnkli:

o Ogrencilerime karsi adil davranamamaktan korkuyorum ¢lnkii:

Ogretmen adaylarinin yari-yapilandiriimis gériismelerde yer alan acgik uglu sorulara verdikleri
cevaplar ayri ayri incelenerek “gérus birligi” ve “gérus ayriligr” olan konular tartigilmig ve gerekli
dizenlemeler yapilmigtir. Arastirmanin glvenilirlik hesaplamasi icin Miles ve Huberman’in
(1994) 6nerdigi guvenirlik formalu kullaniimistir. Givenirlik = Goras Birligi / (Goérus Birligi +
Gorlas Ayriligl) Hesaplamasi sonucunda arastirmanin givenirligi birinci soru i¢in %96, ikinci
soru igin %99, U¢lncl soru igin %97 ve dordiincd, besinci ve altinci soru igin %98, yedinci soru
icin %99 olmak Uzere glvenirlik ortalamasi %98 bulunmus ve sonug arastirma icin gtvenilir

kabul edilmigtir.
2.4. Verilerin analizi

Bu arastirma kapsaminda toplanan verilerin analizinde betimsel istatistiklerden, bagimsiz
orneklem t-testi analiz tekniginden ve tek yonli varyans analizi (ANOVA) tekniginden
faydalaniimistir. Ogretmen adaylarinin olasi benlik diizeylerinin belirlenmesinde betimsel
istatistiksel yontemler kullanilmigtir. Verilerin normal dagilimlarini test etmek icin garpiklik ve
basiklik degerleri hesaplanmistir. Bir veri setinde garpiklik ve basiklik degerlerinin -2 ile +2
arasinda olmasi verilerin normal dagilima sahip oldugunu gdéstermektedir (Hair, Black, Babin,
Anderson ve Tatham, 2010) ve bu durumda parametrik testlere basgvurulur. Mevcut
arastirmada carpiklik ve basiklik degerlerinin +1 ile -1 arasinda olmasi verilerin normal dagilima
sahip oldugunu gdstermektedir. Bu durumda t-Testi ve ANOVA tekniklerinden faydalanmistir.
Ogretmen adaylarinin elde ettikleri puanlarin cinsiyetlerine goére istatiksel olarak degisip
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degismediginin tespitinde bagimsiz érneklem t testi kullanilmistir. Ogretmen adaylarinin elde
ettikleri puanlarin 6grenim goérdukleri bélim ve sinif kademesine istatiksel olarak degisip
degismediginin tespitinde tek yonlli Anova testinden yararlanilmistir. Tespit edilen farkliliklarin
hangi degiskenden kaynaklandiginin tespiti icin Post Hoc (Tukey’s) testlerinden faydalanmistir.

3. Bulgular
3.1. Arasgtirmanin Nicel Boyutuna iliskin Bulgular

Ogretmen adaylarinin Beklenen ve Korkulan Olasi Ogretmen Benlikleri Olceklerinden elde
ettikleri puanlara ait frekans ve ylzdeliklere iliskin analiz sonuglari Tablo 2’de sunulmustur.

Tablo 2. BOOB ve KOOB Toplam Puanlari ile Alt Boyutlarina Ait frekans ve yiizdelik analiz sonuglari

Sayi (n) Yiizde %
BOOB Puan Gruplari Dulsuk duzey (1-18) 1 2
Orta diizey (19-36) 343 64,0
Yiksek dizey (37-54) 192 35,8
KOOB Puan Gruplari Dusuk dizey (1-18) 1 2
Orta dizey (19-36) 335 62,5
Yiksek dizey (37-54) 200 37,3

Tablo 2 incelendiginde d3retmen adaylarinin %0,2’sinin BOOB élgeginden disiik diizeyde,
%64’Unin orta dizeyde, %35,8’sinin ise ylksek dizeyde puan aldigi gorilmektedir.
Arastirmaya katilan 6gretmen adaylarinin Beklenen Olasi Ogretmen Benlik (BOOB) algilarinin
yuksek duzeyde oldugu sdylenebilir. Tablo 2’de gdrildigl gibi adaylarin %0,2’sinin korkulan
olasiI 6gretmen benliklerinin disik dizeyde, %62,2’sinin orta diizeyde, %37,3’Unln ise yliksek
dizeyde oldugu goérilmektedir. Buna gére arastirmaya katilan 6gretmen adaylarinin Korkulan
Olasi Ogretmen Benlikl (KOOB) algilarinin orta diizeyde oldugu ve hizmet dncesinde meslekleri
ile ilgili orta diizeyde bir kaygi duyduklari sdylenebilir.

Tablo 3. BOOB ve KOOB Toplam Puanlari ile Alt Boyutlarina Ait Betimleyici istatistikler

Boyut N Minimum Maximum X S.Sapma Basiklik Carpiklik
Profesyonellik 536 10,00 23,00 16,3862 2,78012 ,301 -,351
Ogretmeyi Ogrenme 536 7,00 24,00 17,6287 4,54615 -,748 -,663
BOOB Toplam 536 18,00 44,00 34,0149 5,14788 -,559 -,262
Yaratici Olmayan Ogretim 536 3,00 16,00 10,0709 2,38974 -,173 -,314
Yetersiz Sinif Yonetimi 536 6,00 18,00 13,5914 3,03485 -,531 -,662
ilgisiz bir Ogretmen Olma 536 3,00 18,00 10,5187 3,32305 ,525 -,533
KOOB toplam 536 18,00 50,00 34,1810 5,77999 -,199 -,302

Tablo 3'te BOOB ve KOOB Olgekleri toplam puanlari ile alt boyut puanlarina ait betimleyici
istatistikler sunulmustur. Tablo 3’teki BOOB ve KOOB Olcekleri ile bunlara ait alt boyutlarin
betimleyici istatistikleri incelendiginde; BOOB Profesyonellik puanlarinin ortalama olarak
yliksek ve homojen bir dagiima sahip oldugu goérilmektedir. Bu sonu¢ 6gretmen adaylarinin
meslege basladiklarinda profesyonel bir 6gretmen olacaklarina dair algilarinin yiiksek oldugunu
ve tim gruplarda benzer sekilde igsellestirildigini disindirmektedir. BOOB Ogretmeyi
Ogrenme alt boyut puanlari ortalama olarak yiiksek ve heterojen bir dagiim géstermistir. Bu
sonu¢ 6gretmen adaylarinin, 6gretmeyi 6grenmeye dair algilarinin yiksek diizeyde oldugunu
gbstermektedir. Fakat Heterojen bir dagilima sahip olmasindan 6tirl ise bazi gruplarin
dgretmeyi 6grenme algilarinin yiiksek diizeyde olmadigi disinilmektedir. KOOB Yaratici
Olmayan Ogretim alt boyutunun ortalama puanlarinin diisiik seviyede oldugu gériilmektedir.
Adaylarin korkulan olasi 6gretmen benlik algilarinda yaratici olmayan bir 6gretim sergileyen
ogretmen olma korkularinin fazla olmadigini gdstermektedir. Ama bazi gruplarda KOOB

131



Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Yaratici Olmayan Odretim alt boyut puan dagiimlarinin heterojen olmasi, yaratici olmayan
égretim algilarinin bazi gruplarda fazla olabilecegi dustiniimektedir. KOOB Yetersiz Sinif
Yénetimi algisi ortalama puanlarinin disik oldugu ve homojen bir dagilim sergiledigi
saptanmistir. Ogretmen adaylarin genelinin yetersiz sinif ydnetimi sergileyen égretmen olma
korkularinin fazla olmadigini géstermektedir. KOOB llgisiz bir Ogretmen Olma alt boyutu
ortalama puanlarinin dusuk seviyede oldugu ve homojen bir dagilim gdsterdigi gérulmektedir.
Ogretmen adaylarinin genelinin ilgisiz bir égretmen olma korkularinin fazla olmadig
gorutlmektedir.

Tablo 4. Cinsiyet Degiskenine Gore BOOB ve KOOB Olgegi Toplam ve Alt Boyutlarina Ait Bagimsiz
Orneklem t Testi Sonuglari

Cinsiyet N X Ss t P

BOOB Toplam Puani Erkek 281 34,02 5,02 ,014 ,989
Kadin 255 34,01 5,29

Profesyonellik Toplam Puani Erkek 281 16,37 2,72 -109 ,913
Kadin 255 16,40 2,85

Ogretmeyi Ogrenme Toplam Puani Erkek 281 17,64 4,54 ,082 ,934
Kadin 255 17,61 4,57

KOOB Toplam Puani Erkek 281 33,97 5,55 -865 ,387
Kadin 255 34,40 6,02

Yaratici Olmayan Ogretim Toplam Puani Erkek 281 10,03 2,34 -395 ,693
Kadin 255 10,11 2,44

Yetersiz Sinif Yénetimi Toplam Puani Erkek 281 13,49 3,10 -775 ,439
Kadin 255 13,70 2,96

ilgisiz bir Ogretmen Olma Toplam Puani Erkek 281 10,45 3,33 -513 ,608

Kadin 255 10,60 3,31

Tablo 4'te, 6gretmen adaylarinin cinsiyet degiskenine gére BOOB ve KOOB Olgekleri toplam
puanlari ve alt boyutlarina iliskin bagimsiz 6érneklem t testi sonugclar yer almaktadir. Tablo 4'te
yer alan &gretmen adaylarinin cinsiyet degiskenine gére BOOB toplam puanlari ve alt
boyutlarina iliskin bagimsiz érneklem t testi sonuglari incelendiginde BOOB Toplam puanlarinda
cinsiyet degiskenine gore erkek (X=34,02, Ss=5,02), kadin (X=34,01, Ss=5,29), (t=0,014,
p=0,989) 6gretmen adaylari arasinda istatiksel olarak anlamli bir fark tespit edilmemistir. BOOB
Alt boyutlarina cinsiyet degiskenine gére bakildiginda, BOOB Profesyonellik alt boyutunda
erkek (X=16,37, Ss=2,72) ve kadin (X=16,40, Ss=2,85), (t=0,109, p=0,913) ) 6§retmen adaylari
arasinda arasinda istatiksel olarak anlamli bir fark tespit edilmemistir. Benzer sekilde BOOB
Ogretmeyi Ogrenme puanlari alt boyutunda erkek (X=17,64, Ss=4,54) ve kadin (X=17,61,
Ss=4,57), (t=0,082, p=0,934) ) 6gretmen adaylari arasinda anlamli bir fark tespit edilmemistir.
Buna gdre cinsiyetin degiskeninin 6gretmen adaylarinin beklenen olasi benlik algilari Gzerinde
énemli bir etkisinin olmadigi gérilmektedir. Tablo 4'te yer alan dgretmen adaylarinin cinsiyet
degiskenine gére KOOB toplam puanlari ve alt boyutlarina iliskin bagimsiz érneklem t testi
sonuglari incelendiginde KOOB Toplam puanlarinda cinsiyet degiskenine gére erkek (X =33,97,
Ss=5,55 ve kadin (X=34,40, Ss=6,02), (t=-0,865, p=0,387) 6gretmen adaylari arasinda istatiksel
olarak anlaml bir fark tespit edilmemisti. KOOB alt boyutlarina cinsiyet degiskenine gére
bakildiginda, KOOB Yaratici Olmayan Ogretim alt boyutunda erkek (X=10,03, Ss=2,34) ve kadin
(X=10,11, Ss=2,44) (t=-0,395, p=0,693) dgretmen adaylari arasinda, KOOB Yetersiz Sinif
Yénetimi alt boyutunda erkek (X=13,49, Ss=3,10) ve kadin (X=13,70, Ss=2,96) (t=-0,775,
p=0,439) 6gretmen adaylar arasinda ve KOOB ilgisiz Bir Ogretmen Olma alt boyutunda erkek
(X=10,45, Ss=3,33) ve kadin (X=10,60, Ss=3,31) (t=-0,513, p=0,608) O6gretmen adaylari
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arasinda istatiksel olarak anlamli bir fark tespit edilmemistir. Buna gdre cinsiyetin, 6gretmen
adaylarinin korkulan olasi benlik algilari toplam puan ve alt boyutlarina ait puanlar Gzerinde
anlamli bir farkliik yaratmadigi saptanmigtir.

Tablo 7. Sinif Kademesi Degiskenine Gére BOOB ve KOOB Alt Olgekleri Toplam ve Alt Boyutlarina

Ait Tek Yonli ANOVA Sonuglari

Varyans kaynagi Kareler Sd Kareler F P
toplami ortalamasi

Ogretmeyi Ogrenme Gruplar arasi 167,724 3 55,908 2,731 ,043
Gruplar igi 10889,394 532 20,469
Toplam 11057,118 535

Profesyonellik Gruplar arasi 24,371 3 8,124 1,051 ,369
Gruplar igi 4110,687 532 7,727
Toplam 4135,058 535

BOOB Gruplar arasi 277,457 3 92,486 3,540 ,015
Gruplar igi 13900,424 532 26,129
Toplam 14177,881 535

Yaratici Olmayan Ogretim Gruplar arasi 30,924 3 10,308 1,813 ,144
Gruplar igi 3024,382 532 5,685
Toplam 3055,306 535

Yetersiz Sinif Yonetimi Gruplar arasi 32,713 3 10,904 1,185 ,315
Gruplar igi 4894,808 532 9,201
Toplam 4927,521 535

iigisiz bir Ogretmen Olma Gruplar arasi 23,109 3 7,703,696 ,555
Gruplar igi 5884,705 532 11,061
Toplam 5907,813 535

KOOB Gruplar arasi 40,666 3 13,5655 ,404 ,750
Gruplar igi 17832,780 532 33,520
Toplam 17873,446 535

Tablo 7’deki sinif kademesi degiskenine gore tek yonli ANOVA sonugclari incelendiginde
dgretmen adaylarinin BOOB Ogretmeyi Ogrenme alt boyutunda (F:2,731 ve p:0.043 P<0,05)
sinif kademesi deg@iskeninin anlamli bir etki yarattigr gérilmektedir. S6z konusu farkin kaynagini
belirlemek amaciyla yapilan post hoc testleri sonucunda 1. ve 3. Sinif 6gretmen adaylarinin
Ogretmeyi Ogrenme alt boyutu puanlarinin 2. ve 4. Sinif 8gretmen adaylarinin puanlarina gére
daha dislk oldugu belirlenmistir. Ayrica sinif kademesi degiskenine gére tek yénli ANOVA
sonuglari incelendiginde d3retmen adaylarinin BOOB Profesyonellik alt boyutunda (F:1,051 ve
p:0.369, P>0,05) sinif kademesi degiskeninin istatistiksel olarak anlamli bir farkllasma
yaratmadi§i ama BOOB Toplam Puanlarinda (F:3,54 ve p:0.015, P<0,05) sinif kademesi
degiskenin anlamh bir fark yarattigi gorlGimustir. S6z konusu olusan farkinin kaynagini
belirlemek amaciyla yapilan post hoc testleri sonucunda 1. ve 3. Sinif 6gretmen adaylarinin
BOOB toplam puanlarinin 2. ve 4. Sinif égretmen adaylarinin puanlarina gére daha diisik
oldugu belirlenmistir. Buna gére sinif kademesinin BOOB toplam puanlari (izerinde etkili oldugu
sOylenebilir. Sinif kademesi degiskenine gore tek yonli ANOVA sonugclari incelendiginde
dgretmen adaylarinin KOOB Yaratici Olmayan Ogretim alt boyutunda (F: 1,813 ve p:0,144 P
>0,05), KOOB Yetersiz Sinif Yonetimi alt boyutunda (F:1,185 ve p:0,315 P >0,05), KOOB ilgisiz
Bir Ogretmen Olma alt boyutunda (F: 0,696, p:0.555 P >0,05) ve KOOB Toplam puanlarinda (F:
0,404, p: 0,750 P >0,05) sinif kademesi degiskeninin anlaml bir etki yaratmadigi saptanmistir.
Sonug olarak, sinif kademesi degiskenin Ogretmeyi Ogrenme alt boyutu ve BOOB Toplam
puanlarinda anlaml bir farklilik yarattigi saptanmis. Ancak BOOB Profesyonellik boyutu ile
KOOB Toplam puan ve alt boyutlarinda sinif kademesi degiskenin anlamli bir fark yaratmadigi
belirlenmistir.
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Tablo 8. Okunan Lisans Béliim Grubu Degiskenine BOOB ve KOOB Alt Olgekleri Toplam ve Alt
Boyutlarina Ait Tek Yonli ANOVA Sonuglari

Varyans kaynagi Kareler sd Kareler F p
toplami ortalamasi
Profesyonellik Gruplar arasi 466,897 2 233,449 33,374 ,000
Gruplar ici 3287,652 470 6,995
Toplam 3754,550 472
(")Qretmeyi Ogrenme Gruplar arasi 2957,002 2 1478,501 155,192 ,000
Gruplar ici 4477,649 470 9,527
Toplam 7434,651 472
BOOB Gruplar arasi 3147,691 2 1573,846 96,299 ,000
Gruplar ici 7681,370 470 16,343
Toplam 10829,061 472
Yaratici Olmayan Ogretim Gruplar arasi 110,874 2 55,437 9,851 ,000
Gruplar igi 2644915 470 5,627
Toplam 2755,789 472
Yetersiz Sinif Yonetimi Gruplar arasi 304,767 2 152,384 18,205 ,000
Gruplar ici 3934,108 470 8,370
Toplam 4238,875 472
ilgisiz bir C)gretmen Olma Gruplar arasi 993,857 2 496,928 66,807 ,000
Gruplar ici 3495,978 470 7,438
Toplam 4489,835 472
KoOB Gruplar arasi 2159,873 2 1079,936 35,808 ,000
Gruplar ici 14174,744 470 30,159
Toplam 16334,617 472

Tablo 8’deki lisans bélim grubu degiskenine goére tek yonlii ANOVA sonuclari incelendiginde
dgretmen adaylarinin BOOB ve KOOB Toplam puanlarinda ve BOOB Profesyonellik, Ogretmeyi
Ogrenme alt boyutlari ile KOOB Yaratici Olmayan Ogretim, Yetersiz Sinif Yénetimi ve ligisiz Bir
Ogretmen Olma alt boyutlarina ait puanlarda okunan lisans bélim grubu degiskenin (p<,001).
istatistiksel olarak anlamli farkliliklar yarattigi saptanmistir. Okunan bélim grubu degiskenin
yarattigi farkin kaynagini belirlemek amaciyla BOOB ve KOOB toplam puanlari ile BOOB ve
KOOB alt boyut puanlari tizerinde Okunan bdliim grubu degiskeni Post Hoc (Tukey’s) testleri
yapilmistir.

Tablo 9. Okunan Bélim Grubu Degigkenine Gére BOOB ve KOOB Olgekleri Toplam ve Alt Boyutlarina
Ait Post Hoc testi sonuglari

Bagimli degisken

(I) Bolim (J) Boliim Ortalama
Grubu Grubu fark (I-J) Sx P

Profesyonellik Genel kilttr Genel yetenek -2,14103" ,26408 ,000
Sanat ve spor -1,27437° ,37523 ,002

Genel yetenek Genel kilttr 2,14103" , 26408 ,000

Sanat ve spor Genel kilttr 1,27437 ,37523 ,002

Ogretmeyi Ogrenme Genel kuiltiir Sanat ve spor 7,34502°  ,43791 ,000
Genel yetenek Sanat ve spor 7,37651" ,45350 ,000

Sanat ve spor Genel kiltir -7,34502" ,43791 ,000

Genel yetenek -7,37651°  ,45350 ,000

BOOB Genel kultur Genel yetenek -2,17252° ,40365 ,000
Sanat ve spor 6,07065" ,57355 ,000

Genel yetenek Genel kulttr 2,17252" ,40365 ,000

Sanat ve spor 8,24317" ,59398 ,000

Sanat ve spor Genel kilttr -6,07065" ,57355 ,000

Genel yetenek -8,24317° ,59398 ,000

Yaratici Olmayan ﬁgretim Genel kultur Genel yetenek -1,04243" ,23686 ,000
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Genel yetenek Genel kilttr 1,04243" ,23686 ,000

Yetersiz Sinif Yonetimi Genel kilttr Genel yetenek -1,65714" ,28888 ,000
Genel yetenek Genel kilttr 1,65714" ,28888 ,000

Sanat ve spor 1,68254" ,42508 ,000

Sanat ve spor Genel yetenek -1,68254" 42508 ,000

ilgisiz bir Ogretmen Olma Genel kultir Genel yetenek -1,42286" ,27232 ,000
Sanat ve spor -4.41270° ,38694 ,000

Genel yetenek Genel kilttr 1,42286" , 27232 ,000

Sanat ve spor -2,98984" 40071 ,000

Sanat ve spor Genel kltar 4,41270° ,38694 ,000

Genel yetenek 2,98984"  ,40071 ,000

KoOB Genel kltir Genel yetenek i -4,12243" 54834 ,000
Sanat ve spor -4,64688" ,77913 ,000

Genel yetenek Genel kilttr 412243 ,54834 000

Sanat ve spor Genel kilttr 4,64688" ,77913 ,000

Tablo 9'da gdriilen okunan bdlim grubu degiskenine gére BOOB ve KOOB toplam ve alt
boyutlarina ait Post Hoc testi sonuglari incelendiginde. BOOB toplam ve alt boyutlarina ait Post
Hoc test sonuclari ile bolim gruplari arasindaki anlamli farkliliklarin hangi ikililer arasinda oldugu
goriilmektedir. BOOB Toplam puaninda genel killtir ile genel yetenek arasinda (genel yetenek
lehine) anlaml fark -2,17 (p<,000), genel kiltur ile sanat ve spor arasinda (genel kultir lehine)
anlaml fark 6,07 (p<,000), genel yetenek ile sanat ve spor arasinda (genel yetenek lehine)
anlamli fark 8,24 (p<,000) olarak tespit edilmistir. BOOB Profesyonellik alt boyutu puanlarinda
genel kiltlr ve genel yetenek arasinda (genel yetenek lehine) anlamli fark -2,14 (p,000), genel
kultdr ile sanat ve spor arasinda anlamli fark (sanat ve spor lehine) -1,27 (p<.002) olarak tespit
edilmistir. BOOB Ogretmeyi Ogrenme puaninda genel kiiltiir ile sanat ve spor grubu arasinda
(genel kiltir lehine) anlamh fark 7,34 (p<,000), genel yetenek ile sanat ve spor grubu arasinda
(genel yetenek lehine) anlamli fark 7,37 (p<.000) olarak saptanmistir.

Tablo 9'da gdriilen okunan bélim grubu degiskenine gére KOOB toplam ve alt boyutlarina ait
Post Hoc testi sonuglari incelendiginde. KOOB toplam ve alt boyutlarina ait Post Hoc test
sonuglari ile bolim gruplan arasindaki anlamli farkhliklarin hangi ikililer arasinda oldugu
gorilmektedir. Buna gére KOOB Toplam puaninda genel kiiltir ile genel yetenek arasinda
(genel yetenek lehine) anlamli fark -4,12 (p<,000), sanat ve spor ile genel kiltur arasinda (sanat
ve spor lehine) anlamh fark 4,64 (p<,000), genel yetenek ile genel kiltir arasinda (genel
yetenek lehine) anlamli fark 4,12 (p<,000) olarak tespit edilmistir. KOOB Yaratici Olmayan
Ogretim, Yetersiz Sinif Yénetimi ve llgisiz Bir Ogretmen Olma alt boyutlarinda genel kiiltir, genel
yetenek ve sanat ve spor gruplari arasinda anlamli farkhliklar bulunmustur. Yaratici Olmayan
Ogretim alt boyutunda genel kiiltiir ile genel yetenek arasinda (genel yetenek lehine) anlamli
fark 1,04 (p<,000), saptanmistir. Yetersiz Sinif Yénetimi alt boyutunda genel kiltir ile genel
yetenek arasinda (genel yetenek lehine) anlamh fark 1,65(p<,000), genel yetenek ile sanat ve
spor arasinda (genel yetenek lehine) anlaml fark 1,68 (p<,000) saptanmistir. ligisiz Bir
Ogretmen Olma alt boyutunda genel yetenek ile genel kiiltiir arasinda (genel yetenek Iehine)
anlamli fark 1,42(p<,000) olarak, genel yetenek ile sanat ve spor grubu arasinda (sanat ve spor
lehine) anlamli fark -2,98 (p<,000) olarak genel kiltir ile sanat ve spor grubu arasinda (sanat
ve spor lehine) anlamli fark -4,41 (p<,000) olarak saptanmistir.
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3.2. Arastirmanin nitel boyutuna iligkin bulgular

Aragtirmanin nitel boyutunda 6gretmen adaylarinin sahip olduklari korkulan olasi benlik
algilarinin altinda yatan nedenler saptanmaya calisiimistir. Elde edilen nitel verilerde 6gretmen
adaylarinin basarili bir sinif yénetimi yapamamak, sinifin diizenini saglayamamak, égretimde
basarili olamamak, etkili ve adaletli bir 6gretmen olamamak gibi kaygilar tasidiklari saptanmistir.
Ogretmen adaylari s6z konusu kaygilara gerekce olarak 6grencilerin teknolojik aletleri
kullanmaya aligtiklari i¢in ¢cabuk sikilabildiklerini, uzun siire derse odaklanamadiklar icin
6gretim slirecinin zorlasabildigini, ailelerin 6grencileri glinimizde fazla simarttigini bu nedenle
sinifta diizeni saglamanin ve basarili bir sinif ydnetimi yapmanin zor oldugunu ifade etmiglerdir.
Ogretmen adaylarinin diger bir dnemli endise kaynag ise basarili bir 8gretim yapamamaktir.
Bunun nedeni olarak, kendilerini alan igeriginde, dgretim yéntem ve tekniklerinde yeterli
gormedikleri, yeterince uygulama yapma firsati bulamadiklari, kendilerini gelistirmek icin cok
caba gostermedikleri gibi gerekceler ifade etmiglerdir. Bununla birlikte 6gretmen adaylar
dgrencilerini yeni nesil olarak tanimlayip, onlarin teknolojik araglara aligtiklarini, ilgilerinin gabuk
dagilabildigini, ¢abuk sikilabildiklerini bu nedenle anlattiklarinin sikici bulunmasindan, ilgi
gbérmemesinden sikici ve etkisiz bir 6gretmene ddnismekten korktuklarini ifade etmiglerdir.
Ayrica 6gretmen adaylar basarili, 6z verili ve uslu 6grencilere kendilerini daha yakin
hissedebildiklerini bu nedenle basarili olan 6grencilere daha yakin olmaktan, adil olamamaktan
kaygl duyduklarini ifade etmiglerdir. Yari yapilandiriimig gériismeler sonucunda ulasilan bazi
o6gretmen adayi goruslerine asagida yer verilmistir

Birinci Soru: Sinifimi iyi ydnetememekten korkuyorum. CUnk:

Sinifimi iyi yénetememekten korkuyorum. Clinkd: Sinifi iyi bir sekilde yonetmek icin gerekli
tecriibeye sahip degilim. (O-2) lyi bir sinif yénetimi yapamamaktan korkuyorum. Ciinkdi: Yeni
nesil cok simarik ve veliler 6grencileri en ufak uyardiginda sikayete geliyor. (O-13) Sinifimi iyi
ybénetememekten korkuyorum. Clnkl karakterim naif ve égrencileri yénetecek kadar sinif
yénetiminde iyi olamayabilirim. (O-21)

ikinci Soru: Konuyu égretmekte basarili olamamaktan korkuyorum. Ciinki:

Konuyu &gretme de basarili olamamaktan korkuyorum clinki: Egitim hayatinda cok basarili
degilim. (0-22) lyi bir égretim yapmamaktan korkuyorum c¢iinkii okudugum bélim ile ilgili
yeterince bilgiye sahip oldugumu dtisiinmdiiyorum. (O-31) Dersimin igerigini iyi anlatamamaktan
korkuyorum. Clinkii alanimda kendimi yeterli hissetmiyorum. (O-34) Konuyu 6gretme de
basarili olamamaktan korkuyorum c¢linki: Kendi alanim ile ilgili cok istekli degilim (O-1). Konuyu
ogretme de basarili olamamaktan korkuyorum clinkl nasil derse giris yapacagimi nasil, ders
isleyecegimi, onlari nasil 6lgecegimi bilmiyorum, bu konuda kendimi yeterli bulmuyorum (O-4).

Uclincii soru: Ogretimde basarili olamamaktan korkuyorum. Ciinkii:

Ogretimde basarill olamamaktan korkuyorum. Ciinkd: Bilgilerimi en dogru ve en glizel sekilde
aktaramamaktan korkuyorum. Ciink(i yeteri kadar sabirli olamayabilirim. (O-14) Ogretimde
yeterince basarili olmamaktan korkuyorum. Clink(i her égrencinin bireysel ézellikleri farkli ve
onlara yénelik yeterince dgretim yéntemleri bilgisine sahip degilim. (O-18) Odretimde bagarili
olamamaktan korkuyorum. Clinki: Ogretim yapabilmek icin égretim yéntemleri bilmek ve
deneyimli olmak gerekiyor, ben yeterli degilim bu konuda. (0-20) Odretimde basaril
olamamaktan korkuyorum. Clinkd: Ogretimde basarili olmak icin kendine ézgiiveninin olmasi
gerekiyor bu nedenle yeterince basarili olmayabilirim. (O-24) Ogretimde basarili olamamaktan
korkuyorum. Clinkii: Ogretim icin yeterince donanima sahip oldugumu dtigiinmiyorum. (O-18)
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Ogretimde basarili olamamaktan korkuyorum. Ciinki: Ogretmede basarili olmak icin yeterince
tecriibem yok, stajda bir deneyim elde edemedim. (0-33) Ogretimde basarili olamamaktan
korkuyorum. Cinki: Ogretmen oldugunda &grencilerime  bilgimin  yetmemesinden
cekiniyorum. Bilgi diizeyimin onlar icin yeterli olamayacadini diistiniiyorum. (O-3)

Dérdlnci soru: Sinifta sessizligi, diizeni saglayamamaktan korkuyorum. Cnku:

Sinifta sessizligi, diizeni saglayamamaktan korkuyorum. Ciinki: Ogrencilerin ilgisi cabuk
dagiliyor, cabuk sikiliyorlar bunu engelleyememekten korkuyorum (37). Ogretmenlige basladin
ilk yilda sinif diizeni ve kontroliinii saglayamamaktan korkuyorum clink(i gerekli tecriibeye sahip
degilim. (34) Sinifta sessizligi, dlizeni saglayamamaktan korkuyorum. Clinkd: égrencilere nasil
yaklasacagimi bilmiyorum. (O-6) Sinifi iyi idare edememekten korkuyorum. Clnki dig
gériinimimden dolayi ézgiivenim fazla degil. O yiizden sinifa hakim olamayabilirim. (O-29)
Sinifta sessizligi, dlizeni saglayamamaktan korkuyorum. Clinkii: Glnilmdzde aileler cocuklari
hi¢c uyarmiyor, okulda ayni sekilde uyarilarimi dinlemeyebilirler.

Besinci soru: Etkisiz bir 6gretmen olmaktan korkuyorum. Cunku:

Etkisiz bir 6gretmen olmaktan korkuyorum. Clnkd: Gindmdiz 6grencilerinin ve gengliginin
o6grenmekten cok muhalefet etmek veya 6gretmenleri zor durumda birakmak icin ugrastigini
dlistiniiyorum o nedenle onlara karsi etkisiz olmaktan korkuyorum. (O-7) Etkisiz bir 6gretmen
olmaktan korkuyorum. Ctinkii: Ogrencilerin ¢ogu ¢ok istekli ve motivasyonlu degiller sirf okula
gelmek icin geliyorlar ve onlari egitmenin zor oldugunu dtisiiniiyorum. (O-10) Etkisiz bir
o6gretmen olmaktan korkuyorum clinku: Glnlmdz cocuklari cok hareketli ve dikkatleri dagiliyor
ben de cok tecriibeli degilim. (O-23). Etkisiz bir égretmen olmaktan korkuyorum. Clnkii:
Yumusak bir karaktere sahibim ve &drencilik hayatimda hep buna sahit oldum. (0-32) Etkisiz
bir 6gretmen olmaktan korkuyorum. ClinkUl. Beni yeterince dinlemeyeceklerinden korkuyorum
(O-26). Etkisiz bir 6gretmen olmaktan korkuyorum. Clinkii: yeterince bilgim yok (O-15). Etkili
bir 6gretmen olamayabilirim. Clinkl égrencilerin dersleri iyi dinleyip, takip edip calisacaklarina
inaniyorum. Bu da égretmenlik hevesimi kirabilir(O-19).

Altinci soru: Dersi sikicl islemekten korkuyorum. Cunk:

Sikici bir 6§retmen olmaktan korkuyorum. Clink: Ogrenciler stirekli tablet, bilgisayar kullaniyor.
Onlarin ilgisini yeterince cekemeyebilecegimi dtisiintiyorum. (0-5), (O,12) Sikici bir égretmen
olmaktan korkuyorum Cdnkd: Yeni nesil 6grencilerin ¢cok simartildigini, velilerin onlarin her
dediklerini yaptiklarini discintiyorum. Bu nedenle &grenciler égretmenin yénetiminden ¢abuk
sikilabilirler (O-9). Sikici bir 6gretmen olmaktan cekiniyorum. Ciinkd: Yeni nesil égrencilerin
ilgisini cekecek ders yéntemlerini bilmiyorum (O-11). Dersi sikici islemekten korkuyorum.
Clinki: Kendi 6gretmenlerim gibi hep ayni sekilde ders anlatabilirim (O-35).

Yedinci Soru: Ogrencilerime karsi adil davranamamaktan korkuyorum. Cinkii:

Ogrencilerime karsi adil davranamamaktan korkuyorum. Clinkii: Derse katilan, dersi dinleyen
égrencilere daha cok ilgi gésterecegimden endise ediyorum. (O-2) Odrencilerime kargi adil
olamamaktan korkuyorum. Clinki: Tanidigim bircok 6gretmen bunu yapamadigi icin ben de
yapamayabilirim (O-25). Adaletli olamamaktan korkuyorum. Ciinkii: Benim égretmenlerim bana
kars! hi¢ adaletli olmadi. (O-27) Ogrencilerime kargi adaletli olamamaktan korkuyorum ¢iinkii:
Davraruglari diizgiin ve bagarili 8grencilere karsi zaafim var. (0-36) ve (O-28)

137



Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

4. Sonug / Tartisma / Oneriler

Bu arastirmada &6gretmen adaylarinin, meslegin ilk yilinda basarmak istedikleri ve
basaramamaktan korktuklari mesleki sorumluluklarina ait olasi benlik algilarinin c¢esitli
degiskenlere gore degisimini incelemek ve korkulan benlik algilarinin altinda yatan nedenleri
arastirmak amaclanmistir. Bu ama¢ dogrultusunda mevcut arastirmada ulagilan bulgular
6gretmen adaylarinin beklenen ve korkulan olasi 6gretmen benlik algilarini inceleyen baska
arastirma sonuglariyla tartisilmaya calisilacaktir.

Mevcut arastirma sonucunda égretmen adaylarinin beklenen olasi 6gretmen benlik algilarinin
(BOOB) yilksek seviyede oldugu saptanmistir. Buna gére dgretmen adaylarinin meslegin ilk
yihinda sorumluluklarini basari ile yerine getirebilecegine ve mesleki olarak yeterli bir 6gretmen
olabilecegine iliskin algilarinin ylksek dlizeyde oldugu sdylenebilir. Benzer sekilde alan yazinda
Aktas (2019); Giin ve Turabik (2019); Karali (2018); Olger (2019); Tatli Dalioglu (2016); Terzi,
Uyangor ve Dukler, (2018); Turan ve Yilmazer (2019) arastirmalarinda 6gretmen adaylarinin
beklenen olasi 8gretmen benlik algilarini (BOOB) yilksek diizeyde saptamiglardir.

Ogretmen adaylarinin BOOB Olgegi profesyonellik ve dgretmeyi 6grenme alt boyutlarina
yonelik algilar yiksek dizeyde saptanmistir. Buna gére 6gretmen adaylarinin meslekteki ilk
yillarina yoénelik 6gretmenlik performansi ve profesyonel davranabilme algilarinin ylksek
dizeyde oldugu sdylenebilir. Benzer sekilde meslegin ilk yilina yonelik beklenen olasi benlik
algilart yiksek olan 6gretmen adaylarinin mesleki yeterlikler konusunda kendilerini yeterli
gorduikleri ve mesleki sorumluklarini basariyla yerine getirebileceklerine yonelik olumlu algilar
icinde olduklan dustnilmektedir. Benzer sekilde alan yazinda; Aktas (2019); Gin ve Turabik
(2019); Karali (2018); Olger (2019); Tatl Dalioglu (2016); Terzi ve dig. (2018); Turan ve Yilmazer
(2019) ®gretmen adaylan ile gerceklestirdikleri arastirmalarda BOOB dlgegi 6gretmeyi
o6grenme ve profesyonellik alt boyut algilarinin ylksek dizeyde oldugunu saptamislardir.

Mevcut aragtirmaya katilan 6gretmen adaylarinin korkulan olasi égretmen benlik (KOOB) algilar
orta dizeyde saptanmigti. Buna gdre Ogretmen adaylarinin, meslegin ilk yilindaki
sorumluluklarini basariyla yerine getirme konusunda yiUksek bir korku tagimadiklari séylenebilir.
Benzer sekilde alan yazin arastirmalarinda 6gretmen adaylarinin korkulan olasi 6gretmen benlik
(KOOB) algilari yiiksek diizeyde saptanmamistir. Aktas (2019); Giin ve Turabik (2019); Karali
(2018); Tath Dalioglu (2016); Olger (2019); Turan ve Yimazer (2019); Terzi ve dig. (2018)
arastirmalarinda égretmen adaylarinin korkulan olasi égretmen benlik (KOOB) algilarini diisiik
dizeyde saptamislardir.

Ogretmen adaylarinin, KOOB Olgegine ait yaratici olmayan égretim, yetersiz sinif ydnetimi ve
ilgisiz bir 6gretmen olma alt boyutlarina yénelik korkulan olasi 6gretmen benlik algilar distk
seviyede saptanmistir. Bu nedenle 6gretmen adaylarinin sinifi ydnetimi, yaratici bir égretim
yapma, ilgisiz bir 6gretmen olma hususlarinda fazla korku tagimadiklar bununla birlikte yaratici
bir 6gretim, basarili sinifi yonetimi ve mesleki performans gerceklestirebileceklerine iligskin
olumlu algilar tagidiklari ifade edilebilir. Benzer sekilde alan yazinda Aktas (2019); Tath Dalioglu
(2016); Olger (2019); Karali (2018); Terzi ve dig. (2018); Giin ve Turabik (2019); Turan ve
Yilmazer, (2019) aragtirmalarinda &gretmen adaylarinin KOOB Olgegi alt boyutlarina ait
korkulan olasi 6gretmen benlik algilarini diisiik diizeyde saptamiglardir. Sonug olarak (BOOB)
ve (KOOB) Olgegi toplam ve alt boyutlarina ait ulasilan bulgularin alan yazinda yer alan
arastirmalar ile benzerlik gésterdigi sdylenebilir.
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Arastirma sonucunda 6gretmen adaylarinin BOOB ve KOOB Olcek toplam puan ve alt
boyutlarina ait bagimsiz érneklem t testi puanlar Gzerinde cinsiyet degiskenin anlaml bir farklik
yaratmadigi saptanmistir. Buna gére 6gretmen adaylarinin beklenen olasi 6gretmen benlik
(BOOB) algilari ve korkulan olasi 6gretmen benlik (KOOB) algilari tizerinde cinsiyet degiskenin
anlaml bir degisiklige neden olmadidi, 6gretmen adaylarinin meslege baslayacaklari ilk yilda
kendilerinden bekledikleri olumlu mesleki performans beklentileri ile korkulan kétl performans
senaryolarina ydnelik kaygilarinin cinsiyete bagl olarak degismedigi ifade edilebilir. Mevcut
arastirma sonuglarina paralel olarak Aktas (2019); Babanoglu ve Agcam (2018); Bozdam
(2008); Dursun ve Karagin (2012); Perry ve Vance (2010) arastirmalarinda &gretmen
adaylarinin beklenen olasi 6gretmen benlik (BOOB) algilarinda cinsiyet degiskeninin kadin ve
erkek ©gretmen adaylari arasinda anlamh farklihk yaratmadigini saptamiglardir. Mevcut
arastirma sonugclarindan farkli sonuglara ulasan Tatli-Dalioglu (2016); Olger (2019); Karali
(2018); Babanoglu (2017) ise d3retmen adaylarinin beklenen olasi 6gretmen benlik (BOOB)
algilan tzerinde cinsiyet deg@iskeninin kadin cinsiyeti lehine farkllik gosterdigini saptamgtir.

Ogretmen adaylarinin korkulan olasi 6gretmen benlik (KOOB) algilari toplam puanlar iizerinde
cinsiyet degiskenin anlamli bir degisiklige neden olmadigi saptanmistir. Benzer sekilde Karali
(2018) ve Perry ve Vance (2010) o6gretmen adaylariyla gerceklestirdikleri arastirmalarinda
korkulan olasi égretmen benlik (KOOB) algilari toplam puanlari tizerinde cinsiyet degiskenin
anlamli farklilik yaratmadigini saptamiglardir. Ogretmen adaylari ve égretmenler ile yapilan
benzer calismalarda; Kutlu ve Sogukpinar (2015), 6gretmenlerin benlik saygisi ve mesleki
benlik saygisi arasinda cinsiyet degiskenin anlamli farkliliklar yaratmadigini saptamistir. Cesur,
(2007) 6gretmenlerin mesleki benlik algilar ve sorumluluguna dayali sinif yénetimi becerilerinin
cinsiyet degiskenine gore degismedigi bulgusuna ulagmistir. Isik (2006) benlik ve mesleki benlik
algilari Gzerinde cinsiyet degiskeninin anlamh bir farkhliklar yaratmadigini saptamistir. Benzer
sekilde Celen ve Bulut, (2015); Cakmak, (2008) 6gretmen adaylarinin mesleki kaygilarinin
cinsiyet degiskenine goére anlamh farklilk yaratmadigini saptamiglardir. Mevcut arastirma
bulgularindan farkli olarak Aktas (2019), Tatl Dalioglu (2016), Olger (2019), Karali (2018), Terzi
ve dig. (2018), Gun ve Turabik (2019) ve Hamman vd., (2010) arastirmalarinda 6gretmen
adaylarinin  olasi benlik algilarinin cinsiyet degiskenine gore farkhliklar go&sterdigini
saptamiglardir. Tath-Dalioglu (2016) ve Aktas (2019) arastirmalarinda kadin 6gretmen
adaylarinin meslekteki ilk yillarina yénelik KOOB algilarinin erkek égretmen adaylarina gore
biraz daha fazla oldugu sonucuna ulasmiglardir.

Mevcut arastirma KOOB Olgegi alt boyutlarina ait puanlar incelendiginde cinsiyet degiskenine
gbre 6gretmen adaylarinin yaratici olmayan égretim ve yetersiz sinif ydnetimi puanlarinin kadin
o6gretmenler lehine farkhlik gdsterdigi, ilgisiz bir 6gretmen olma puanlarinda ise cinsiyet
degiskeninin farklilik yaratmadigi saptanmistir. Turan ve Yilmazer (2019) KOOB yetersiz sinif
ybnetimi alt boyutunda cinsiyet bakimindan kadin 6gretmenler lehine anlamh farkliliklar
saptamistir. Terzi ve dig. (2018) arastirmalarinda 6gretmen adaylarinin meslege basladiklari ilk
yllda mesleki sorumluluklarina ait korkularinin kadin cinsiyeti lehine anlamli farklilik gdsterdigini
saptamistir. Ogretmen adaylar ve d3retmenler ile yapilan benzer calismalarda Uslu (2015);
Demir vd. (2011); Ancak ve Dilmag (2003) arastirmalarinda égretmen benlik saygisi Uzerinde
cinsiyet degiskenin kadin 6gretmen adaylar lehine istatistiksel olarak anlamli bir farkllk
yarattigini saptamiglardir.

Arastirma bulgularinda lisans program tiirii degiskenin 6gretmen adaylarinin beklenen (BOOB)
ve korkulan olasi 6gretmen benlik (KOOB) algilarina ait toplam ve alt boyut puanlari izerinde
anlaml farkhliklar yarattigi saptanmistir (p<,001). Buna gére égretmen adaylarinin meslegin ilk
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yilinda goésterebilecekleri olasi olumlu ve olumsuz performans algilarinin okunan lisans program
tirl  degiskenine gdre anlamli farkllik gdsterdigi soylenebilir. Ogretmen adaylarinin,
6gretmenlik mesleginde basarili olma, mesleki sorumluluklar konusunda kendilerini hazir
hissetme algilarinin ve meslekte basarili olamama kaygilarinin okuduklar egitim programlarina
bagl olarak degiskenlik gosterdigi saptanmistir. Buna goére en buylk kaygiyl matematik, sonra
ingilizce 6gretmen adaylarinin duydugu, en az kaygiy! ise resim égretmen adaylarinin duydugu
saptanmstir. Bunun nedeni olarak matematik ve ingilizce ders branslarinin diger branglara gére
ogrenciler tarafindan daha zor bulunmasi, 6gretiminin daha kompleks olmasi distntlebilir.

Sinif kademesi degiskeni Tek yoénlii ANOVA sonuglarina gére égretmen adaylarinin BOOB
profesyonellik alt boyutuna ait algilarda ve KOOB toplam puan ve KOOB alt boyutlarina ait
algilarda sinif kademesi degiskenin anlamli bir farklihk yaratmadigi saptanmigtir. Buna gore
o6gretmen adaylarinin meslegin ilk yilinda sergileyecekleri olasi beklenilen profesyonellik
performans algilarinin ve korkulan olasi mesleki performanslarina ait kaygilarinin sinif kademesi
degiskenine gore degisiklik gdstermedigi sdylenebilir. Bununla birlikte sinif kademesi degiskeni
Tek yonlii ANOVA sonuglarinda 6gretmen adaylarinin beklenen olasi 6gretmen benlik (BOOB)
algilari toplam puanlarinda ve BOOB 6gretmeyi 6grenme alt boyutuna ait puanlarda sinif
kademesi degiskeninin anlamli bir farkhlik yarattigi saptanmistir. Buna goére &6gretmen
adaylarinin meslegin ilk yilina ydnelik beklenen olasi olumlu beklentilerinin sinif kademesi
degiskenine gore anlamli bir sekilde farklilastigi ve sinif kademesine bagl olarak égretmeyi
6grenme alt boyutuna yonelik olumlu algilarinin degisiklik gosterdigi sdylenebilir. Benzer sekilde
Olger (2019), arastirmasinda d6gretmen adaylarinin, beklenen olasi 6gretmen benlik (BOOB)
algilarinda okuduklari lisans sinif kademesi degiskenin farkllik yarattigini saptamistir.

Mevcut arastirmanin nitel bulgularinda 6gretmen adaylarinin  meslegin ilk yilinda
basaramamaktan korktuklari mesleki sorumluluklarina ait korkulan olasi 6égretmen benlik
(KOOB) algilarinin altinda nedenler ve gerekgeleri arastinimistir. Bunun sonucunda égretmen
adaylarinin: Bagarih bir sinif ydnetimi yapamamak, sinifin diizenini saglayamamak, ders igerigini
iyi anlatamamak, dogru ve basarili bir sekilde 6gretim ydntem ve tekniklerini uygulayamamak,
etkili ve adaletli olmayan bir 6gretmene déniismek gibi mesleki kaygilar tasidiklari ve yeterince
staj yapma firsati bulamadiklari icin kendilerini deneyimsiz gérdiklerine yonelik nitel arastirma
bulgularina ulagilmistir. Mevcut arastirmanin nitel boyutuna ait bulgular destekler sonuglar alan
yazinda yer bulmustur. Ornegin Seferoglu (2004), dgretmen adaylarinin (iniversite bittikten
sonra meslege basladiklari zaman alan ile ilgili kitaplar okuyarak, deneyimli 6gretmenlerden
yardim alarak, seminer ve kurslara katilarak kendilerini mesleki olarak gelistirmeyi planladiklari
bulgusuna ulagmigtir. Tath Dalioglu ve Adigizel (2017) ise 6gretmen adaylarinin meslegin ilk
yilina iligkin mesleki yeterlik algilari ile KOOB algilarinin iligkili oldugunu saptamistir. Bu nedenle
egitim ve 6gretimde istenilen verime ulasabilmek icin 6gretmen adaylarinin iyi derecede alan
ve pedagoji bilgisine sahip olmasinin yani sira kendilerini teknolojik ara¢ ve uygulamalar
konusunda ¢agin gereklerine uygun olarak yetistirmeleri ve gerekli mesleki gelisim yeterliklerini
kazanmalari gerekmektedir (Pali¢ ve Keles, 2011). Ogretmen adaylari, velilerin gocuklarin her
dedigini yapmasl ve simartmasi nedeniyle o6grencilerin sinifta sz dinlemedigini ifade
etmiglerdir. Bu bulguyu destekler sonuglara alan yazinda ulasiimistir. Ornegin, Pali¢ ve Keles
(2011); Kirbas ve Atay (2017) dgretmenlerin, en ¢ok karsilagtiklari sorunlarin nedenini aile
ortamlarindan kaynaklanan ve dgrenciyi etkileyen olumsuz ders tutumu olarak saptamislardir.
Ayrica Sadik ve Arslan (2015) ile Pali¢ ve Keles (2011) arastirmalarinda 6gretmenlerin, derste
yasanan disiplin problemlerinin nedenlerini aile ve 6grenci 6zelliklerinden kaynaklanan olumsuz
tutumlar olarak ifade ettigi bulgularina ulagmislardir.
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Ayrica nitel bulgular kapsaminda 6gretmen adaylari, 6gretim ydntem tekniklerini yeterince
bilmemek, dersi ayni 6gretim ydntemlerini kullanarak islemek gibi gerekgeler nedeniyle sikici
bir 6gretmen olmaktan korktuklarini ifade etmislerdir. Bu bulguyu destekler sekilde, Cakmak
vd., (2008) dersin slrekli ayni sekilde islenmesinin égrencilerde dikkat ve sikilma sorunlari
yaratabildigini bu nedenle 6gretmenlerin, derste farkli 6gretim ydntem ve tekniklerden
faydalanarak dersi ilgi cekici hale doénustirmeleri gerektigini ifade etmiglerdir. Baz
o6gretmenlerin dersi sikici islememelerindeki en 6nemli faktor cesitli 6gretim yéntem ve
tekniklerdeki yeterliliklerinin ylksek olmasi, dersi farkli yéntem ve teknikleri kullanarak
islemeleridir (Kahyaoglu ve Yangin, 2007). Sinif ydnetiminde basarili olabilmek igin gereken
ozellikleri dgretmenler: iletisim becerisi, alan ve pedagoji bilgisi, mesleki deneyim ve planli
olmak olarak ifade etmisleridir (Palic ve Keles, 2011). Bu nedenle 6gretmenler mesleki
sorumluluklarinda basarili olduklari diizeyde sinif yénetiminde basarili olabilmektedirler (Pali¢
ve Keles, 2011). Ogretmen adaylari, 6grencilerin teknolojik araclara alistiklarini, ilgilerinin gabuk
dagildigini, cabuk sikilabildiklerini bu nedenle derste sikici ve etkisiz bir 6gretmene
dontsmekten korktuklarini ifade etmislerdir. Bu dogrultuda Cakmak (2011) arastirmasinda
6gretmen adaylarinin 6gretmen roliinde zaman icinde yasanan en biylk degisim olarak artan
teknoloji kullanimini ifade ettiklerini saptamistir. Benzer sekilde Olger (2019), giinimiizde
6grencilerin teknolojik araclar ile gecirdikleri oyun, eglence zamanlarindan sonra klasik ders
isleme yontemlerinin kullanildii  siniflarda sessiz kalmakta ve derse odaklanmakta
zorlandiklarini, dikkatlerinin dagildigini bu nedenle sinifta gurllti ve kargasaya neden
olabildiklerini bu durumun sinif yénetimini zorlastirdigini ifade etmistir. Ayrica s6z konusu
durumun 6gretmenlerin; sinifin dizeni korumalarinda, 6grencilerin ilgilerini ders Uzerinde
tutmalarinda ve etkili bir 6gretim yapmalarinda guglikler yasamalarina neden olabilmektedir.
Bu gibi olumsuz sonuglar ile karsilasmamak icin 6gretmenlerin kendilerini teknolojik ara¢ ve
uygulamalar konusunda c¢agin gereklerine uygun olarak yetistirmeleri ve teknolojik anlamda
gerekli mesleki 6zellikleri kazanmalari gerekmektedir (Pali¢ ve Keles, 2011).

Sonug olarak mevcut arastirma bulgularinin alan yazin ile paralellik gdsterdigi, nitel bulgularin
nicel bulgulari dogruladigi ve daha iyi anlasilabilmesini saglayabildigi ifade edilebilir. ileriki
arastirmalar icin 6gretmen adaylarinin olasi benlik algilar ile farkli baglamlar arasindaki iliski
dizeyinin incelenmesi dnerilebilir.

141



Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Kaynakca

Abu-Alruz, J., & Khasawneh, S. (2013). Professional identity of faculty members at higher education institutions: a
criterion for workplace success.Research in Post-Compulsory Education, 18(4), 431-442.
https://doi.org/10.1080/13596748.2013.847235

Aktas, 2019, ingilizce 6gretmen adaylarinin meslekteki ilk yillarina yénelik olasi benlikleri ile 6zel alan yeterlikleri
arasindaki iliski, Yayinlanmamis Yuksek Lisans Tezi, Van Yizunci Yil Universitesi Egitim Bilimleri Enstitus(,
Van

Aktas, K., & Aslan, M. (2022). A Correlational Study On Preservice English Teachers’special Field Competencies
And Possible Selves. Research in Pedagogy/Istrazivanja u Pedagodgiji, 12(2).
https://doi:10.5937/IstrPed2202298A

Alev, S. (2019). Ogretmenlerin 6z yeterlik kavramina iligkin algilari. Uluslararasi Toplum Aragtirmalari Dergisi, 14(20),
958-974. https://doi.org/10.26466/0pus.603276

Alruz, J., & Khasawneh, S. (2013). Professional identity of faculty members at higher education institutions: a
criterion for workplace success. Research in Post-Compulsory Education, 18(4), 431-442.
https://doi.org/10.1080/13596748.2013.847235

Aras, S., & Sozen, S. (2012). Turkiye, Finlandiya Ve Guney Kore'de Ogretmen Yetigtirme Programlarinin
Incelenmesi.

Aricak, O.T., ve Dilmag, B. (2003). Psikolojik danisma ve rehberlik 6grencilerinin bir takim degiskenler agisindan
benlik saygisi ile mesleki benlik saygisi diizeylerinin incelenmesi. Trakya Universitesi Sosyal Bilimler Dergisi,
3 (1), 1-8. https://hdl.handle.net/20.500.12395/18287

Arslan, E. (2018). Algilanan ebeveyn tutumu, algilanan sosyal destek ve benlik saygisinin ergenlerin akran zorba
davranis egilimi ile iliskisi. Unpublished master’s thesis) istanbul Arel University, istanbul.

Ay, B. (2007). Ogretmenlerin 6z-yeterlikleri ve &rgiitsel vatandaslik davranisi (Master's thesis, Afyon Kocatepe
Universitesi, Sosyal Bilimler Enstitiisi).

Aydin, F. (2022). Ogretmen kimliginin olusmasinda hizmet dncesi egitim ve okul ikliminin rolii, Yayimlanmamis
Doktora Tezi, Van Yiziinci Yil Universitesi Egitim Bilimleri Enstitlisu, Van

Aydin, F., & Aslan, M. (2024). Ogretmen Kimligi Algilan ve Ogretmen Kimlik Algilarinin Demografik Degiskenlere
Gére Degisimi. Marmara Universitesi Atatiirk Egitim Fakdiltesi Egitim Bilimleri Dergisi, 59(59), 171-204.
https://doi.org/10.15285/maruaebd.1359716

Babanoglu, M. P. (2017). A study on possible selves of Turkish pre-service EFL teachers. Arab World English Journal
(AWEJ) Volume, 8. https://dx.doi.org/10.2139/ssrn.3094508

Baki, A., & Gokegek, T. (2012). Karma ydntem arastirmalarina genel bir bakis. Elektronik Sosyal Bilimler Dergisi,
11(42), 1-21.

Bandura, A. (1977), “Self-Efficacy: Toward A Unifying Theory Of BehavioralChange”, Psychogical Review. 84 (2),
191-215

Barnett, M., Hernandez, J., & Melugin, P. (2018). Influence of future possible selves on outcome expectancies,
intended behavior, and academic performance. Psychological Reports, 0033294118806483.

Barni, D., Danioni, F., & Benevene, P. (2019) Teachers’ self-efficacy: The role of personal values and motivations
for teaching. Frontiers in Psychology, 10, 1645. https://doi:10.3389/fpsyg.2019.01645

Bolat, O. I. (2011). Oz yeterlilik ve tikenmislik iliskisi: Lider-iiye etkilesiminin aracilik etkisi. Ege Academic Review,
11(2), 255-266. https://hdl.handle.net/20.500.12462/4773

Bozdam, Ahmet (2008). “Ogretmen Adaylarinin Mesleki Kaygi Dizeylerinin Bazi Degiskenler Acisindan
incelenmesi”.Yiiksek Lisans Tezi, Selguk Universitesi, Saglik Bilimleri Enstitiisii. Konya.

Carver, C., Lawrence, J., & Scheier, M. (1999). Self-Discrepancies and affect: Incorporating the role of feared selves.
Personality and Social Psychology Bulletin. 25, 783-792. https://doi.org/10.1177/0146167299025007002

Celen, A., & Bulut, D. (2015). Assessment of occupational anxiety levels of physical education preservice teachers
(Aibu Example). The Journal of Academic Social Science, 3(18), 247-261.

Cesur, D. (2007). Sinif Ogretmenlerinin Benimsedikleri Sorumluluga Dayal Sinif Yénetimi Yaklagimlari ile Mesleki
Benlik AlgilariArasindaki lliskinin Incelenmesi (Silivri ligesi Ornegi). Yayimlanmamis Yilksek Lisans Tezi,
Yeditepe Universitesi Sosyal Bilimler EnstitlisQ, Istanbul.

Conway, P. F., & Clark, C. M. (2003). The journey inward and outward: A re-examination of Fuller's concerns-based
model of teacher development. Teaching and teacher education, 19(5), 465-482.
https://doi.org/10.1016/S0742-051X(03)00046-5

142


https://doi.org/10.1080/13596748.2013.847235
https://doi:10.5937/IstrPed2202298A
https://doi.org/10.26466/opus.603276
https://doi.org/10.1080/13596748.2013.847235
https://hdl.handle.net/20.500.12395/18287
https://doi.org/10.15285/maruaebd.1359716
https://dx.doi.org/10.2139/ssrn.3094508
https://doi:10.3389/fpsyg.2019.01645
https://hdl.handle.net/20.500.12462/4773
https://doi.org/10.1177/0146167299025007002
https://doi.org/10.1016/S0742-051X(03)00046-5

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods approaches (2nd ed.).
Thousand Oaks, CA: Sage.

Cross, S., & Markus, H. (1991). Possible selves across the life span. Human development, 34(4), 230-255.

Cakmak, M., Kayabas, Y., & Ercan, L. (2008). Ogretmen adaylarinin sinif yénetimi stratejilerine yénelik gérisleri.
Hacettepe Universitesi Egitim Fakiltesi Dergisi, 35, 53-64.

Colak, I., Yorulmaz, Y. 1., & Altinkurt, Y. (2017). Ogretmen &zyeterlik inanci dlgegi gegerlik ve giivenirlik galigmasi.
Mugla Sitki Kogman Universitesi Egitim Fakiiltesi Dergisi, 4(1), 20-32. https://doi.org/10.21666/muefd.319209

Dalioglu, S_.. T. (2016). Ogretmen Adaylarinin Meslek_teki ilk Yillarina Y&nelik Olasi Benlikleri ile Oz-Yeterlik inanclari
ve Ogretmenlige lliskin Tutumlari Arasindaki lliski (Doctoral dissertation, Anadolu University (Turkey)).

Darling-Hammond, L. (2000). Teacher quality and student achievement: A review of state policy evidence. Education
Policy Analysis Archives, 8(1), 1-44.

Demir, V., Glrsoy, F., & Ada, $. (2011). The Investigation College Pre-School Mastership Branch of Professional
Self Perception. Gaziantep University Journal of Social Sciences, 10(1), 597-614.

Denzine, G. M., Cooney, J. B., & McKenzie, R. (2005). Confirmatory factor analysis of the Teacher Efficacy Scale for
prospective teachers. British Journal of Educational Psychology, 75, 689-708.

Dey, I. (1993). Qualitative data analysis: A user-friendly guide for social scientists. London: Routledge.
https://doi.org/10.4324/97802034 12497

Dolgun, H., & Caner, M. (2018). Self-efficacy Belief profiles of pre-service and in-service EFL teachers. Mehmet Akif
Ersoy Universitesi Egitim Fakiiltesi Dergisi (48), 602-623. https://doi.org/10.21764/maeuefd.335597

Duman, S. N., & Tas, I. D. (2024). Ogretmen Adaylari Oz-Yeterligi Arastirmalarina lliskin Bibliyometrik Analiz
Calismasi. Gazi Egitim Bilimleri Dergisi, 10(2), 242-268. https://doi.org/10.30855/gjes.2024.10.02.004

Egmir, E., & Erdem, C. (2021). Ogretmen Adaylarinin Meslek Oncesi Ogretmen Kimliklerinin Yordayicisi Olarak 21.
Yiizyll Ogrenen Becerileri. Trakya Egitim Dergisi, 11(2), 953-968. https://doi.org/10.24315/tred.755615

Friesen, M. D., & Besley, S. C. (2013). Teacher identity development in the first year of teacher education: A
developmental and social psychological perspective. Teaching and Teacher education, 36, 23-32.
https://doi.org/10.1016/j.tate.2013.06.005

Geng, A. G. S. Z. (2000). Bilgi toplumunda 6dretmen egitimi. Kuram ve uygulamada egitim yonetimi, 23(23), 375-
386.

Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal of educational psychology,
76(4), 569.

Greene, J. C. (2005). The generative potential of mixed methods inquiry. International Journal of Research & Method
in Education, 28(2), 207- 211. https://doi.org/10.1080/01406720500256293

Guskey, T. R. (1987). Context variables that affect measures of teacher efficacy. The Journal of educational
research, 81(1), 41-47.

Giller C. (2017), Ogretmen adaylarinin mesleki amaglara ulasma arzulariyla bunlarin ulasilabilirligine iligkin nanglart:
o6gretmen kimligi ve olasi benliklerin rolleri Yayinlanmamis Yiksek Lisans Tezi, T.C. Abant Izzet Baysal
Universitesi Egitim Bilimleri Enstitiisti Egitim Bilimleri Anabilim Dali Egitim Programlar ve Ogretimi Bilim Dal,
Bolu

Gin, F., & Turabik, T. (2019). Odretmen adaylarinin olasi benliklerinin 6gretme motivasyonlari tizerindeki etkisi.
Cumhuriyet Uluslararasi Egitim Dergisi, 8(1), 214-234. https://doi.org/10.30703/cije.46837 1

Hair, J. F. (2010). Multivariate Data Analysis Hair Black Babin Anderson.

Hamman, D., Coward, F., Johnson, L., Lambert M., Zhou, L., & Indiatsi, J. (2012). Teacher possible selves: How
thinking about the future contributes to the formation of professional identity. Self and Identity, 1-30.
https://doi.org/10.1080/15298868.2012.671955

Hamman, D., Gosselin, K., Romano, J., & Bunuan, R. (2010). Using Possible-Selves Theory to understand the identity
development of new teachers. Teaching and  Teacher  Education, 26, 1349-1361
https://doi.org/10.1016/j.tate.2010.03.005

Hamman, D., Wang, E., & Burley, H. (2013). What | expect and fear next year: measuring new teachers’ possible
selves. Journal of Education for Teaching, 39(2), 222-234. https://doi.org/10.1080/02607476.2013.765194

Hamman, D., Wang, E., & Burley, H. (2013). What | expect and fear next year: measuring new teachers’ possible
selves. Journal of Education for Teaching, 39(2), 222-234.

143


https://doi.org/10.21666/muefd.319209
https://doi.org/10.4324/9780203412497
https://doi.org/10.21764/maeuefd.335597
https://doi.org/10.30855/gjes.2024.10.02.004
https://doi.org/10.24315/tred.755615
https://doi.org/10.1016/j.tate.2013.06.005
https://doi.org/10.1080/01406720500256293
https://doi.org/10.30703/cije.468371
https://doi.org/10.1080/15298868.2012.671955
https://doi.org/10.1016/j.tate.2010.03.005
https://doi.org/10.1080/02607476.2013.765194

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Hanna, F., Oostdam, R., Severiens, S. E., & Zijlstra, B. J. (2020). Assessing the professional identity of primary
student teachers: Design and validation of the teacher identity measurement scale. Studies in Educational
Evaluation, 64, 100822. https://doi.org/10.1016/j.edurev.2019.01.003

Hasinoff, S., & Mandzuk, D. (2005). Bonding, bridging, and becoming a teacher: Student cohorts and teacher
identity. Alberta Journal of Educational Research, 51(3). https://doi.org/10.11575/ajer.v51i3.55146

Hong, J., & Greene, B. (2011). Hopes and fears for science teaching: The possible selves of preservice teachers in
a science education program. Journal of Science Teacher Education, 22, 491-512.
https://doi.org/10.1007/s10972-011-9247-y

Hooker, K., & Kaus, C. (1992). Possible selves and healt behabiors in later life. Journal of Aging and Health. 4, 390-
411.Erigim tarihi: 12.01.2017. Erisim adresi: https://doi.org/10.1177/089826439200400304

Isbell, D. S. (2008). Musicians and teachers: The socialization and occupational identity of preservice music
teachers. Journal of Research in Music Education, 56(2), 162-178.
https://doi.org/10.1177/0022429408322853

Isik, E. N. (2006). Ogretmen Adaylarinin Benlik Kavramlari ile Mesleki Benlik Kavramlari Arasindaki Bagdasimin Bazi
Degiskenlere Gore Incelenmesi: Selguk Universitesi Ornegi. Yayimlanmamis Yiksek Lisans Tezi, Selguk
Universitesi Sosyal Bilimler Enstitiisii, Konya.

Johnson, R. B., & Onwuegbuzie, A. J. (2004). "Mixed methods research: A research paradigm whose time has
come". Educational Researcher, 33(7), 14-26. https://doi.org/10.3102/0013189X033007014

Kahyaoglu, M., & Yangin, S. (2007). ilkégretim 6gretmen adaylarinin mesleki ézyeterliliklerine iliskin gorisleri.
Kastamonu Egitim Dergisi, 15(1), 73-84.

Kao, Y., & Lin, S. (2015). Constructing a structural model of teachers’ professional identity. Asian Journal of
Management Sciences & Education, 4(1), 69-81.

Karali, M. A. (2018) Sosyal bilgiler ogretmen adaylarinin meslek oncesi ogretmen kimlik duzeyleri ile olasi benlikleri
arasindaki iliskinin incelenmesi (Examination of the relationship between preservice teacher identity levels of
social studies teacher candidates and their possible selves). (Unpublished master thesis). Usak: Usak
University.

Karasar, N. (2016). Bilimsel arastirma yontemi. Ankara: Nobel Akademik Yayincilik.

Karatas, E. (2023). Okul Midiirlerinin Hizmetkar Liderlik Davraniglari ile Ogretmenlerin Oz Yeterliklerine iliskin Bir
Karma Yéntem Calismasi (Master's thesis, Fatih Sultan Mehmet Vakif Universitesi).

Kelchtermans, G. (1993). Getting the story, understanding the lives: From career stories to teachers' professional
development. Teaching and teacher education, 9(5-6), 443-456. https://doi.org/10.1016/0742-
051X(93)90029-G

Keng, M. F., & Oktay, B. (2002). Akademik benlik kavrami ve akademik basari arasindaki iligki. Egitim ve Bilim,
27(124).

Kirbas, S., & Atay, A. (2017). Sinif Ogretmenlerinin Sinif Yénetiminde Yasadigi Sorunlar Ve Céziim
Onerileri. Electronic Turkish Studies, 12(28). http:/dx.doi.org/10.7827/TurkishStudies. 12451

Kozikoglu, I., & Senemoglu, N. (2018). Hizmet 6ncesi egitimin yeterligine iliskin égretmen algi dlgeginin gelistirimesi:
Gegerlik ve givenirlik calismasi. Van Yiziinci Yil Universitesi Egitim Fakdiltesi Dergisi, 15(1), 552-576.
http://dx.doi.org/10.23891/efdyyu.2018.79

Kériikei, O, ve Oduz, V. (2011). Okul dncesi egitimi 6gretmen adaylarinin mesleki benlik saygilar.. Kuramsal
Egitimbilim, 4(2), 77-85. Erisim tarihi: 15.09.2017. Erisim adresi: [http://dergipark.gov.tr/akukeg/
issue/29343/314005]

Kutlu, M., ve Sogukpinar, E. (2015). Rehber 6gretmenlerin benlik saygisi ile mesleki benlik saygisi diizeylerinin gesitli
degiskenleragisindan incelenmesi. Uluslararasi Egitim Arastirmalari Dergisi, 6 (1), 84-101.

Lunenburg, F. C. (2011). Goal-setting theory of motivation. International journal of management, business, and
administration, 15(1), 1-6.

Luszczynska, A., Gutierrez-Dona, B. & Schwarzer, R. (2005). General selfefficacy in various domains of human
functioning: evidence from five countries, International Journal of Psychology, 40(2), 80-89.
https://doi.org/10.1080/00207590444000041

Markus, H., & Nurius, P. (1986). Possible selves. American Psychologist, 41, 954-969. https://doi.org/10.1037/0003-
066X.41.9.954.

Markus, H., & Ruvolo, A. (1989). Possible selves: Personalized representations of goals. In L. A. Pervin (ed.), Goal
Concepts in Personality and Social Psychology. Mahwah, N.J.: Erlbaum.

144


https://doi.org/10.1016/j.edurev.2019.01.003
https://doi.org/10.11575/ajer.v51i3.55146
https://doi.org/10.1007/s10972-011-9247-y
https://doi.org/10.1177/089826439200400304
https://doi.org/10.1177/0022429408322853
https://doi.org/10.3102/0013189X033007014
https://doi.org/10.1016/0742-051X(93)90029-G
https://doi.org/10.1016/0742-051X(93)90029-G
http://dx.doi.org/10.7827/TurkishStudies.12451
http://dx.doi.org/10.23891/efdyyu.2018.79
https://doi.org/10.1080/00207590444000041
https://doi.org/10.1037/0003-066X.41.9.954
https://doi.org/10.1037/0003-066X.41.9.954

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Mockler, N. (2011) Beyond ‘what works’: Understanding teacher identity as a practical and political tool. Teachers
and Teaching, 17(5), 517-528. https://doi.org/10.1080/13540602.2011.602059

Molina, M. F., Schmidt, V., & Raimundi, M. J. (2017). Possible selves in adolescence: Development and validation of
a scale for their assessment. The Journal of psychology, 151(7), 646-668.
https://doi.org/10.1080/00223980.2017.1372347

Narayanan, M., Ordynans, J. G., Wang, A., McCluskey, M. S., Elivert, N, Shields, A. L., & Ferrell, A. C. (2023). Putting
the self in self-efficacy: Personal Factors in the development of early teacher self-efficacy. Education and
Urban Society, 55(2), 175-200. https://doi.org/10.1177/00131245211062528

Onwuegbuzie, A. J., ve Leech, N. L. (2004). "Enhancing the Interpretation of “Significant” Findings: The Role of
Mixed Methods Research". The Qualitative Report, 9(4): 770-792.

Oyserman, D., & Fryberg, S. (2006). The possible selves of diverse adolescents: Content and function across
gender, race and national origin. Possible selves: Theory, research, and applications, 2(4), 17-39.

Ozdemir. S. M. (2016). Ogretmen niteliginin bir gostergesi olarak surekli gelisim (Continuous improvement as an
indicator of teachering quality). Gazi Egitim Bilimleri Dergisi, 2(3), 233-244.

Olger, S. (2019). Ogretmen adaylarinin gelecek 6gretmenlik performansina iliskin beklenen ve korkulan olasi
benlikleri. Kastamonu Education Journal, 27(5), 1841-1864. https://doi.org/10.24106/kefderqi.2777

Ozdemir, S. M. (2016). Ogretmen niteliginin bir gdstergesi olarak siirekli mesleki gelisim. Gazi Egitim Bilimleri
Dergisi, 2(3), 233-244.

Ozmen, (2024), The Impact Of Reflective Practices On Ideal Language Teacher Self, Cag University Institute Of
Social Sciences, Yayinlanmamis yiksek lisans tezi.

Palig, G. & Keles, E. ( 2011). Sinif Yénetimine lliskin Ogretmen Gériisleri. Kuram ve Uygulamada Egitim Yénetimi,
2, 199- 220.

Perry, J.C., & Vance, K.S. (2010). Possible selves among urban youts of color: An exploration of peer beliefs and
gender differences. The Career Development Quarterly. 58, 257- 269. E

Roshandel, S., & Hudley, C. (2018). Role of teachers in influencing the development of adolescents’ possible selves.
Learning Environments Research, 21, 211-228.

Sadik, F. & Aslan, S.(2015).ilkokul Sinif Ogretmenlerinin Disiplin Problemleri ile ilgili Gériislerinin incelenmesi.
Turkish Studies - International Periodical For The Languages, Literature And History Of Turkish Or Turkic
Volume 10/3,115-138, Ankara-Turkey. https://doi.org/10.7827/TurkishStudies.7585

Scholz, U., Dona, B.G., Sud, A., Schwarzer, R., (2002), “Is general self-efficacy a universal construct?”, European
Journal of Psychological Assessment, 18 (3), 242-251

Schunk, D. H., & Swartz, C. W. (1993). Goals and progress feedback: Effects on self-efficacy and writing
achievement. Contemporary educational psychology, 18(3), 337-354.

Seferoglu, S. S. (2004). Ogretmen adaylarinin  &gretmen vyeterlilikleri acisindan  kendilerini
degerlendirmeleri. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 26(26).

Shoyer, S., & Leshem, S. (2016). Students’ voice: The hopes and fears of student-teacher candidates. Cogent
Education, 3(1), 1. https://doi.org/10.1080/2331186X.2016.1139438

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A study of relations. Teaching and
teacher education, 26(4), 1059-1069.https://doi.org/10.1016/j.tate.2009.11.001

Starr, S., Haley, H.-L., Mazor, K. M., Ferguson, W., Philbin, M., & Quirk, M. (2006). Initial testing of an instrument to
measure teacher identity in physicians. Teaching and Learning in Medicine, 18(2), 117-125
https://doi.org/10.1207/s15328015tim1802 5

Tashakkori, A., & Teddlie, C. (1998). Mixed methodology: Combining qualitative and quantitative approaches.
Applied Social Research Methods Series (Vol.46). Thousand Oaks, CA: Sage.

Tath Dalioglu, S., & Adiglizel, O. C. (2017). The Relationship between Teacher Candidates’ Possible Selves, Self-
Efficacy Beliefs and Attitudes towards Teaching. Mersin University Journal of the Faculty of Education/Mersin
Universitesi Egitim Fakdltesi Dergisi, 13(2). https://doi.org/10.17860/mersinefd.336737

Tath Dalioglu, S., ve Adigiizel, O.C. (2015). Odretmen adaylari olasi benlikler dlgegini Tirkgeye uyarlama calismasi.
Elektronik Sosyal Bilimler Dergisi, 14 (53), 173-185. https://doi.org/10.17755/esosder.42110

Tavsanli, F., & Sarag, F. (2016). Analysis of primary school teacher candidates’ possible expected identities through
the use of “teacher candidates’ possible personality scale”. The Journal of Academic Social Science, 4(36),
689-703.

145


https://doi.org/10.1080/13540602.2011.602059
https://doi.org/10.1080/00223980.2017.1372347
https://doi.org/10.1177/00131245211062528
https://doi.org/10.24106/kefdergi.2777
https://doi.org/10.7827/TurkishStudies.7585
https://doi.org/10.1016/j.tate.2009.11.001
https://doi.org/10.1207/s15328015tlm1802_5
https://doi.org/10.17860/mersinefd.336737
https://doi.org/10.17755/esosder.42110

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Terzi, A. R., Uyangor, N., & Dukler, P. (2018) Necatibey egitim fakultesinde okuyan ogretmen adaylarinindenetim
odagi ve olasi benlik algilari iliskisi (The relationship between focus of control and possible self-perceptions
of prospective teachers studying at Necatibey faculty of education). Uluslararasi Necatibey Egitim ve Sosyal
Bilimler Kongresi, 357-366.

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an elusive construct. Teaching and
Teacher Education, 17(7), 783-805. https://doi.org/10.1016/S0742-051X(01)00036-1

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure. Review of
educational research, 68(2), 202-248.

Turan, I & Yilmazer, A. (2019). Sosyal Bilgiler Ogretmen Adaylarinda Cocuk Sevgisi. Recep Tayyip Erdodan
Universitesi Sosyal Bilimler Dergisi, 5(10), 269-281.

Uslu, S. (2015). Sosyal bilgiler 6gretmen adaylarinin mesleki benlik saygilarinin demografik degiskenler agisindan
incelenmesi. Kastamonu Egitim Dergisi, 23 (1), 141-160.

Ustiiner, M., Demirtas, H., Cémert, M. ve Ozer, N. (2009). Ortadgretim 6gretmenlerinin 6z-yeterlik algilari. Mehmet
Akif Ersoy Universitesi Egitim Fakiiltesi Dergisi, 9(17), 1-16

Yildinm, Z. $. (2010). Evaluation of novice teacher training program: Sanliurfa example (Master's thesis, Marmara
Universitesi (Turkey)).

146


https://doi.org/10.1016/S0742-051X(01)00036-1

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

Extended Abstract

Introduction

The purpose of the present study is to examine the changes in possible self-perceptions of teachers' candidate regarding the
professional responsibilities they want to achieve and fear of failing in the first year of their profession according to various variables
and to investigate the reasons for possible teacher self-perceptions that they fear regarding the first year of their profession. The
success of an education system depends on the educational qualifications of the teacher candidates who will run it. Therefore, it
can be said that an education system is only as successful as the education of the teacher candidates who will operate and
implement the system (Geng, 2000). Therefore, the education and development of teacher candidates has a great impact and
importance for the education and training of new generations. Possible self-perception is the self-knowledge that a person
perceives about his/her own self (Markus & Nurius, 1986). They are self-schemas that can be developed by the individual in possible
ways. Possible selves are personal self-perceptions that can be formed as a result of the hopes and fears of individuals shaped by
their educational, social and cultural environmental experiences in their current and previous lives (Hamman, Gosselin, Romano,
& Bunuan, 2010; Tath Dalioglu & Adiglzel, 2017). For teacher candidates the expected possible self is the desired possible
professional future scenario. The feared self is the self that the teacher candidates fear when they start their profession (Markus
and Nurius 1986; Tath Dalioglu and Adigiizel, 2017). The pre-service education period is the most important stage of a student's
transformation into a teacher (Hamman et al., 2010). It is the stage where the teacher candidate’s self-perception of the concept of
"being a teacher" is constructed (Mockler, 2011). These possible selves develop the descriptions of the teacher selves that teacher
candidates can be, want to be, or fear to be (Cross and Markus, 1991; Markus and Nurius, 1986; Markus and Ruvolo,1989; Olger,
2019).

Methods

In the current study, mixed method was used as a research model. Mixed method offers the opportunity to benefit from the
advantageous aspects of both methods by using qualitative and quantitative method approaches together in a study (Baki and
Gokgek, 2012; Creswell, 2003; Tashakkori and Teddlie, 1998; Johnson and Onwuegbuzie, 2004). The study population of this
research consisted of students studying at Batman University in the 2023-2024 academic year. In the quantitative part of the
research, 536 students were sampled using random sampling method from probability sampling techniques. In the qualitative part
of the research, 37 teacher candidates were sampled using purposive sampling method.

Conclusion

In the quantitative findings of the research; the perceptions of the teacher candidates participating in the research regarding the
expected possible teacher self-perception (BOOB) and its sub-dimensions were determined at a high level. The perceptions of the
teacher candidates participating in the research regarding the feared possible teacher self-perception (KOOB) and its sub-
dimensions were determined at a moderate level. It can be said that the gender variable did not create a significant difference on
the perceptions of the teacher candidates regarding the expected possible teacher self-perception (BOOB) and the feared possible
teacher self-perception (KOOB) and its sub-dimensions. It was determined that the type of undergraduate program that the
candidates study created significant differences in the perceptions of the expected and feared potential teacher self-perceptions
and sub-dimensions of the prospective teachers. In addition, it was determined that the class level variable created significant
differences in the BOOB total scores and the learning to teach sub-dimension, but the class level variable did not create a difference
in the BOOB professionalism dimension and the KOOB total scores and sub-dimensions. In the qualitative findings of the current
research, it was determined that the prospective teachers had concerns such as not being able to do successful classroom
management, not being able to maintain order in the classroom, not being successful in teaching, and not being an effective and
fair teacher.
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Tiirkge Ogretmenlerinin Olgcme Degerlendirme Okuryazarlik
Diizeylerine Yonelik Bir Arastirma

Oz

Bu calisma, Turkge dgretmenlerinin dlgme ve dederlendirme okuryazarlik dizeylerini
ortaya koymaylr amagclamistir. Calisma karma arastirma yontemlerinden yakinsayan
paralel model ile tasarlanmistir. Nicel boyutta tek gruplu 6n test- son test deseni, nitel
kisimda ise durum c¢alismasi kullanilmigtir. Arastirmanin ¢alisma grubu; Mus il
merkezindeki devlet okullarinda galisan 27 Tirkge 6gretmeninden olusmaktadir. Calisma
grubu seckisiz olmayan 6érneklemelerden uygun drnekleme ydntemiyle belirlenmistir.
Arastirma verileri, “Olgme Degerlendirme Okuryazaridi Envanteri” ile arastirmacilar
tarafindan hazirlanan “Yapilandiriimig Gériisme Formu” kullanilarak elde edilmistir. Nicel
veriler parametrik testlerle, nitel veriler icerik analiziyle incelenmistir. Arastirma
sonuglari, 6gretmenlerin 6lgme ve degerlendirme yéntem ve tekniklerini belirleme,
Olgme ve degerlendirme yontemlerini kullanarak égrencilerin 6grenme duzeyini dlgme,
verileri analiz ederek yorumlama, égrencinin gelisimi ve 6grenmesiyle ilgili geri bildirim
saglama, sonuglara gére 6grenme ve 6gretme slirecini gdzden gecirme alanlarinda
yetersiz oldugunu ortaya koymustur. Ayrica nicel ve nitel bulgular birlikte
degerlendirildiginde, dlgme ve degerlendirme okuryazarlidi ile ilgili olarak katimcilarin
gorislerine yansiyan olumlu degerlendirmelerin nicel bulgularla desteklenmedigi
gorulmektedir.

Anahtar Kelimeler: Olcme ve dederlendirme, lcme ve degerlendirme okuryazarlig,
okuryazarlik becerileri, Turkge dgretmenleri.

A Study on Turkish Teachers' Literacy Levels in Measurement and
Evaluation

Abstract

This study aimed to reveal the measurement and evaluation literacy levels of Turkish
teachers. Quantitative and qualitative research models were used together in the study.
In the quantitative dimension, a convergent parallel mixed method was used. In the
qualitative part, a case study method was used. The study group of the research
consists of 27 Turkish teachers working in schools in Mus. The study group was
determined by the convenience sampling method from non-random samples. The
research data were obtained using the “Measurement and Evaluation Literacy
Inventory” and the “Structured Interview Form” prepared by the researchers.
Quantitative data were examined with parametric tests, and qualitative data were
examined with content analysis. The research results revealed that teachers were
inadequate in the areas of determining measurement and evaluation methods and
techniques, measuring students' learning levels using measurement and evaluation
methods, analyzing and interpreting data, providing feedback on students' development
and learning, and reviewing the learning and teaching process according to the results.
In addition, when the quantitative and qualitative findings are evaluated together, it is
seen that the optimistic evaluations reflected in the views of the participants regarding
measurement and assessment literacy are not supported by the quantitative findings

Keywords: Measurement and evaluation, measurement and evaluation literacy,
literacy skills, Turkish teachers.
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1. Girig

Olgme ve degerlendirme, egitim-6gretim siirecinin tim bilesenlerini dogrudan etkileyen bir
dinamige sahip olarak 6gretim programlari, ders icerikleri ve sinavlar basta olmak Gizere egitim-
dgretim siirecinin tim asamalarinda etkin bir sekilde yer almaktadir. Olcme ve degerlendirme,
hedeflenen basariya ve amaclara ulagsmanin belirlenmesinde énemli bir rol Ustlenerek tim
egitim sistem ve programlarinda ise kosulmaktadir. Nitekim Kaya ve Ozlek’e (2023) gére egitim
stirecinde ulaglimak istenen hedeflerin ve istenen davranis degisikliklerinin ne dizeyde
gerceklestiginin belirlenmesi  6lcme ve degerlendirmenin temel iglevidir. Olgme ve
degerlendirmenin 6nemli olan islevi, zamanla bu alana yénelik bir okuryazarligin olugsmasina
zemin hazirlamistir.

Olgcme ve degerlendirme okuryazarligi son ceyrek asirdir egitim alaninda arastirma konusu
olarak birgok arastirmaci tarafindan tanimlanmaya calisiimistir (Davies, 2008; Edwards, 2017;
Gursoy, 2017; Fan, Wang ve Wang, 2011; Fulcher, 2012; Karaman, 2014; Lai ve Waltman, 2008;
Mertler ve Campbell, 2005; Newfields, 2006; Popham, 2011; Stiggins, 1991; Walters, 2010;
Webb, 2002; Volante ve Fazio, 2007). Dahasi arastirmacilarca bu okuryazarlk ile ilgili
olusturulan birtakim modeller tzerinde galigmalar gerceklestirilmigtir (Abell ve Siegel, 2011;
Chan ve Luk, 2022, Girgla vd., 2021; Pastore ve Andrade, 2019; Willis vd., 2013; Xu ve Brown,
2016). Olgme ve degerlendirme okuryazarhidi ilk defa Stiggins (1991) tarafindan kullanilmis,
daha sonra Amerikan Ogretmenler Federasyonu, Egitimde Olcme Ulusal Konseyi ve Ulusal
Egitim Derneginde bu okuryazarhgin egitim alaninda kullanilmasina iliskin galismalar yapilmigtir
(Giraldo, 2018). Ayrica o6grencilerin 6lcme ve degerlendiriimelerinde &gretmenlerin
yeterliklerini belirlemek amaciyla yedi maddeden olusan oélcitler belirlenmistir (American
Federation of Teachers, 1990). Girsoy (2017) bu okuryazarhgi 6gretmenin 6gretim slirecinde
6grencilerin bilissel ve duyussal boyutlarini da dikkate alarak élgme araclarini ise kosmasi ve
gerektiginde 6lcme araclari ile sirece midahale edebilmesi olarak tanimlamaktadir. Fulcher’a
(2012) gore ise dlgme slirecinin kavramsal ilkelerine ydnelik farkindaliga sahip olma, uygulama
asamalarini tasarlama ve slireci bilgi ve beceri odakl yiritebilmedir. En genel ifade ile 6lgcme
ve degerlendirme okuryazarhdi, 6gretim slrecinin kuramsal temelleri esas alinarak uygun
dlgme ve degerlendirme yontemlerini kegfetmek, anlamak, uygulamak ve gerektiginde revize
edebilmek olarak tanimlanabilir (Volante ve Fazio, 2007).

Olcme ve degerlendirme okuryazarligi, giincel egitim sistemlerinin bitiniinde énemli bir
bilesen, mesleki bir gereklilik ve hayati bir ihtiya¢c (Abell ve Siegel, 2011; Brookhart, 2002;
Deluca, LaPointe-McEwan ve Luhanga, 2016; Engelsen ve Smith, 2014; Khan, 2023; Deneen
ve Brown, 2016) olarak yer almaktadir. Popham (2004) bu hayatilik durumuna dikkat gekmek
amaciyla ogreticilerin 6lgme ve degerlendirme okuryazari olmama durumlarini “profesyonel
intihar” olarak gérmektedir.

Ogrenci basarisinin objektif degerlendirilmesi, dénitlerin zamaninda ve yerinde verilmesi,
planlanan dogrultuda surecin bitiriimesi ve amaca uygun 6lgme ve degerlendirmenin yapilmasi
dgretimin niteligi agisindan bluyuk bir énem tasimaktadir. Bahsedilen okuryazarlik becerisi
olmayan 6gretmenlerin dlgme ve degerlendirme sureclerinde gecerlik ve guvenilirlige yonelik
hatalarinin olmasi ve 6gretim slirecini amaglanan hedeflerle tamamlayamamalari olasidir
(Goger, 2014; Lai ve Waltman, 2008). Nitekim egitim sistemlerin gogunda hem program hem
de o6gretmen agisindan dlgme ve degerlendirme ihmal edilen bir alan olarak kargimiza
cikmaktadir (Goger, 2014; Khan, 2023).
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Ogretimin niteligi, 6lcme ve degerlendirme siireci ve 6grenci basarisi birbirini etkileyen
dbngusel bir kiimeden olugsmaktadir (Khadijeh ve Amir, 2015). Bu strecin birinci dereceden
sorumlusu 6gretmenlerdir (Bahar vd., 2010). Ogretmenlerin 6lgme ve degerlendirme
okuryazari olmalar ve bu slrecte dogru 6lcme araclarini tercih ederek farklliklara karsi
glincelleme pratigine sahip olmalari gerekmektedir (Phongsirikul, 2018). Ogretmenler gerekli
bilgi, beceri ve donanima sahip olarak élgme ve degerlendirme sirecini planlama ve uygulama
asamalarindan sorumludur. Ogretmenlerin dgrencilere geri bildirim vererek sinif igi
uygulamalarin etkinligini artirma, o6gretim sirecini yontem ve tekniklerle c¢esitlendirme,
6grencilerin ihtiyaglari dogrultusunda streci gincelleme ve etkili bir sekilde yUrGtmeleri
gerekmektedir (Alkharusi, Kazem ve Al-Musawai, 2011; Heitink vd., 2016; Stanford ve Reeves,
2005; Xu & Brown, 2016). Olgme ve degerlendirme okuryazari olan égretmenlerin élgcme
slirecini biligsel bir farkindalikla yiriterek dgrencileri derslerin kazanimlarina uygun olarak
degerlendirmeleri ve ihtiyag halinde uygun 6lgme araclari gelistirmeleri beklenmektedir. Ayrica
muhtemel sorunlarin tespiti ve c¢dziminde sireci Onlemler alarak tamamlamalari
gerekmektedir (Stiggins, 1991). Ogretmenler ilk olarak dgretim siirecine baslamadan énce
ogrencilerin 6n bilgilerinden hareketle konu, materyal ve dlgme araclarini ise kosarak sireci
planlar. Daha sonra 6grencilerin sire¢ igerisinde hedeflenen bilgi ve becerileri kazanip
kazanmadiklarina iligkin 6lgme ve degerlendirme yapar. Olcme ve degerlendirme iglemi
dogrultusunda geri dontlerle 6grencilerin gelisimini izleme, davranis degisikligini gdézlemleme,
basarisizigin nedenlerini bulma, duyussal dizeylerinin tespitini yaparak 6gretim sireci
tamamlanir (Algan, 2008; Celikkaya, Karakus ve Demirbasg, 2010; Ozcelik, 2011).

Olgme ve degerlendirme okuryazarliginin anlasilabilirligini Stiggins (1995) net ve agik hedefler
belirlemek, basari odakl ilerlemek, dogru élcme ve de@erlendirme ydéntemi secmek, uygun
orneklem tercihi yapmak ve siirecte olusabilecek dnyargi ve carpikligi dnlemek seklinde bes
ilkeye endekslemistir. Fulcher (2012) de dlgcme ve degerlendirme okuryazarhid@inin (¢
bilesenden olusan vyapisina dikkat ¢ekmektedir. Birincisi 6grenme ortamlarinda test
gelistirebilme, uyarlama ve degerlendirme bilgisi; ikincisi test uygulamalarinda etik kurallara
dikkat edilmesi; Gclinclsl 6lgcme ve de@erlendirmenin ortaya cikisi ile bireysel, toplumsal,
tarihsel ve sosyal yansimalarini agiklayabilme yetisidir.

Volante ve Fazio, (2007) lisans ddéneminde &6lgme ve degerlendirmeye dayall egitimin,
ogretmenlerde 6lcme de@erlendirme okuryazarligi olusturacak donanimdan uzak oldugunu
iddia etmektedir. Ayrica DeLuca ve Klinger (2010) da &gretmenlerin meslek yasamlarinda
6lcme ve deg@erlendirmeye iliskin sorun yagsamamalari i¢in lisans déneminde bu okuryazarlik
becerisini kazanmalari gerektigini ifade etmektedir. Universite siirecinde teori ve uygulamaya
yonelik yeterli dizeyde veriimeyen egitimin o6gretmenlerin dlgcme ve degerlendirme
okuryazarlik diizeylerini olumsuz olarak etkiledigine iliskin galigmalar bulunmaktadir (McGee ve
Colby, 2014; Schafer ve Lissitz, 1987; Volante ve Fazio, 2007).

Literatir kapsamli bir sekilde degerlendirildiginde yapilan arastirmalarda 6gretmen veya
dgretmen adaylarinin 6lgme degerlendirme alanina iliskin bilgi ve becerilere digik dizeyde
sahip olduklarina iliskin bulgulara ulasiimistir (Aksu, 2012; Beziat ve Coleman, 2015; Birgin ve
Gulrbliz, 2008; Buyukkarci, 2016; Campbell, Murphy ve Holt, 2002; Childs ve Lawson, 2003;
Cakan, 2004; Davidheiser, 2013; Gelbal ve Kelecioglu, 2007; Gul, 2011; Huai, Braden, White
ve Elliott, 2006; Karaman, 2014; Karaman ve Sahin, 2014; Leirhaug, MacPhail ve Annerstedt,
2016; McDonald, 2002; McGee ve Colby, 2014; Mertler ve Campbell 2005; Mohamed, Kamis
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ve Ali, 2016; Plake, 1993; Tao, 2014; Volante ve Fazio, 2007; Yamtim ve Wongwanich, 2014).
Ayrica 6gretmenlerin 6lgme ve degerlendirmeye yonelik bilgi diizeyleri yeterli olsa da bu bilgiyi
pratige dénistirmede zorluklar yasadiklarina iliskin birgok arastirma bulunmaktadir (James ve
Pedder, 2006; Krumsvik ve Kari, 2009; Lunenberg ve Korthagen, 2009; Ogan-Bekiroglu ve
Akkog, 2009; Ogan-Bekiroglu ve Suzuk, 2014).

Bu calismalarin sonuglarindan hareketle 6gretmen veya 6gretmen adaylarinin élgme ve
deg@erlendirme okuryazarlik diizeylerinin farkli durum ve degiskenlerle tespit edilmesinin alan
yazin icin bir gereklilik oldugu disinilmektedir. Ozellikle Tirkce derslerini yiriten
odgretmenlerin bu becerilere iliskin farkindaliklarinin belirlenerek etkin ve dinamik bir sekilde
slreci yurutmeleri 6nem tasimaktadir. Nitekim Tlrkge dersleri dort temel dil becerisi esas
olmak Uzere bircok biligsel ve duyussal beceriyi ise kosmay! énceleyen kapsami ile igerisinde
birden fazla degerlendirme siirecini barindirmaktadir. Bu bilgilerden hareketle arastirmada
Turkce 6gretmenlerinin okuryazarlik dizeylerinin incelenmesi amaglanmis ve arastirmanin
amacina yonelik su sorulara yanit aranmistir.

Tarkce 6gretmenlerine dlgcme ve degerlendirme okuryazarligi egitimi verildikten sonra;

e Olgme- degerlendirme ydntem ve tekniklerini belirleme yeterligi,

e Cesitli 6lgme ve degerlendirme yontemleri kullanarak égrencilerin 6grenmelerini dlgme
yeterligi,

o Verileri analiz ederek yorumlama, égrencinin geligsimi ve 6grenmesiyle ilgili geri bildirim
saglama yeterligi,

e Sonuglara gbére 6grenme ve 06gretme sirecini gdézden gecirme yeterligi farkhlik
gbstermekte midir?

e Ogretmenlerin dlgme ve degerlendirme okuryazarigina yonelik yeterlik dizeyi
hakkindaki dustinceleri nelerdir?

2. Yontem
2.1. Arastirmanin Modeli

Bu arastirma karma arastirma ydntemlerinden yakinsayan paralel desen ile tasarlanmistir.
Karma arastirmalarda nicel ve nitel veriler birlikte toplanarak analiz edilir. Aragtirmanin modelini
olusturan yakinsayan paralel desende veriler es zamanl bir sekilde toplansa da verilerin analizi
ayri ayri yapilir. Bu desen tiriinde nicel ve nitel verilere ayni esitlikte yaklagilir. Verilerin
analizinin ayn bir gekilde yapilmasindan sonra veriler yorumlanarak birlegtirilir. Bu desen
tiriinde amaclanan veri ¢esitliligini saglamak, verileri karsilastirmak, bitlinlestirmek, sonuglari
dogrulamak ve arastirmanin gegerligini artirmaktir (Creswell, 2017). Arastirmanin nicel veri
boyutunda zayif deneysel desenlerden tek gruplu 6n test- son test deseni kullaniimigtir. Bu
desenle tek bir grup Gzerinde uygulanan testler araciligiyla aradaki degisim o6lgulir (Creswell,
2019). Arastirmanin nitel boyutu ise durum galigsmasi ile tasarlanmigtir. Durum ¢alismasi, bir ya
da birden fazla durum hakkinda detayli veri toplama ve bu verilerin betimlenerek incelenmesi
olarak ifade edilebilir (Creswell, 2016). Belirli bir kapsam alani igerisinde derinlemesine
arastirma ve incelemeyi esas alan durum c¢alismasi, verilerin anlamlandirilarak agiklanmasidir
(Merriam, 2015).
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2.2. Calisma Grubu

Arastirmanin ¢alisma grubu, Mus il merkezindeki devlet okullarinda galigan 27 Turkge
o6gretmeninden olugsmaktadir. Calisma grubu seckisiz olmayan 6&rneklemelerden uygun
o6rnekleme yoéntemiyle belirlenmistir. Bu o6rnekleme yoéntemi, arastirmacinin kolayca
ulasabilecegi bir 6érneklemden verilerin toplanmasi olarak ifade edilmektedir. Sinirliliklar
nedeniyle érneklemin ulasilabilir, kolay uygulama yapilabilir birimlerden segilmesi bu yéntemin
temel 6zelligidir (Blylkoéztirk vd., 2016). Arastirmanin érneklemi ulasilabilirlik ve uygulama
kolayhgi nedeniyle tercih edilmistir. S6z konusu érneklemin betimsel istatistikleri Tablo 1’de yer
almaktadir.

Tablo 1: Calisma Grubu

n %
Cinsiyet Kadin 19 70,37
Erkek 8 29,63
Brans Turkce Ogretmeni 27 100
1Yl 12 44.44
2 Yil 11 40,74
Kidem 3 Vil 3 11,11
4 Yil 1 3,70
Gorev yaptigi Okul Turi ilkokul 27 100

Tablo 1 incelendiginde calisma grubunun Tirkce 6gretmenlerinden olustugu, kadin
ogretmenlerin daha fazla oldugu, o6rneklemin biylk kisminin meslege yeni baslayan
6gretmenlerden segcildigi gérilmektedir.

2.3. Veri Toplama Araglari

Arastirma verileri, “Olcme Degerlendirme Okuryazarli§i Envanteri” ile arastirmacilar tarafindan
hazirlanan “Yapilandiriimis Gértisme Formu” kullanilarak elde edilmistir. Mertler ve Campbell
(2005)'In gelistirdigi Olgme Degerlendirme Okuryazaridi Envanteri; Bitiiner, Yigit ve Cimer
(2010) tarafindan Tirkgeye uyarlanmistir. Uyarlanan envanter, dlgme-degerlendirme yéntem
ve tekniklerini belirleme, cesitli 6lcme-degerlendirme yodntemleri kullanarak 6grencilerin
o6grenmelerini 6lgcme, verileri analiz ederek yorumlama, égrencinin gelisimi ve 6grenmesiyle
ilgili geribildirim saglama, sonuclara gére 6grenme ve 6gretme slrecini gézden gegirme
yeterlik alanlarini kapsamakta ve 30 maddeden olusmaktadir.

Envanterdeki 1, 7, 13, 19, 25. maddeler 6lgcme- degerlendirme ydntem ve tekniklerini belirleme;
2,5,8,11, 14, 17, 20, 23, 26, 29. maddeler cesitli 6lgme-degerlendirme yéntemleri kullanarak
6grencilerin 6grenmelerini dlgme; 3, 6, 9, 12, 15, 18, 21, 24, 27, 30. maddeler verileri analiz
ederek yorumlama, 6grencinin gelisimi ve 6grenmesiyle ilgili geri bildirim saglama; 4, 10, 16,
22, 28. maddeler sonuclara gére 6grenme ve 6gretme slirecini gbzden gecirme yeterlik
alanlarini 6lgemeye yoneliktir. Envanterin glvenirlik katsayi, uyarlama yapan aragtirmacilar
tarafindan 0,859 olarak bulunmustur.

Yapilandiriimig gérisme formu ise 6gretmenlerin dlgme ve degerlendirme okuryazarligina
iliskin 6z farkindaligini ve egitim sonrasindaki tutumlarini belirlemeyi amacglamgtir.

2.4. Verilerin Toplanmasi

Arastirma verileri 6n test ve son test uygulamasiyla toplanmistir. Katiimcilara 6n test
uygulandiktan sonra haftada iki saat olmak UGzere toplam 16 saatlik 6lcme ve degerlendirme
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okuryazarligi egitimi verilmistir. Egitimin sonunda son testler uygulanmistir. Olgcme
Degerlendirme Okuryazarhgi Envanteri Google Form’a doénusturilerek veriler elde dilmistir.
Yapilandiriimis gériisme formu ise egitim éncesinde ve sonrasinda 6gretmenlere dagitilmistir.
Her iki veri toplama araci igin arastirmacilar tarafindan katihimcilara bilgi verilmistir.

2.5. Veri Analizi

Calisma grubundan toplanan veriler nicel ve nitel olmak Uzere iki kategoride incelenmistir.
Envanter maddelerinden elde edilen veriler normallik varsayimi icin Shapiro-Wilk testi ile
sinanmistir. On test ve son test veri seti normallik varsayimini karsiladigindan grubun 6n test ile
son testi arasindaki farkin anlamli olup olmadigini belirlemek i¢in bagimli gruplar t-testi
kullanilmigtir. Anlamlilik duizeyi i¢in .05 degeri 6l¢ut kabul edilmigtir. Calismanin nitel kismina ait
veriler igerik analiziyle incelenmistir.

3. Bulgular
Calisma grubundaki 6gretmenlerden elde edilen 6n test ve son test verilerinin normal dagilim
gbsterip gdstermedigini belirlemek icin Shapiro-Wilk testi yapilmistir. Olcme Degerlendirme
Okuryazarligi Envanteri’nden elde edilen 6n test ve son test puanlarina yonelik Shapiro-Wilk
testi sonuglar Tablo 2’de sunulmaktadir

Tablo 2: On test ve son test puanlarina iliskin Shapiro-Wilk Testi sonuglar

Testler N X Ortanca Shapiro-Wilk (p)
On Test 27 15.04 16 .150
Son Test 27 15.67 16 151

Tablo 2’de, calismaya katilan 6gretmenlerin 6n test ve son testlerindeki verilerin normal dagilim
gosterdigi anlasilmaktadir (p>.05).

Turkce ogretmenlerine o6lcme ve degerlendirme egitimi verildikten sonra o&lgme ve
degerlendirme yontem ve tekniklerini belirleme yeterliginin farklilk gdsterip géstermedigini
sorgulayan birinci alt probleme y6nelik analizler bagimh gruplar t testi ile yapiimistir. Testten
elde edilen bulgular Tablo 3’te verilmektedir:

Tablo 3: Katilimcilarin 6lgme ve degerlendirme ydntem ve tekniklerini belirleme yeterligine yonelik
Bagimli Gruplar T-Testi sonuclari

Testler N X SS Sd t o
On test 27 3.48 803
Son test 27 3.70 724 26 -.947 352

Arastirmaya katilanlarin élgme ve de@erlendirme ydntem ve tekniklerini belirleme yeterliginin
sinandigi analizde, ilk 6lciim ile son 6lgiim arasinda anlamh bir degisiklik meydana gelmedigi
Tablo 3’'te gorilmektedir.

Calismada cevabi aranan ikinci alt problem, egitim sonrasinda 6gretmenlerin dlgme ve
degerlendirme ydntemlerini kullanarak 6grencilerin 6grenme diizeyini 6lgme yeterliginin gelisip
gelismedigidir. Bu kapsamda yapilan analizler Tablo 4’te yer almaktadir:

Tablo 4: Katilimcilarin 6lgme ve degerlendirme ydntemlerini kullanarak 6égrencilerin 6grenme
dizeyini 6lcme yeterligine yénelik Bagimh Gruplar T-Testi sonuglari

Testler N X SS Sd t 0
On test 27 4.81 1.388
Son test 27 4.41 1279 26 1.099 .282
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Katiimcilarin 6lgme ve degerlendirme okuryazarhgi araciligiyla 6grencilerin 6grenme duzeyini
6lcme yeterligine iliskin puanlarinin karsilastinldigi Tablo 4’te 6n test ve son test puanlari
arasinda anlamli diizeyde bir farklilasma gerceklesmemistir.

Ogretmenlerin verileri analiz ederek yorumlama, édrencinin gelisimi ve égrenmesiyle ilgili
geribildirim saglama yeterliginin verilen egitim sonrasinda hangi dizeyde degistigi sorusu
¢alismanin tGglnci alt problemini olusturmaktadir. Tablo 5 buna iligkin bulgulari icermektedir:

Tablo 5: Katilimcilarin verileri analiz ederek yorumlama, égrencinin gelisimi ve 6grenmesiyle ilgili
geribildirim saglama yeterligine yénelik Bagimli Gruplar T-Testi sonuclari

Testler N X Ss sd t 0
On test 27 5.26 1.559
Son test 27 5.52 1578 26 -.646 524

Tablo 5’te goruldigu gibi, egitime katilan 6gretmenlerin verileri analiz ederek yorumlama,
dgrencinin gelisimi ve 6grenmesiyle ilgili geribildirim saglama yeterligini dlgen 6n test ve son
test puanlari arasinda anlamli bir farklilik s6z konusu degildir.

Sonuglara gbére 6grenme ve 06gretme sirecini gbzden gecirme yeterligi verilen egitim

sonrasinda katihmcilarda farkhlik géstermekte midir? seklindeki soru aragtirmanin dérdinci alt
problemidir. Buna ydnelik analizler Tablo 6’da sunulmaktadir:

Tablo 6: Katilimcilarin sonuglara gére 6grenme ve 6gretme stlirecini gézden gegirme yeterligine
yobnelik Bagiml Gruplar T-Testi sonuglari

Testler N X SS sd t 0
(")n test 27 148 1.087
Son test 27 2.04 1.055 26 -1.859 074

Ogretmenlerin dlclim sonuglarina gére dgrenme ve dgretme siirecini gdzden gegirme yeterligi
ile ilgili analizlerin yer aldig1 Tablo 6’da 6n test ve son test puanlari arasinda istatistiksel olarak
anlaml dizeyde bir farklilik olusmamustir.

Arastirmanin nitel boyutunda 6gretmenlerin 6lcme degerlendirme okuryazarligina yoénelik
yeterlik dizeyi hakkindaki dugtnceleri i gérusme formuyla alinmigtir. Yapilandiriimig gérisme
formunun 6n-son test uygulanmasi sonucunda elde edilen veriler icerik analiziyle
yorumlanmistir. Buna goére elde edilen tema ve kategoriler asagida sunulmustur.

Tablo 7: Ogretmenlerin lgme ve degerlendirme okuryazarligina yénelik yeterlik diizeyi hakkindaki
gorisleri

Olgme degerlendirme okuryazarhgi yeterligi

Testler f %
. Yeterligimin gelistiriimesi gerekmektedir 15 60
On test (N:25)
Kendimi yeterli gériyorum 10 40
Egitimler yeterligimi gelistirmigtir 24 88,89

Son test (N:27)
Egitimler yeterligimi etkilememistir 3 11,11

Tablo 7’de katihmcilarin gériisme formuna verdikleri cevaplarin analizi sonucunda elde edilen
verilerin istatistiki degerleri gorilmektedir. Buna gore 6lgme degerlendirme egitimleri dncesi
katihmcilann yarisindan fazlasinin kendi yeterliginin gelistiriimesi gerektigi (%60), geri
kalanlarinin ise kendilerinin bu konuda yeterli (%40) gérdikleri anlagiimaktadir. Olgme
deg@erlendirme egitimleri ve uygulamalari sonrasi katiimcilarin neredeyse tamaminin egitimler
sayesinde yeterliklerinin arttigini (%88,89) belirttikleri gérilmektedir. Ayrica katiimcilarin gok
az bir boélimunin egitimlerin kendi yeterlikleri Uzerinde etkisinin olmadigini dusiundukleri
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anlagiimaktadir. Bu bulgulara ulagsmada kullanilan tema-kategori-kod durumu ve katihmci
alintilannin analizi agagida belirtilmistir.

4.1. Tema: Olcme degerlendirme okuryazarligi yeterligi

Yapilandiriimis gérisme formu sorusu ve katiimcilarin alintilari genel olarak incelendiginde
olusturulan bu temanin altinda dért kategori bulunmaktadir. Bu kategoriler kodlari ve katimci
alintilanyla beraber agagida verilmigtir (Tum katiimcilarin alintilarindan ziyade yeterli drneklem
olusturmasi sartiyla rastgele alintilara yer verilmistir. Katilimcilar numerik sayilarla kodlanmistir).

Kategori 1. Yeterligimin gelistirimesi gerekmektedir. Olcme degerlendirme egitimleri ve
uygulamalari 6ncesi katiimcilarin “6lcme degerlendirme okuryazarlig1 yeterligine” verdikleri
cevaplar incelendiginde;

Olcme degerlendirme okuryazarligina yonelik yeterlilik diizeyimin orta seviyede oldugunu
dislindyorum. Gelistiriimesi gereken yénlerimin oldugunun bilincindeyim (K6).

Olcme degerlendirme egitimimi en son {niversite yillarinda tamamladim. Arada seminerler
araciligiyla bilgilerim tazelense de 6lgcme degerlendirme okuryazarligi konusunda kendimi
cok yeterli gérmiyorum. ... Ozellikle uygulamali egitimlerin bana cok faydali olacagini
dislnidyorum (K8).

Olcme degerlendirme vyeterlilik diizeyimde kendimi daha da gelistirmem gerektigini
distntyorum. Kullanilacak yoéntemleri ve uygulama kosullarini ve degerlendirme
yontemlerinin konusunda daha ¢ok bilgi toplamam gerektigini distntyorum. ... (K15).

... Arastirmalarim ve her yazili sinav esnasinda yeni bir sey 6grenmemin verdigi saskinlkla
aslinda ne kadar eksik oldugumu fark ettigim bir konudur. Yeterli oldugumu disinmuyorum
ama surekli yeni bir sey 6drendigimin de farkindayim. Dogru eksiksiz bir 6lgme
degerlendirme nasil olur bilemiyorum ama bu konudaki eksigimi telafi etmek istiyorum
(K17).

Olgme degerlendirme temel kavramlara hakimim. Teorik olarak kendimi yeterli
gormekteyim. Fakat pratikte bazen zorluk c¢ekiyorum. Sinav hazirlarken zorlaniyorum.
Soruya verilen degerde de ikilemde kaldigimi olabiliyor (K18).

Katiimci alintilarinda 6élgme degerlendirme yeterlik dizeylerinin belli bir “diizeyde (orta)”
oldugu, “teorik” bilgilere veya “kavramlara” hakim olduklari ama kendilerini “eksik” hissettikleri
anlasiimaktadir. Ozellikle dlcme degerlendirmenin “uygulama” konusunda, yeni bir sinav
“yapma” veya “hazirlama” esnasinda, sinavin degerlendiriimesinde kullanilacak “degerler”
konusunda kendi yeteneklerinin “gelistiriimesi” gerektigini belirtmektedirler. Sonug olarak
katilimcilar 6lcme degerlendirme okuryazarlidi yeterligi konusunda bazi bilgi ve kavramlara
sahip olsalar da o6zellikle uygulamaya gecirmede kendi yeterliklerinin eksik kaldigini ve
gelistiriimesi gerektigini ifade ettikleri sdylenebilir. Bu bulgular diginda dlgme degerlendirme
egitimi ve uygulamasi 6éncesi kendini yeterli géren katilimcilarin oldugu da belirlenmistir.
Kategori 2. Kendimi yeterli goériyorum. Bu kategoride Olgme degerlendirme egitimi ve
uygulamasi éncesi katiimcilarin kendi yeterliklerini ifade ettikleri anlasiimaktadir. Buna gore;
... Olgme degerlendirme alanindaki yaklagimlara konu olan arag ve gereglere ulagim
kolayhgi saglanmasi  halinde kullanilacak ara¢ gerecleri verimli bir sekilde
degerlendirebilirim (K5).
Olgme degerlendirme verilen kazanimlarin diizeyini belirlemek igin yapilan bir uygulamadir.
Kazanimlarin égrencilerde ne derece bulundugunu belirlemek amaciyla isledigim konular
esnasinda onlarin digina gikmadan sordugum sorular dlgmeye dahildir. Olgme sonucunu
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belirlemek &grencilere de bildirmek amaciyla yapilan 6lgme uygulamasinin kontrol
edilmesine de degerlendirme denildigini biliyorum. Olcme degerlendirme okuryazarliginin
ise gegcerlilik, givenirlik hususunda yapilmasi gerektigini biliyor ve uygulamaya ¢alisiyorum
(K10).

Olgme degerlendirme dersinden aldigim kadariyla bilgilerim var. Olcme ve

degerlendirmeyle ilgili modern ydntemleri uygulamaya galisiyorum. Sinif diizeyine uygun,
sonu¢ degil stirec odakli bir dlgme ve dederlendirme yapmaya gayret gdsteriyorum (K21).

Universite de aldigim egitimler sayesinde gerekli temel hazir bulunusluga sahip oldugumu
dusunlyorum. Verilen bilgilerin ne kadar ise yaradigina yonelik geri ddnutlere yeterli
seviyede ulagsmak icin gerekli yeterlige sahip oldugumu distindyorum (K24).

Katilimcilar, amaca uygun sorular hazirlamaya “dlcme”, 6lgcmenin kontrol edilmesine
“degerlendirme” ve guvenirlik gecerlilikte dahil olmak Uzere tim yonleriyle ele alinmasina
6lcme-degerlendirme “okuryazarlhigr’ denildigini, donit saglama, sireci 6lcen modern ydntem
ve teknikleri kullanma gibi yeterliklerinin oldugunu belirtmislerdir. Genel olarak katiimcilarin az
bir boliminin modern ve siireci 6lcen 6lgme degerlendirme tekniklerine hakim olduklari
sOylenebilir. Bu bulgular 6lgme degerlendirme egitimi ve uygulamalari dncesinde
katilimcilardan elde edilmistir. S6z konusu egitim ve uygulama sonrasinda elde edilen veriler

incelendiginde asagida belirtilen kategori olusmaktadir.

Kategori 3. Egitimler yeterligimi gelistirmistir. Bu kategoride &6lgme degerlendirme
egitimi ve uygulamalarinin katihmcinin élgme degerlendirme okuryazarh@ yeterligi Gzerindeki
etkisi ortaya konulmustur. Buna gére;

Egitimler sayesinde bitlincil stire¢ degerlendirmenin sonu¢ degerlendirmeden ¢ok daha
iyi oldugunu, égrencilerin bitin alanlarini ya da bitin siireglerde neyi, nasil ve ne diizeyde
6grendigini gézlemlemede daha iyi oldugunu hatirladim (K2).

. 6lcme degerlendirme yaparken, gozlem, gorisme, kontrol listeleri, derecelendirme
dlcekleri, bazi profil tablolari kullanabiliriz. Olgmek istedigimiz beceriye yénelik dogru dlgme
aracini kullanmis olmamiz oldukga 6énemlidir (K8).

Olgme degerlendirme okuryazarigina yénelik &grencilerin gelisim diizeylerinin énemli
oldugunu her sinif seviyesine goére farkli degerlendirmeler yapildidi, bireysel farkliliklarin
6nemli oldugunu biliyorum... 0&zel yetenekli veya kaynastirma d&grencilerinin
degerlendirilmesinde rehberlik servisi is birligi gerekmektedir (K10).

Su an daha fazla bilgi sahibiyim. ... hangi durumlari hangi yéntemlerle digmem gerektigi...
davranis bozukluklari, biligsel duyussal Ozelliklerde gbzlem yaparken hangi dlgme
metotlarini kullanmam gerektigi... 6lcme konularinda nelere dikkat etmem gerektigi
konusunda kendimi daha yeterli hissediyorum (K13).

... 6grencinin gelisim ve d3renmelerini izlemek icin farkl teknikler 8grendim. Onceki bilgi
dizeyine goére daha iyi bir dizeyde dl¢gme degerlendirme yapabilecegimi distniyorum
(K15).

...0grencinin biligsel, duyussal ve psikomotor (bitincll) agidan degerlendiriimesi
gerektigi... 6gretimin amacina ulasgip ulasmadigi dénitiinin bize vermektedir... (K16).

... bir gocugun bir konu hakkindaki bilgisini ve eksikliklerini gérmek istiyorsam konuya
uygun bir teknik secip eksikliklerini, 6grendiklerini gérebilirim. Olctilkten sonra sonucu
degerlendirip, yorumlayip bilinenleri, eksiklikleri gériip bunu yorumlayabiliyorsam, bunun
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icin farkl uygulama teknik, ydntem seciyorsam o6lgme degerlendirme okuryazarhgini
kullanmig olurum (K19).

Bu seminerin bana cok sey kattigini distiniyorum. Ornek olaylarla dlgmede yapilan
tekniklerin ne kadar uygun olup olmadidina incelememiz 6lgme okuryazarligimi sorgulamam
neden oldu. ... (K26).

Alintilar incelendiginde yapilan egitim ve uygulamalarda kullanilan “6rnek olaylar” sayesinde
6grencilerin bitin alanlarini ya da biitin sireglerde “neyi, nasil ve ne dizeyde” égrendigini,
“gbzlem, gérisme, kontrol listeleri, derecelendirme olcekleri, beceri dlcekleri” gibi “farkl”
uygulama “teknik, ydntem” secerek “sire¢” odakl o6lgme degerlendirmenin yapilimasini
o6grendikleri anlagilmaktadir. Ayrica 6grenci “gelisim duzeyleri”, “sinif seviyeleri”, “Ozel
yetenekli”, “kaynastirma” gibi “bireysel farklliklar” baz alinarak hatta “rehberlik servisi” ile “is
birligi” icinde 6grencinin “bilissel, duyussal ve psikomotor (bitlincil)” agcidan degerlendirilmesi
gerektiginin kavrandigi gorulmektedir. Genel olarak katiimcilarin buytuk ¢ogunlugu 6élgme
degerlendirme okuryazarlidi egitim ve uygulamalari sonucunda; bireysel farkliliklari temele alan,
stre¢c odakl farkli yéntem tekniklerin kullanilarak égrenciyi butlincll (bilissel, duyussal ve
psikomotor) yonlyle 6lcme ve degerlendiriime tabii tutulmasi gerektigi kazanimi edindikleri
s@ylenebilir.

Kategori 4. Egitimler yeterligimi etkilememisgtir. Tum bu bulgularin haricinde 6lgme
deg@erlendirme egitim ve uygulamalarinin kendi yeterliklerine etkilemedigini ifade eden (¢
katihmci bulunmaktadir. Buna gore;

Olgme degerlendirme ile ilgili herhangi bir dergi veya sanal (yeligim veya herhangi bir
platforma Uye olmadidim icin bu alanda yeterlik diizeyimin dusik oldugunu distiniyorum
(K25).

Olgcme degerlendirme siirecindeki araclarin birgoguna hakimim ama hangi durumda
hangisinin ne ise yaradigini ne amagcla kullanildigini biliyorum. ... ama uygulama konusunda
kendimi yeterli gérmiyorum (K1).

Standart basan testlerinde icin yeterli seviyemin oldugunu distniyorum fakat gelisen
dinya ve farklilasan bireyler igine kattigimizda yeterlilik dizeyimin distigunit gérmekteyiz.
... (K12).

Alintilara gére katihmcilar 6lgme degerlendirme cgalismalarina “dyeliginin olmamasi”, élgme
deg@erlendirme uygulamalarini yapmada kendini “yeterli gérmemesi” ve “bireylerdeki
farklilasmadan” dolayl kendi yeterlik dizeylerinin azaldigini belirtmektedirler. Bu bulgular
toplam bulgulara nazaran katiimcilarin egitim ve uygulama faaliyetlerine katiimadiklar veya
dinlemediklerini géstermektedir. Clnkl verilen cevaplar btlinligl kapsamamakta ve konu digi
oldugu anlasiimaktadir.

4. Sonug ve Tartigsma
Olgme ve degerlendirme okuryazarliyi modern egitim sistemlerinde 6gretmenlerin sahip olmasi
gereken en dnemli yeterliklerden biridir. Cinku egitim-6gretim faaliyetlerinin kalitesi dlgme ve
degerlendirme kalitesi ile yakindan iligkilidir. Bu nedenle 06gretmenlerin dlgme ve
deg@erlendirme yeterligi bakimindan nitelikli olmasi esastir. Bu ilkeden hareketle yapilan bu
calisma Tirkce 6gretmenlerinin 6lgcme ve degerlendirme yeterlik dizeylerini ortaya koymayi
hedeflemistir. Calismada asagidaki sonuclara ulasilimigtir.
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Aragtirmanin nicel boyutunda Olgme Degerlendirme Okuryazarligi Envanteri kullanilarak
dgretmenlerin 6lgme ve degerlendirme okuryazarlik dizeyleri dort farkli yeterlik alanina gére
Olctlmustar.

ilk alan dlcme ve degerlendirme ydntem ve tekniklerini belileme yeterligidir. Arastirmaya
katilanlarin bu alanla ilgili elde edebilecekleri en yiiksek ortalama puan 5'tir. On test
uygulamasinda katilimcilarin ortalamasi 3,48; son test uygulamasindaki ortalamasi 3,70
puandir. Bu sonug istatistiksel olarak anlamh dizeyde degildir. Buna goére verilen egitim
katilimcilarin 6lgme ve degerlendirme yéntem ve tekniklerini belirleme yeterligi Gzerinde yeterli
dizeyde etkili olamamistir.

Olgme ve degerlendirme ydntemlerini kullanarak égrencilerin 6grenme diizeyini dlgme, ikinci
yeterlik alanidir. Ogretmenlerin bu yeterlikten alabilecekleri en yiiksek puan 10’dur. Bu alandaki
On test ortalama puani 4,81; son test ortalama puani 4,41’dir. On test ortalamasinin son test
ortalamasindan yuksek olmasi katilimcilarin egitim surecini verimli gegirmedigi bigiminde
yorumlanabilir. Her iki ©6lgim arasindaki farkin anlamli olmamasi da bu yorumu
desteklemektedir.

Verileri analiz ederek yorumlama, 6grencinin gelisimi ve 6grenmesiyle ilgili geribildirim saglama
yeterligi arastirma kapsaminda olgtlen tglnci alandir. En yiksek ortalamanin 10 olabilecegi
bu alanda katilimcilarin &n test ortalama puani 5,26; son test ortalama puani 5,52’dir. Istatistiksel
olarak anlaml fark olusturmayan bu sonug, sekiz hafta boyunca verilen egitimin katilimcilarin
verileri analiz ederek yorumlama, 6grencinin gelisimi ve 6grenmesiyle ilgili geri bildirim
saglama okuryazarligini istenen dizeyde iyilestirmedigini géstermektedir.

Calisma kapsaminda sinanan ddérdidnci alan, sonuglara gére 6grenme ve dgretme sirecini
gbzden gecirme yeterligidir. Egitim 6ncesinde katiimcilarin bu alandaki ortalama puani 5
Gzerinden 1,48’dir. Egitim sonrasindaki ortalama puan 2,04’tlr. Bu sonug yeterlik diizeyinin
olumlu yénde farkhlasmasini saglayacak diizeyde degildir. Nihai olarak arastirmanin nicel
boyutunda elde edilen verilere gore testlerde anlamli bir farkihgin olusmadigi tespit edilmistir.
Alan yazinda benzer sonuca ulasan ve 6gretmenlere verilen egitimin sonuglarda anlamh bir
fark yaratmadigi bir arastrma bulunmaktadir. Sargut (2022) arastirmasinda Turkge
6gretmenlerinin  hizmet ici egitim alp almama durumuna goére o6lcme degerlendirme
yeterliliklerinde ve okuryazarlik becerilerinde herhangi bir degisiklik olmadigi sonucuna
ulasmstir.

Ogretmenlerin 6lgme ve degerlendirme okuryazarliklarini gelistirmek icin hazirlanan egitim ve
program gibi igeriklerin &gretmenlerin okuryazarlik becerilerini gelistirdigi sonucuna
ulasiimigtir. Ozellikle web tabanli tasarlanan modelin dgretmenlerin becerilerini gelistirdigi
bulgusuna erigilmistir (Huai ve digerleri, 2006; Fan ve digerleri, 2011). Ayrica Mertler (2009)
arastirmasinda 6gretmenlerin 6lgme ve degerlendirme becerilerini gelistirme amaciyla verdigi
egitimlerde 6gretmenlerin bildiklerini sinif i¢i uygulamalara daha kolay iletebildiklerini
belirtmistir. Yine benzer sekilde Cohen ve Hill (1998) 6gretmenlere ydnelik yurattikleri 6lgme
ve degerlendirme atblye calismalari ile ©gretmenlerin silreg igerisindeki uygulamalan
gelistirdigini, farkh 6lcme ve degerlendirme ydntemlerini ise kostuklarini ve bu alandaki
okuryazarlik becerilerini geligtirebildiklerini ifade etmistir. Literatlirde yapilan calismalara gére
verilen egitimlerle 6gretmenlerin dlgme ve dederlendirme okuryazarlk becerilerinin gelistigi
gorulse de bu aragtirma ile uygulanan egitimin dgretmenlerde okuryazarlk becerilerini anlamli
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derecede degistirmedigi sonucuna ulasiimistir. Bu sonucun alan yazindaki calismalarin
bulgulari ile értiismedigi gériilmektedir. Ogretmenlerin 6lgme ve degerlendirme okuryazarlik
becerilerinin gelismedigine yonelik arastirma verilerinden hareketle neden-sonug iliskisine
dayall cikarimlarda bulunan arastirmacilar bulunmaktadir. Adamson (2020) calismasinda
dgretmenlerin 6lgcme ve degerlendirme sireglerine yonelik ydntem belirleme, élgme araglarini
gluncelleme, slreci planlama, izleme ve yorumlama gibi becerilerden uzak oldugu bulgusuna
erismistir. Kilmen ve Cikrikgci-Demirtasgli (2009) ise 6gretmenlerin 6lcme ve degerlendirme
okuryazarlik becerilerinin gelismeme nedenini lisans dizeyinde bu alana iliskin yeterli dizeyde
bilgi ve beceri kazanmamalarina baglamaktadir. Sonug¢ olarak &gretmenlerin dlgme ve
degerlendirmeye yonelik kavram ve istatistiki bilgilere yeterince sahip olmamalari ve bu bilgileri
nerede ve nasil kullanacagini bilmemeleri sinif i¢ci élgme degerlendirme uygulamalarindan
kacinmalarina neden olmustur (Lai ve Waltman, 2008).

Arastirmanin nitel kisminda, katimcilarin 6lgme ve degerlendirme okuryazarhgina iligkin
yeterlik diizeylerini iceren goéruslerine yer verilmistir. Bu gorusler “6lcme ve degerlendirme
okuryazarldi yeterligi” ana bash@ altinda toplanmistir. Bu ana kategori altinda doért alt baslik
belirlenmistir. Katihmcilarin % 60’1 egitim dncesinde yeterliklerinin gelistiriimesi gerektigini ifade
etmiglerdir. Verilen egitim sonrasinda katilimcilarin yaklasik %89’u bu uygulamanin élgme ve
degerlendirme yeterliklerini gelistirdigini belirtmiglerdir. Levy-Vered ve Nasser-Abu Alhija
(2015) arastirmalarinda égretmenlerin 6z yeterliklerinin dlgme ve degerlendirme okuryazarligi
ile dogrudan iligkili oldugu ve 6gretmenlerin 6lgme degerlendirmeye iliskin yeterlik algilarinin
bu okuryazarlig etkiledigini ifade etmistir. Ayrica yapilan arastirmalarda 6gretmenlerin 6lcme
ve deg@erlendirmeye iligkin inanglarinin bu alandaki gelisimleri icin oldukga 6nemli oldugu
belirtilmistir. Olumlu algi ve inanca sahip 6gretmenlerin 6lcme ve degerlendirme okuryazari
olmalarinin daha kolay olacagi distntlmektedir (Cizek, 1995; Philippou ve Christou, 1997;
Popham, 2000). Nitekim 6gretmenlerin 6lcme ve degderlendirmeye yonelik algi ve disinceleri
bu alanda verilecek okuryazarlik egitimini dogrudan etkilemektedir (Brown, 2008).

ilk alt kategoride yer alan ve yeterliginin gelistiriimesi gerektigine dair géris bildirenler, bilgi ve
kavram bakimindan genel olarak élgme ve degerlendirme konusundan haberdar olduklarini,
ancak uygulama siireglerinde sorunlar yasadiklarini vurgulamislardir. Olgme ve degerlendirme
stireclerinde kendisini yeterli gérdiigiini distnen ikinci alt kategorideki katilimcilar her ne
kadar yeterlik duzeylerine iligkin olumlu gérise sahip olsalar da elde edilen bulgular bunu
dogrulamamaktadir.

Bu gruptaki katihmcilarin ¢ok az bir kisminin glncel tekniklere beklenen diizeyde hakim
olduklan tespit edilmistir. Verilen egitimin yeterligini gelistirdigini dile getiren Gclincli alt
kategorideki katihmcilarin ¢ogu, bireysel farkliliklari esas alan sire¢ odakli 6lcme ve
degerlendirme teknikleri konusunda kazanim elde ettiklerini ifade etmiglerdir. Dérdinci alt
kategorideki katilimcilar verilen egitimin mevcut yeterlikleri Uzerinde bir etkisi olmadigini
belirtmiglerdir.

Nicel ve nitel bulgular birlikte degerlendirildiginde, dlgme ve degerlendirme okuryazarhgi ile
ilgili olarak katiimcilarin gdéruslerine yansiyan olumlu degerlendirmelerin nicel bulgularla
desteklenmedigi gorilmektedir. Katiimcilarin buytk bir kismi verilen egitimin yeterlik dizeyleri
Uzerinde etkili oldugunu belirtse de bu gikarim son testten elde edilen bulgulara yansimamistir.
Nicel verilerin nitel verilerle kismen tutarsiz olmasi, katiimcilarin 6z degerlendirme
perspektifinden kaynaklandigi degerlendiriimektedir.
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Extented Abstract

Itroduction

Measurement and evaluation, having a dynamic that directly affects all components of the education and training process, is
actively involved in all stages of the education and training process, especially in curricula, course contents and exams.
Measurement and evaluation plays an important role in determining the achievement of the targeted success and achievement
of the objectives and is employed in all education systems and programmes. Volante and Fazio (2007) claim that undergraduate
education based on measurement and evaluation is far from being equipped to create measurement and evaluation literacy in
teachers. In addition, DeLuca and Klinger (2010) state that teachers should acquire this literacy skill during their undergraduate
education in order to avoid problems related to measurement and evaluation in their professional lives. The important structure
of measurement and evaluation has formed the basis for the formation of a literacy in this field over time. Based on the results
of these studies, it is thought that determining the measurement and evaluation literacy levels of teachers or prospective teachers
with different situations and variables is a necessity for the literature. In particular, it is important to determine the awareness of
teachers conducting Turkish lessons about these skills and to carry out the process in an effective and dynamic way. As a matter
of fact, Turkish lessons contain more than one evaluation process with its scope that prioritises the use of many cognitive and
affective skills, mainly the four basic language skills.

Methods

This research was designed with convergent parallel design, one of the mixed research methods. In mixed research, quantitative
and qualitative data are collected and analysed together. In the convergent parallel design, which constitutes the model of the
research, although the data are collected simultaneously, the data are analysed separately. In this design type, quantitative and
qualitative data are approached equally. After the data are analysed separately, the data are interpreted and combined. The aim
of this design type is to provide data diversity, compare and integrate the data, verify the results and increase the validity of the
research (Creswell, 2017). In the quantitative data dimension of the study, one-group pretest-posttest design, one of the weak
experimental designs, was used. With this design, the change between the tests applied on a single group is measured (Creswell,
2019). The qualitative dimension of the research was designed with a case study. Case study can be expressed as collecting
detailed data about one or more situations and analysing these data by describing them (Creswell, 2016). The study group of
the research consists of 27 Turkish teachers working in public schools in Mus province centre. The study group was determined
by convenient sampling method from non-random sampling. This sampling method is expressed as collecting data from a sample
that the researcher can easily reach. Due to limitations, the main feature of this method is to select the sample from accessible,
easily applicable units (Blyukoztiirk et al., 2016). The research data were obtained by using the ‘Assessment Literacy Inventory’
and the ‘Structured Interview Form’ prepared by the researchers. The data collected from the study group were analysed in two
categories as quantitative and qualitative. The data obtained from the inventory items were tested with Shapiro-Wilk test for
normality assumption. Since the pre-test and post-test data set met the normality assumption, dependent groups t-test was used
to determine whether the difference between the pre-test and post-test of the group was significant.

Conclusion

Measurement and assessment literacy is one of the most important competences that teachers should have in modern education
systems. Because the quality of education and training activities is closely related to the quality of measurement and evaluation.
For this reason, it is essential that teachers are qualified in terms of measurement and evaluation competence. Based on this
principle, this study aimed to reveal the measurement and evaluation competence levels of Turkish teachers. The following results
were reached in the study.

In the quantitative dimension of the study, measurement and evaluation literacy levels of teachers were measured according to
four different competence areas by using the Measurement and Evaluation Literacy Inventory.

In the qualitative part of the study, the views of the participants including their competence levels related to measurement and
assessment literacy were included. These views were grouped under the main heading of ‘measurement and assessment literacy
competence’. Four subheadings were determined under this main category. Sixty per cent of the participants stated that their
competences should be improved before the training. After the training, approximately 89% of the participants stated that this
practice improved their measurement and evaluation competences.

When the quantitative and qualitative findings are evaluated together, it is seen that the optimistic evaluations reflected in the
views of the participants regarding measurement and evaluation literacy are not supported by the quantitative findings. Although
most of the participants stated that the training was effective on their competence levels, this inference was not reflected in the
findings obtained from the post-test. The partial inconsistency of quantitative data with qualitative data is considered to be due
to the self-evaluation perspective of the participants.
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2024 Examination of Turkish Course Teaching Programmes in
Terms of Cognitive and Metacognitive Strategies

Abstract

The aim of this study is to determine the cognitive and metacognitive strategies taught
in the 2024 Turkish curriculum and the distribution of these strategies according to
objectives, learning areas and grade levels. The study was conducted according to
document analysis, one of the qualitative research methods. The material of the study
is the 2024 Turkish Lesson Teaching Program. 'Cognitive and Metacognitive Strategies
Determination Form' was used as a data collection tool in the study. The data of the
study were analyzed using descriptive analysis techniques. As a result of the study, it
was determined that strategies were included only in the achievements in the 2024
Primary School Turkish Lesson Teaching Program. While the 1st and 2nd grade level
objectives did not include any strategies, it was determined that strategies were included
in 2 objectives at the 3rd grade level and 3 objectives at the 4th grade level. It was
determined that 12 cognitive and 4 metacognitive strategies were included in the
program. It was determined that strategies were used 21 times at the 5th grade level,
19 times at the 6th grade level, 18 times at the 7th grade level and 24 times at the 8th
grade level.

Keywords: 2024 Turkish Language Teaching Programme, cognitive strategies,
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2024 Tiirkge Dersi Ogretim Programlarinin Biligsel ve Ustbilissel
Stratejiler Acisindan Incelenmesi

Oz

Bu galigmanin temel amaci; 2024 Turkge dersi 6gretim programlarinda islenen bilissel
ve Ustbiligsel stratejileri, bu stratejilerin 6grenme ¢iktilarina, 6grenme alanlarina ve sinif
dizeylerine gére dagilimini tespit etmektir. Calisma, nitel arastirma yéntemlerinden
dokiiman incelemesine gére gergeklestiriimistir. Calismanin materyalini 2024 Tirkge
Dersi Ogretim Programi olusturmaktadir. Calismada veri toplama araci olarak
arastirmacilar tarafindan gelistirilen “Bilissel ve Ustbilissel Stratejileri Belirleme Formu?”
kullaniimigtir. Elde edilen veriler, betimsel analiz teknikleri kullanilarak analiz edilmistir.
Calisma sonucunda 2024 ilkokul Turkge Dersi Ogretim Programi’nda stratejilerin sadece
o6grenme ciktilarinda islendigi tespit edilmistir. 1 ve 2. sinif dizeyindeki 6grenme
ciktilarinda higbir stratejiye yer verilmezken 3. sinif diizeyinde 2, 4. sinif diizeyinde ise 3
6grenme ciktisinda stratejilere yer verildigi tespit edilmistir. 2024 Ortaokul Turkge Dersi
Ogretim Programr’nda 12 bilissel ve 4 Ustbilissel stratejinin yer aldigi tespit edilmistir.
Stratejilerin 5. sinif diizeyinde 21 kez; 6. sinif diizeyinde 19 kez; 7. sinif diizeyinde 18 kez
ve 8. sinif diizeyinde ise 24 kez iglendigi belirlenmistir.

Anahtar Kelimeler: 2024 Tirkge Dersi Ogretim Program, biligsel stratejiler, Ustbilissel
stratejiler.
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1. Introduction

Instructional programmes guide educators about the education process, the characteristics of
the main and auxiliary materials to be used in the process, the duration, purpose, strategies,
outcomes, etc. Teaching programmes have a systematic structure consisting of basic
principles and features that teachers and students are informed about. This situation is also
valid for Turkish teaching programmes. One of the most important functions of Turkish teaching
programmes shaped around their own aims and processes is to help students acquire the four
basic language skills at the desired level.

Various cognitive and metacognitive strategies are included in the 2024 Secondary School
Turkish Curriculum in order to ensure that students achieve the desired proficiency in Turkish
basic language skills. When the programme is examined, it is understood that cognitive and
metacognitive strategies are given more space compared to previous programmes. Cognitive
and metacognitive strategies constitute one of today's popular research topics in the field of
education and training. The fact that cognitive and metacognitive strategies play a decisive role
in learning requires a better understanding of these concepts.

TDK Turkish Dictionary (2024) defines the word ‘strategy’ as ‘The path taken to achieve a
predetermined goal, follow-up. According to Anderson (2003, p.3), strategy is the conscious
actions of an individual to improve his/her language skills. Wellman (1988, p.5) emphasised
that in order for a behaviour or practice to be accepted as a strategy, the paths followed should
serve the goals and the strategies should be used consciously in order to achieve the gain at
the end of the process. The concept of strategy explains the utilisation of various processes in
solving problems and controlling the process. Making learning more effective, more practical
and planned depends to a great extent on the strategies used in this process (Armutcuoglu,
2017). In this respect, one of the most important purposes of using strategy is to increase the
success in a job. Another purpose is to do a job easily and quickly (Topuzkanamis, 2014).

The fact that the subject of the present study is ‘Cognitive and Metacognitive Strategies’
requires a better understanding of these concepts. Cognition is all the operations of the human
mind to understand the world and the events around it (Fidan, 1986, p. 65). On the other hand,
metacognition is the recognition and perception of information, and the conscious
management, evaluation and control of the process by the individual (Bonds & Bonds, 1992).
Brown (1978) stated that metacognition includes abilities such as predicting, planning,
monitoring and evaluating one's own mental activities and defined metacognition as ‘knowing
about knowing’. Hennessey (1999) explained the concept of metacognition as a person's
awareness of his/her own thoughts and perceptions, effective control of his/her cognitive
processes, and an effort to regulate his/her cognitive processes for subsequent learning.
According to Pressley and Harris (2012, p. 266), metacognitive cognitive strategies are
cognitive knowledge that emphasises knowing. Metacognition is the state of being aware of
one's own learning and decision-making processes and realising which skills one uses while
learning (Leonard, 2002, p. 125). According to Flavell (1979, p. 906), social cognition, problem
solving, memory, attention, language acquisition, writing, reading comprehension and verbal
persuasion are of great importance in metacognition. When considered in this direction, it is
understood that metacognition refers to mastering the stages of knowing and controlling
cognitive processes.
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The concept of metacognition is also referred to as cognitive awareness (Dogan, 2013).
According to Forrest-Pressley and Waller (1984, p.6), while cognition refers to the processes
and strategies used by individuals in the process, metacognition refers to what the individual
knows about his/her cognitive processes and his/her ability to manage these processes. To
summarise, cognition refers to the work and processes that need to be fulfilled, while
metacognition includes how to do these work and processes, being aware of what is known
about these processes, organising and evaluating these processes.

Learning strategies are handled differently and in more detail in the 2024 Secondary School
Turkish Curriculum than in the previous curriculum, the 2019 Turkish Curriculum. In the 2019
Turkish Curriculum, learning strategies were mostly included in the learning outcomes and
superficially, while in the current curriculum, they were included both in the learning outcomes
and in the language education process in detail. A striking change between the current
curriculum and the previous curriculum in terms of strategies is that while various strategies
were included in the learning outcomes for speaking skill in the 2019 Turkish Lesson Teaching
Programme, no strategy was included in the learning outcomes prepared for speaking skill in
the 2024 Primary and Secondary School Turkish Lesson Teaching Programmes. In the current
programmes, only methods and techniques are included in the learning outcomes for speaking
skill. In the current programme, cognitive and metacognitive strategies are included only in
listening/watching, reading and writing learning areas. It is necessary to mention these learning
areas in order to understand the importance of the subject.

Listening is the basic skill that develops faster than speaking and affects the development of
reading and writing skills in learning a new language (Scarcella & Oxford, 1992). Listening is a
process and this process is complex (Richards, 1983). This requires the use of various listening
strategies. Listening strategies can be divided into four main types: cognitive, metacognitive,
affective and social strategies (Von Eckardt, 1995). Kummin and Rahman (2010) stated that
metacognitive awareness of listening strategies is related to language learning success;
Shirani-Bidabadi and Yamat (2010) stated that it is related to listening proficiency;
Baleghizadeh and Rahimi (2011) stated that it is related to language learning motivation. In this
respect, it can be said that listening strategies have an important place in learning a language
at the desired level.

Reading is a language skill that can be developed gradually with regular, planned education.
Reading is a complex process that requires a large amount of time and teaching material and
is influenced by physical, mental and linguistic factors. Reading is not just a matter of correct
pronunciation of letters lined up side by side. It is the process of reading, comprehending,
analysing and making inferences about what is processed in the text in line with the determined
purposes. For all these processes and more, it is very important that physical and mental
elements work in coordination for the same purpose (Can & Kardas, 2024). Readers use
various strategies to facilitate comprehension in the reading process. Reading strategies show
‘how readers perceive reading, what kind of textual clues they catch, how they understand
what they read and what they do when they do not understand’ (Block, 1986, p. 465). Reading
strategies are cognitive tactics applied to extract meaning from the text (Temizkan, 2009).
Reading strategies are thought to reveal the way readers manage their interactions with the
written text, make reading more effective and improve comprehension (Singhal, 2001). The
reader's conscious behaviour, monitoring and regulating these strategies while reading is
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called metacognitive awareness (Anderson, 2002). This is considered as a key factor for
competence in strategic reading. Because learners with metacognitive awareness can
consciously direct the reasoning process and use strategies effectively during reading (Carrell,
et al. 1989).

Writing is the last link of language skills learnt. Writing is the skill of expressing thoughts,
experiences and observations by grounding them in a fictional integrity (ipsiroglu, 2007),
transferring feelings and thoughts to a surface around some determined rules and in a planned
manner, with the help of some tools, and conveying feelings and thoughts by using some
symbols and signs (Akyol, 2015). Writing strategies have an important place in the
development of writing skills. Writing strategies, which are generally considered within
language learning strategies, can be defined as cognitive or metacognitive processes or
sequences of processes that a person employs in creating a text or solving a problem (Oxford,
1990). Writing strategies are the processes carried out in order to successfully complete a
writing activity or task. In this respect, it can be said that strategies also regulate the learner's
behaviours and studies related to a certain task. For example, in revising the writing, the learner
must first decide what needs to be changed, then identify the problematic area and produce
solutions on how to deal with it. After these processes, the revision can be considered
complete. In this respect, teaching these strategies to students with low writing success is of
great importance (Graham & Harris, 2005).

In the literature, there is no study examining the current Turkish language teaching
programmes in the context of the strategies used in the programmes. Studies examining the
2024 Secondary School Turkish Curriculum from various aspects can be found in the literature.
There are studies that compare the 2024 Turkish Curriculum with the 2019 Turkish Curriculum
in various aspects (Kaya & Aydin, 2024; Memis & Kalyoncu, 2024); the listening skill learning
area (Can & Kardas, 2024a); the reading skill learning area (Can & Kardas, 2024b); and digital
literacy issues in the curriculum (Banaz, 2024).

The aim of this study is to determine the cognitive and metacognitive strategies taught in the
2024 Turkish curriculum and to determine the distribution of these strategies according to
learning outcomes, learning areas and grade levels. In this respect, the study is original and
contributes to the literature. In the research, answers to the following questions were sought:

1. What are the cognitive and metacognitive strategies covered in 2024 primary and
secondary school Turkish curricula?

2. How is the gradual transfer of responsibility model included in strategy teaching in the
2024 Secondary School Turkish Curriculum?

3. What are the cognitive and metacognitive strategies covered in the learning outcomes of
2024 primary and secondary school Turkish curricula?

4. How are the strategies included in the learning outcomes in the 2024 Secondary School
Turkish Curriculum distributed according to grade level and basic skills?

5. What is the numerical distribution of the cognitive strategies covered in the learning
outcomes in the 2024 Secondary School Turkish Curriculum according to grade levels?

6. What is the numerical distribution of metacognitive strategies covered in the learning
outcomes in the 2024 Secondary School Turkish Curriculum according to grade levels?

7. What is the distribution of the strategies included in the learning outcomes in the 2024
Secondary School Turkish Curriculum according to grade level and basic skills?
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2. Method

This study was conducted according to document analysis, one of the qualitative research
methods. According to Yildinm and Simsek (2021), in document analysis, written materials
containing information about the subject or subjects intended to be studied are examined. In
these analyses, researchers can access the information they want to reach without the need
for interviews or observations. In this respect, document analysis is both economical and saves
time.

2.1. Study Material

The study material of this research consists of 2024 primary and secondary school Turkish
curricula.

2.2. Data Collection Tools

In the study, ‘Cognitive and Metacognitive Strategies Identification Form (CMSIF)’ developed
by the researchers was used as a data collection tool. In the process of preparing the form, the
cognitive and metacognitive strategies that are intensively emphasised in the literature were
determined and presented to the opinion of academicians who produce academic texts in the
field. The strategies agreed upon by the field experts were edited and the form was finalised.
The form consists of two parts. While the first part includes cognitive strategies, the second
part includes metacognitive strategies. The cognitive strategies included in the CMSIF are as
follows: Activating Prior Knowledge, Using Prior Knowledge, Predicting, Visualising, Analysing
Text Structures, Organising Information, Asking Questions, Making Inferences, Summarising,
Planning, Creating Text, Reviewing, Evaluating, Editing, Sharing. Metacognitive Strategies are
Metacognitive Monitoring, Metacognitive Control, Cognitive Strategy Selection, Self-
Assessment.

2.3. Data Analyses

In the process of collecting data from the material of the study, the strategies in the CPSRF
were taken into consideration. In the light of the strategies in the form, the relevant curricula
were carefully examined and cognitive-metacognitive strategies were recorded. The recorded
data were described and tabulated using the descriptive analysis technique. According to
Yildinm and Simsek (2021), descriptive analysis is a type of qualitative data analysis that
involves summarising and interpreting the data obtained through various data collection
techniques according to predetermined themes. These strategies were classified and
explained according to grade levels, skill areas and learning outcomes. Then, the gradual
delegation of responsibility model used in strategy teaching was included. Finally, strategies
belonging to all grade levels and skill areas were tabulated and shown.

2.4, Validty and Reliability

It is an important issue to ensure the validity of the data collection tools and the reliability of the
collected data in document analysis studies. At each stage of the development process of the
data collection tool, two field experts with a doctorate degree in the relevant field were
consulted. The data collection tool was finalised in line with the opinions of the field experts.

In order to ensure the reliability of the study, inter-coder agreement was examined. The
reliability formula developed by Miles and Huberman (1994) [Agreement / (Agreement +
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Disagreement) x 100] was used to determine the inter-coder agreement. Accordingly, the inter-
coder agreement must be at least 70% to be accepted. As a result of the calculation made
using the formula, it was determined that the agreement between the researcher and two
independent coders was 92%. This rate reveals that the data are highly reliable.

3. Findings

2024 The findings obtained from the study conducted in order to determine the cognitive and
metacognitive strategies taught in the Turkish lesson curricula and to determine the distribution
of these strategies according to learning outcomes, learning areas and grade levels are given
below in titles and tables.

3.1. Findings Related to the First Sub-Aim

In this section, findings related to cognitive and metacognitive strategies in the 2024 primary
and secondary school Turkish curricula are presented.

In the 2024 Primary School Turkish Language Teaching Programme, the subject of strategies
is covered only in learning outcomes. In this respect, it can be said that strategies at primary
school level are not covered in detail in the programme. The strategies covered in the primary
school programme were mentioned under the title of ‘Strategies in Learning Outcomes’.

In the 2024 Secondary School Turkish Curriculum, cognitive and metacognitive strategies,
which are included for the first time, are given under the title of ‘Application Principles for
Strategies, Methods and Techniques to be Used in Language Education’. In the programme, it
is stated that students are expected to use these strategies independently in the
listening/watching, reading and writing processes. These strategies are divided into two as
‘Cognitive Strategies’ and ‘Metacognitive Strategies’. These strategies and their subheadings
are explained below.

3.1.1. Cognitive Strategies

In the 2024 Secondary School Turkish Curriculum, ‘Cognitive Strategies’ is stated as the first
strategy group that students are expected to use while listening/watching, reading or writing.
In the programme, it is stated that students should use one or more cognitive strategies without
being dependent on others in order to successfully complete the difficult tasks they work on
and achieve their goals; in this context, students are expected to determine their goals before
the study, choose the most appropriate strategy to achieve these goals and use it without the
need for someone else's guidance.

The cognitive strategies that can be used by the student at different stages of the
listening/watching and reading process to make the process more efficient, to facilitate the
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structuring of meaning, to better organise the information obtained in the mind and to keep it
in memory for a longer period of time are listed as follows:

e Mobilising and Using Prior Knowledge
e Forecasting

e Visualisation

e Analysing Text Structures

¢ Organising Information

¢ Question Asking

¢ Inference Making

e Summarising

The strategies listed above are the strategies that students can use in listening/watching and
reading processes. On the other hand, the programme also includes strategies that students
can use in writing processes. The purpose of these strategies in the programme is explained
as ‘to make the process more efficient at different stages of the writing process, to facilitate the
structuring of the production process, to better organise the message to be conveyed’. The
cognitive strategies that students can use in the writing process are as follows:

e Planning

e Text Creation

e Review (Evaluation and Organisation)
e Sharing

In the 2024 Secondary School Turkish Curriculum, cognitive strategies for listening/watching,
reading and writing skills are explained one by one in the said curriculum. These cognitive
strategies are given below and cognitive strategies are briefly explained by quoting from the
curriculum under review.

In the 2024 Secondary School Turkish Curriculum, there are 8 cognitive strategies that
students can use in listening/watching and reading processes. These cognitive strategies are
explained in the relevant programme as follows (MEB, 2024):

Activating and using prior knowledge: In the programme, the strategy of activating and using
prior knowledge is explained as the student's use of what he/she knows about the subject,
genre, author, etc. of what he/she will listen/watch or read before he/she starts
listening/watching or reading, his/her experiences, and the information in the texts he/she has
previously listened/watched or read from his/her long-term memory and uses them to structure
the meaning during listening/watching or reading. It is emphasised that while using this
strategy, the student associates his/her prior knowledge with the newly learned information
(MEB, 2024).

Predicting: The prediction strategy is to make logical predictions about what will happen or
what kind of information will be given in the following chapters based on various clues in the
text. Within the scope of the strategy, the student first makes predictions about the content of
the text before starting to listen/watch or read the text. Then, after listening/watching or reading
a certain part of the text, he/she continues to make predictions about what will happen in the
following chapters. Then, he/she listens/watches or reads the rest of the text to see whether
his/her predictions about the rest of the text are correct or not, and determines how much of
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his/her predictions coincide with the narration. In the programme in question, in the use of this
strategy, the importance of how logical the reasons on which the student bases his/her
predictions are based is emphasised, not how much the student's predictions coincide with the
content (MEB, 2024).

Visualisation: In the curriculum, the visualisation strategy is also called ‘Creating Mental
Images’. This strategy is used in the form of creating pictures in the student's mind about what
is described in the text and sometimes transferring them on a piece of paper. While working
on long listening/watching or reading materials, mental pictures are usually created (MEB,
2024).

Analysing text structures: In the programme, the analysis of text structures is stated as a
strategy that gains importance especially in the last years of primary school, middle school and
high school. The reason for this is that narrative texts are predominantly used in the early years
and these texts are similar to each other in terms of structure.

Organising information: The strategy of organising information, which requires identifying
important information or events in the text and putting them on paper with various organisation
schemes, provides a simpler and more logical presentation of the relationships between
concepts or the sequence of events. This facilitates both comprehension and long-term recall.
When the learner uses this strategy effectively, he/she identifies all the important information
and the relationships between them and then summarises the text more easily. When this
strategy is employed after analysing text structures, important information in the text is more
easily identified and organised (MEB, 2024).Arial Nova Fontu, 11 Punto, 1,15 satir aralig, iki
yana yasli, tiresiz, paragraf girintisiz, paragraf araliklari énce-sonra 6 nk.

Asking questions: When using this strategy, which is also called ‘question generation’ in the
programme, the student generates various questions before and during the process and seeks
answers to them while listening/watching or reading in order to better understand what he/she
is listening/watching or reading or to obtain the information he/she needs to reach within the
framework of the purpose he/she has set before the study (MEB, 2024).

Making inferences: Inferencing is the process of reaching information (deep understanding)
that is not explicitly expressed in the text by using clues, real world knowledge, experiences,
previous readings, etc. in the text after listening/watching or reading the text. In the inferences,
there must be a basis from the text and extra-textual information must be associated with it. In
the teaching and use of the strategy, the teacher should pay attention to presenting a logical
and acceptable justification produced as a result of the mentioned association (MEB, 2024).

Summarising: Summarising means that the student presents all the important information in
the text in a paragraph in his/her own words after listening/watching or reading the whole text.
During the use of summarising strategy, which is accepted as one of the effective strategies,
important information or events in the text should be presented as they are given in the text (in
terms of sequence of events or connections between concepts), unimportant details should be
left out, and the main idea should be clearly expressed. During the teaching of the strategy to
the student, it should be expressed by mphasising that a good summary should have these
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features and how to distinguish between important information and unimportant details should
be taught by modelling (MEB, 2024).

In the 2024 Secondary School Turkish Curriculum, there are 4 cognitive strategies that
students can use in the writing process. These cognitive strategies are as follows:

Planning: In the programme, planning is explained as a strategy that involves the student's first
focusing on the topic of his/her choice and determining the outline of his/her text in the writing
process. At this stage, students should use various thought development techniques and
brainstorm. In this context, the student conducts detailed research on the subject before
starting to write, collects information and uses the information collected to form the basis of
the text. In this process, the target audience and purpose of the text, the structure and content
of the text, and the tools to be used are also determined at this stage (MEB, 2024).

Creating a text: Text creation, also called ‘Drafting’ in the programme in question, is the
strategy in which the student starts to turn the ideas he/she has obtained and the outlines
he/she has previously drawn into a text. The main purpose of this strategy is not to make the
text perfect, but to put their thoughts on paper freely and fluently. The student starts by creating
the body of the text, where he/she elaborates the main idea and auxiliary ideas. He/she designs
the introduction section in a way to attract the attention of the target audience and to give a
general idea about the subject. In the conclusion, he/she summarises the main lines of his/her
text and reinforces his/her message (MEB, 2024).

Revision (Evaluation and editing): The main goal of this strategy is to improve the clarity,
coherence and overall structure of the text. In this process, the student reads what he/she has
written many times and organises the content comprehensively. Feedback from the teacher
and self-reflection/self-adaptation are important in this strategy because this feedback adds
different perspectives and ideas to the writing (MEB, 2024).

Sharing: Sharing is described in the curriculum as a strategy that involves the process of
sharing or publishing the student's writing with classmates, teachers or a wider audience.
Within the scope of the strategy, it is ensured that students share their writings on the class
board, school board, school magazine or online/offline environments deemed appropriate
(MEB, 2024).

3.1.2. Metacognitive Strategies

In the 2024 Secondary School Turkish Curriculum, it is stated that students are expected to
set goals, choose appropriate strategies to achieve these goals, monitor whether the process
progresses in line with the goals and evaluate the results obtained at the end of the process.
According to the programme, cognitive strategies enable students to reach their goals and
advance the process, in other words, to learn a subject or perform a task; metacognitive
strategies enable students to plan, monitor and evaluate the process. Metacognitive strategies
are handled under two main headings, namely ‘monitoring’ and ‘control’ in the programme.
These strategies are used in listening/watching, reading and writing skills where cognitive
strategies are included (MEB, 2024).

Metacognitive monitoring: Metacognitive monitoring is a strategy that involves questioning
whether there is a problem in the realisation of learning (construction of meaning in
listening/monitoring or reading) and whether the process is progressing in line with the goals
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by using the criteria established in line with the goals during the listening/monitoring or reading
process and at the end of this process. In other words, monitoring involves checking not only
the process of meaning construction but also the achievement of other specific objectives set
before listening/watching or reading. While teaching the strategy, students are encouraged to
stop at certain intervals during listening/watching or reading to check whether they have
understood the part they are listening/watching or reading, and to take a short note of what
they have understood from the relevant part. This is repeated at regular intervals throughout
the study. The student is expected to automatise the monitoring over time (MEB, 2024).

Metacognitive control: Metacognitive control is the process of taking action in line with the
information obtained through monitoring. When the student realises that he/she has a problem
in understanding or reaching the goals set before the study, he/she intervenes towards the
source of the problem. For example, if the problem is caused by the chosen strategy, the
strategy is changed, and if it is caused by the material, the material is changed. Strategy also
plays a critical role in planning and managing the tasks to be performed by the student.
‘Cognitive strategy selection’ and “self-assessment” are among the metacognitive control
strategies that can be used in Turkish lesson (MEB, 2024).

Cognitive strategy selection: Cognitive strategy selection is a strategy that involves selecting
the appropriate cognitive strategy to achieve the learning objectives. During planning, the
student is expected to evaluate his/her own strengths and weaknesses and to choose the most
appropriate strategy to achieve the goal by considering time and other factors. Cognitive
strategy selection as a metacognitive control strategy is important because it directly affects
the process of goal achievement. The student is expected to make the best choice by
evaluating the strategy he/she used in previous similar tasks and the results he/she obtained,
which can sometimes be based on the results obtained from the observed models. In the
following process, the student checks the correctness of his/her choice with metacognitive
monitoring and makes a new choice to change the strategy he/she has chosen if necessary
(MEB, 2024).

Self-assessment: In this strategy applied at the end of the process, the final conclusion about
success or failure is reached after the conclusion about whether the goals have been achieved
or not, the experiences during the process and the information provided by metacognitive
monitoring are evaluated. Self-evaluation at the end of the process enables the student to
prepare himself/herself for the listening/watching, reading or writing activities to be carried out
later, and to make himself/herself ready for new situations in terms of various variables
(motivation structures, strategy knowledge, adaptations to be made regarding strategy,
environment and material according to the characteristics of different text types or learning
materials, etc.) (MEB, 2024).

3.2. Findings Related to the Second Sub-Aim

In this section, findings on the use of the Gradual Transfer of Responsibility Model in strategy
teaching in the 2024 Secondary School Turkish Curriculum are presented.

In the 2024 Secondary School Turkish Curriculum, it is aimed for students to reach a level
where they can independently select and apply appropriate strategies in listening/watching,
reading and writing. In this direction, teaching with the strategies needed is based on the
‘Gradual Transfer of Responsibility Model’. The Gradual Transfer of Responsibility Model

174



Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

(KSDM) is a teaching model that considers the student and the teacher in a ‘master-apprentice
relationship’. Within the scope of the model, the teacher first introduces the strategy through
direct instruction, then demonstrates its use as a model. Then, by providing opportunities for
students to apply them, he/she provides them with mastery under his/her supervision. In the
last stage, students use this strategy independently. While the main responsibility for the
implementation of the strategy to be taught in the classroom belongs to the teacher who is
relatively more experienced and knowledgeable at the beginning, in the last step, it is
transferred to the student who gains knowledge and experience, and the responsibility is
shared in the steps in between (MEB, 2024).

3.3. Findings Related to the Third Sub-Aim

In this section, the findings related to the strategies covered in the learning outcomes in the
2024 Primary and Secondary School Turkish Curricula are given.

The strategies in the 2024 Primary and Secondary School Turkish Curricula are given
according to the grade levels and the basic skill area in which they are located (MEB, 2024).

3.3.1. Strategies in the First Grade Learning Outcomes

2024 Primary School Turkish Curriculum does not include any strategies for learning areas in
the 1st grade learning outcomes.

3.3.2. Strategies in Second Grade Learning Outcomes

2024 Primary School Turkish Curriculum does not include any strategies related to learning
areas in the 2nd grade learning outcomes.

3.3.3. Strategies in Third Grade Learning Outcomes

In the 2024 Primary School Turkish Curriculum, the learning outcomes in which strategies are
covered at the 3rd grade level are as follows:

Under the learning outcome of ‘Managing listening/watching’, the statement ‘Selects the
listening/watching strategy in accordance with the subject and purpose.’ is included.

Under the learning outcome ‘Managing the reading process’, the statement ‘Decides on the
reading strategy according to the subject or purpose of reading.” was included.

At the 3rd grade level, there are no strategies related to writing and speaking skills in the
programme.

3.3.4. Strategies covered in Fourth Grade Learning Outcomes

In the 2024 Primary School Turkish Curriculum, the learning outcomes in which strategies are
covered at the 4th grade level are as follows:

‘To be able to manage listening/watching’ learning outcome includes the statement ’Selects
listening/watching strategy in accordance with the subject, purpose and type of relationship.’

Under the learning outcome ‘Managing the reading process’, the statement ‘Selects the
reading strategy according to the subject or purpose of reading.’ is included.

In the learning outcome ‘Managing written expression skills’, the statements ‘Selects the
appropriate writing strategy for the purpose.’, ‘Selects the appropriate strategy for the writing
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environment (paper/online) he/she has determined.” and ‘Makes writing work in accordance
with the writing strategy he/she has chosen.’ are used.

At the 4th grade level, there is no strategy related to speaking skill in the programme.
3.3.5. Strategies covered in the Fifth Grade Learning Outcomes

The strategies in the 5th grade learning outcomes in the 2024 Secondary School Turkish
Curriculum are as follows:

Cognitive strategies to be taught under the learning outcome ‘Managing strategy and method
choices in listening/watching’: ‘Activating and using prior knowledge, analysing text structures
and organising information (narrative text structure, sequential chronological text structure),
predicting, visualising, inferring, summarising’, while the metacognitive strategies to be taught
include “metacognitive monitoring” strategy.

Cognitive strategies to be taught in the learning outcome ‘Managing strategy and method
choices in reading’: ‘Activating and using prior knowledge, analysing text structures and
organising information (narrative text structure, sequential chronological text structure),
predicting, visualising, inferring, summarising’. On the other hand, ‘metacognitive monitoring’
strategy was included as metacognitive strategies to be taught.

The cognitive strategies under the learning outcome of ‘Managing choices of writing strategies,
methods and techniques’ are: ‘Planning, text creation, revising (evaluation-editing), sharing’
and metacognitive strategies are “metacognitive monitoring”.

In the 2024 Secondary School Turkish Curriculum, while strategies are included in the learning
outcomes prepared for listening/watching, reading and writing skills at the 5th grade level, it is
noteworthy that strategies for speaking skills are not included.

3.3.6. Strategies in Sixth Grade Learning Outcomes

The strategies in the 6th grade learning outcomes in the 2024 Secondary School Turkish
Curriculum are as follows:

Cognitive strategies to be taught in the learning outcome ‘Managing strategy and method
choices in listening/watching’: ‘Activating and using prior knowledge, analysing text structures
and organising information (explanatory text structure and comparison-contrast), predicting,
visualising, inferring, summarising’. In the learning outcome in question, ‘Metacognitive control,
self-evaluation’ is given as metacognitive strategies.

Cognitive strategies in the learning outcome ‘Managing strategy and method choices in
reading’ are: ‘Analysing text structures and organising information (explanatory text structure,
comparison-contrast text structure), asking questions’ and metacognitive strategies:
‘metacognitive control, self-evaluation’.

Cognitive Strategies to be selected in the learning outcome ‘Managing the choices of writing
strategies, methods and techniques’: ‘Planning, text creation, revising (evaluation-editing),
sharing’, metacognitive strategies: ‘Metacognitive monitoring’.

2024 Secondary School Turkish Curriculum does not include strategies for speaking skills at
the 6th grade level.
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3.3.7. Strategies in Seventh Grade Learning Outcomes

The strategies in the 7th grade learning outcomes in the 2024 Secondary School Turkish
Curriculum are as follows:

Cognitive strategies to be taught in the learning outcome ‘Managing strategy and method
choices in listening/watching’: ‘Activating and using prior knowledge, analysing text structures
and organising information (cause-effect and problem-solution), predicting, visualising,
inferring, summarising’, while metacognitive strategies are given as “metacognitive
monitoring”.

Cognitive strategies given in the learning outcome ‘Managing strategy and method choices in
reading’: ‘Analysing text structures and organising information (cause-effect text structure,
problem-solution text structure)’. Unlike the previous grade levels and learning outcomes, this
learning outcome does not include metacognitive strategies by name, instead the sentence ‘All
strategies taught in previous grade levels should be used.’ is included.

The cognitive strategies in the learning outcome ‘Managing the choices of writing strategies,
methods and techniques’ are: ‘Planning, text creation, revising (evaluation-editing), sharing’
and metacognitive strategies are “metacognitive monitoring”.

In the 2024 Secondary School Turkish Curriculum, strategies for speaking skills at the 6th
grade level are not included.

3.3.8. Strategies covered in Eighth Grade Learning Outcomes

The strategies in the 8th grade learning outcomes in the 2024 Secondary School Turkish
Curriculum are as follows:

Cognitive strategies to be taught in the learning outcome ‘Managing strategy and method
choices in listening/watching’: ‘Activating and using prior knowledge, analysis of text structures
and organising information (narrative text structure, sequential chronological text structure,
explanatory text structure, comparison-contrast, cause-effect, problem-solution), prediction,
visualisation, inference, summarising’. ‘Metacognitive monitoring’ from metacognitive
strategies was included.

Under the learning outcome ‘Managing strategy and method choices in reading’, unlike the
previous learning outcomes, cognitive and metacognitive strategies were not mentioned by
name, but instead the statement ‘All strategies taught at previous grade levels should be used.’
was included.

The cognitive strategies to be selected in the learning outcome ‘Managing the choices of
writing strategies, methods and techniques’: ‘Planning, text creation, revising (evaluation-
editing), sharing’. Among metacognitive strategies, ‘metacognitive monitoring’ was included.

3.4. Findings Related to the Fourth Sub-Aim

In this section, the findings regarding the distribution of the strategies in the learning outcomes
in the 2024 Secondary School Turkish Curriculum according to the grade level and basic skills
are presented.

In the 2024 Primary School Turkish Curriculum, strategies are not included individually in the
learning outcomes. In this respect, primary school grade levels could not be included in the
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table below. In the 2024 Secondary School Turkish Teaching Programme, the distribution of
the strategies in the learning outcomes according to the grade level and basic skills is given in
Table 1.

Table 1. Distribution of the strategies in the learning outcomes in the 2024 secondary school
Turkish curriculum according to the grade level and basic skills

5th grade 6th grade 7th grade 8th grade
= = = =r
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= 0 ) 3. =0 © 3. = 0 o) 3. = 0 o) 3.
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= Asking a Question X X
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@  Summarisation x X x x X x
Planning
Text Creation
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Sharing X X X X
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When Table 1 is analysed, it is seen that a total of 21 strategies are covered for
listening/watching, reading and writing skills at the 5th grade level. While 18 of these strategies
are cognitive strategies, 3 of them are metacognitive strategies. At the 6th grade level, 19
strategies were covered for listening/watching, reading and writing skills. While 14 of these
strategies are cognitive strategies, 5 of them are metacognitive strategies. At the 7th grade
level, 18 strategies were covered for listening/watching, reading and writing skills. While 13 of
these strategies were cognitive strategies, 5 of them were metacognitive strategies. At the 8th
grade level, it was found that 24 strategies were covered for listening/watching, reading and
writing skills. While 19 of these strategies were cognitive strategies, 5 of them were
metacognitive strategies.
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3.5. Findings Related to the Fifth Sub-Aim

In this title, an answer to the question ‘What is the numerical distribution of the cognitive
strategies covered in the learning outcomes in the 2024 Secondary School Turkish Curriculum
according to the grade levels?’ was sought.

The numerical distribution of the cognitive strategies covered in the learning outcomes in the
2024 Secondary School Turkish Curriculum according to grade levels is given in Table 2.

Table 2. Distribution of the cognitive strategies covered in the learning outcomes in the 2024
secondary school Turkish curriculum according to grade levels
Sthgrade 6thgrade 7th grade  8th grade Total
Mobilising and Using 2 1 1 2 6
Preliminary Information
Forecasting
Visualisation
Analysing Text Structures
Organising Information
Asking a Question
Inference Making
Summarisation
Planning
Text Creation
Review (Evaluation and Organisation)
Sharing

22NN (NINININ
AR IOIOIN(O(0|O |

1 1
1 1
2 2
2 2
1 -
1 1
1 1
1 1
1 1
1 1
1 1

AlalalaININ=2INdINdININ

When Table 2 is examined, it is seen that ‘Analysing Text Structures’ and ‘Organising
Information’ strategies were covered the most in all grade levels. Each of these strategies was
included in the relevant curriculum a total of 8 times. In the 2024 Secondary School Turkish
Curriculum, each of the strategies of ‘Activating and Using Prior Knowledge’, ‘Predicting’,
‘Visualising’, ‘Inferring’ and ‘Summarising’ were included 6 times, while each of the strategies
of ‘Planning’, ‘Creating a Text’, ‘Reviewing (Evaluation and Editing)’ and ‘Sharing’ were
included 4 times in total. In the 2024 Secondary School Turkish Teaching Programme, the least
common strategy is ‘Asking Questions’. This strategy was included 1 time each in 6th and 8th
grade levels.

3.6. Findings Related to the Sixth Sub-Aim

In this section, the findings regarding the numerical distribution of metacognitive strategies
covered in the learning outcomes in the 2024 Secondary School Turkish Curriculum according
to grade levels are given.

The distribution of the metacognitive strategies covered in the learning outcomes in the 2024
Secondary School Turkish Curriculum according to grade levels is given in Table 3.

Table 3. Distribution of metacognitive strategies covered in the learning outcomes in the 2024
secondary school Turkish curriculum according to grade levels

5th grade 6th grade 7th grade 8th grade Total
1.Metacognitive Monitoring 3 1 3 3 10
2.Metacognitive Control - 2 1 1 4
2.1.Cognitive Strategy Selection - - - - -
2.2.Self Evaluation - 2 1 1 4

When Table 3 is analysed, it is understood that ‘Metacognitive Monitoring’ strategy was used
10 times, and ‘Metacognitive Control’ and ‘Self-Assessment’ strategies were used 4 times
each. On the other hand, ‘Cognitive Strategy Selection’ strategy was not included in any grade
level.
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3.7. Findings Related to the Seventh Sub-Aim

In this section, the findings regarding the general distribution of the strategies included in the
learning outcomes in the 2024 Secondary School Turkish Curriculum according to grade level
and basic skills are given. The distribution of the strategies in the learning outcomes of the
2024 Secondary School Turkish Curriculum according to grade level and basic skills is given
in Table 4.

Table 4. Distribution of the strategies included in the learning outcomes in the 2024 Secondary
School Turkish Curriculum according to grade level and basic skills.

5th grade 6th grade 7th grade 8th grade Total
Listening/Watching 8 9 8 8 33
Reading 8 5 5 11 29
Writing 5 5 5 5 20
Total 21 19 18 24 82

When Table 4 is analysed, it is understood that 8 strategies for listening/monitoring and reading
skills and 5 strategies for writing skills were covered at the 5th grade level. At the 6th grade
level, 9 strategies for listening/monitoring skills and 5 strategies for reading and writing skills
were covered. At the 7th grade level, it was found that 8 strategies for listening/watching skills
and 5 strategies for reading and writing skills were covered. At the 8th grade level, it was found
that 8 strategies for listening/monitoring skills, 11 strategies for reading skills and 5 strategies
for writing skills were covered.

4. Conclusion, Discussion and Recommendations

One of the most important aims of Turkish teaching programmes is to ensure that students
acquire the four basic language skills at the desired level. Various cognitive and metacognitive
strategies are included in the 2024 Secondary School Turkish Course Teaching Programme
for teaching the four basic language skills and grammar that students are intended to acquire.
While these strategies were covered superficially in the 2019 Turkish Curriculum, they were
prepared separately and in detail for listening, reading, writing skill areas and grammar
teaching in the 2024 Secondary School Turkish Curriculum. This situation constitutes a striking
aspect of the current programme.

The cognitive strategies that can be used by the student at different stages of the listening and
reading process to make the process more efficient, to facilitate the structuring of meaning, to
better organise the information obtained in the mind and to keep it in memory for a longer
period of time are listed as follows: ‘Activating and Using Prior Knowledge, Predicting,
Visualising, Analysing Text Structures, Organising Information, Asking Questions, Making
Inferences, Summarising.” The cognitive strategies that students can use in the writing process
are as follows: ‘Planning, Text Creation, Revising (Evaluation and Editing) and Sharing.” On the
other hand, metacognitive strategies are discussed under two main headings as ‘monitoring’
and ‘controlling’.

In the learning outcomes in the 2024 Turkish Curriculum, it was determined that a total of 21
strategies for listening/watching, reading and writing skills were covered at the 5th grade level.
While 18 of these strategies are cognitive strategies, 3 of them are metacognitive strategies.
At the 6th grade level, it was determined that 19 strategies were covered for listening/watching,
reading and writing skills. While 14 of these strategies are cognitive strategies, 5 of them are
metacognitive strategies. At the 7th grade level, it was determined that 18 strategies were
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covered for listening/watching, reading and writing skills. While 13 of these strategies were
cognitive strategies, 5 of them were metacognitive strategies. At the 8th grade level, it was
determined that 24 strategies were covered for listening/watching, reading and writing skills.
While 19 of these strategies are cognitive strategies, 5 of them are metacognitive strategies.

In the 2024 Turkish Language Teaching Programme, it was observed that ‘Analysing Text
Structures’ and ‘Organising Information’ strategies were mostly covered at all grade levels.
Each of these strategies was included in the relevant curriculum 8 times in total. In the 2024
Secondary School Turkish Curriculum, each of the strategies of ‘Activating and Using Prior
Knowledge’, ‘Predicting’, ‘Visualising’, ‘Inferring’ and ‘Summarising’ were included 6 times,
while each of the strategies of ‘Planning’, ‘Creating a Text’, ‘Reviewing (Evaluation and Editing)’
and ‘Sharing’ were included 4 times in total. In the 2024 Secondary School Turkish Teaching
Programme, the least common strategy is ‘Asking Questions’. This strategy was included 1
time each at the 6th and 8th grade levels.

The ‘Metacognitive Monitoring’ strategy is included 10 times, and each of the ‘Metacognitive
Control’ and ‘Self-Evaluation’ strategies are included 4 times in total. On the other hand,
‘Cognitive Strategy Selection’ strategy was not included in any grade level.

In the study, it was observed that 8 strategies for listening/monitoring and reading skills and 5
strategies for writing skills were covered at the 5th grade level. At the 6th grade level, it was
determined that 9 strategies for listening/monitoring skills, 5 strategies for reading skills and 5
strategies for writing skills were covered. At the 7th grade level, it was determined that 8
strategies for listening/monitoring skills, 5 strategies for reading skills and 5 strategies for
writing skills were covered. At the 8th grade level, it was found that 8 strategies for
listening/monitoring skills, 11 strategies for reading skills and 5 strategies for writing skills were
covered.

One of the important factors determining success in learning processes is knowing one's
learning strategies and utilising them in line with the objectives. In this context, it is very
important that the person has sufficient awareness of cognitive metacognitive strategies. With
KSDM, it is necessary for teachers to plan the whole learning process with students and carry
out this process in a master-apprentice relationship in order for students to internalise learning
strategies. The fact that cognitive and metacognitive strategies are given a wide place in the
current programme reveals the importance of strategy use in the learning process.

When all the results are evaluated together, it can be said that a sufficient number of cognitive
and metacognitive strategies are included in listening/watching, reading and writing learning
areas. However, the fact that no cognitive and metacognitive strategy was mentioned to serve
the learning in the speaking learning domain can be considered as a deficiency. Because, as
in writing skill, various cognitive and metacognitive strategies are utilised in speaking skill.

There are many studies in the literature on Turkish curricula (Aydin, 2017; CalpveAlpkaya,
2021; Carkit, 2021; Erdamar & Barasi, 202; Kalayci & Yildinm, 2020; Karabulut & Tunagdr,
2021; Kaya & Kardas, 2019; Kaya & Kayman, 2021; Sarikaya, 2020). The main purpose of these
studies is to examine the curricula in depth from various perspectives, to identify deficiencies
or mistakes, if any, and to present them to the information of those concerned. In his study,
Cergi (2018) examined the 2018 Turkish Lesson Curriculum for its compliance with Bloom's
Taxonomy and reported the deficiencies he identified. Sarikaya (2020) examined the
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contribution of Turkish writing outcomes in 2015 and 2018 programs to creative writing skills.
Calp and Alpkaya (2021) examined the compatibility of the Undergraduate Entrance
Examination questions with the Turkish curriculum objectives. Erdamar and Barasi (2021)
reported the extent to which the Turkish curriculum serves 21st century skills. Tunagtir and
Turan (2021) aimed to improve the text writing skills of 8th grade students with writing activities
based on metacognitive strategies, and concluded that the curriculum they applied improved
students' ability to write informative texts and gained metacognitive writing awareness.

All of these studies contribute to the process of preparing curricula that better serve the aims
of education. The subject of the current study and the data it reports will also contribute to the
preparation of a more successful curriculum. Because no curriculum is perfect. The aim of the
current study coincides with the aims of the studies in the field.

There is a need for scientific studies that examine the current and previous Turkish curricula
in detail. It will contribute to the field for researchers to produce studies that examine and
examine the programs in depth from various angles.
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Attachment 1

Cognitive and Metacognitive Strategies Identification Form

Cognitive Strategies

—_

Activating Prior Knowledge

Using Prior Knowledge

Predicting

Visualising

Analysing Text Structures

Organising Information

Asking Questions

Making Inferences

O 0| N| O o | W N

Summarising

-
o

Planning

11 Creating Text

12 Reviewing

13 Evaluating

14 | Editing

15 Sharing

Metacognitive Strategies

16 Metacognitive Monitoring

17 Metacognitive Control

18 Cognitive Strategy Selection

19 Self-Assessment
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Student Opinions on the Sustainable Art Practice of Printmaking
Papers Converted from Wastepaper

Abstract

This research focuses on understanding and addressing environmental issues through
art by integrating wastepaper into sustainable art practices. The unique value of this
study lies in its emphasis on the fact that combining recycled paper with art carries not
only environmental benefits but also social and creative potential. As part of the
research, paper-making workshops were organized to facilitate the convergence of
recycled paper with art, during which wastepaper was recycled to produce printmaking
paper. Subsequently, participants were given the opportunity to carry out linoleum
printing applications by incorporating local elements into their works. In this research,
implementation and examination studies were conducted in line with the stated aims
and objectives. The study employed a case study design, one of the qualitative research
methods, and data were collected through a semi-structured interview form. Based on
these data, it was clearly demonstrated that the students who participated in the paper
recycling workshop and engaged in the processes of printing on recycled materials for
sustainable art practices experienced an increase in environmental awareness, and
their positive impact on sustainable art was clearly revealed.

Keywords: Wastepaper, recycling, art, sustainable art, printmaking.

Atik Kagitlardan Dondistiirilen Baskiresim Kagitlarinin
Siirdirilebilir Sanat Pratigine lliskin Ogrenci Gorisleri

Oz

Bu arastirma, atik k&gitlarin sirdirdlebilir sanat pratigine entegrasyonunu ele alarak,
cevresel sorunlari anlama ve sanat araciliiyla ¢ézme slirecine odaklanmaktadir.
Calismanin 6zgln degeri, geri ddnusturilen kagitlarin sanatla birlestiriimesinin sadece
cevresel degil, ayni zamanda toplumsal ve vyaratici bir potansiyel tasidigini
vurgulamasinda yatmaktadir. Arastirma kapsaminda geri dondstirilen kagitlarin sanatla
bulugmasini gergeklestirmek amaciyla kagit yapim atélyeleri diizenlenerek atik kagitlar
geri donustlriimas ve baskiresim kagitlar elde edilmistir. Ardindan katiimcilara yerel
unsurlari eserleri ile birlestirerek linol baski uygulamalan gergeklestirme firsati
verilmistir. Bu arastirmada belirtilen amag¢ ve hedefler dogrultusunda uygulama ve
inceleme calismalan yapilmistir. Arastirmada nitel arastirma ydntemlerinden durum
galismasi deseni kullaniimis ve yar yapilandiriimis gérisme formu ile veriler elde
edilmistir. Bu veriler dogrultusunda k&gt déntsim atdlyesine katilip uygulamalar
gerceklestiren d6grencilerin, sirdirllebilir sanat pratiklerine yonelik geri donastiriimuis
malzemeler (izerine baski yapma sliregleri neticesinde, ¢cevreye duyarliliklari artmis ve
surdurulebilir sanata olumlu etkileri agikga ortaya konmustur.

Anahtar Kelimeler: Atik kagit, geri donlsim, sanat, sirdirllebilir sanat, baskiresim.

Metin, H. H.-Karadeniz, M. -Kiziirmak Cekinmez, B. (2024). Student opinions on the sustainable art practice of printmaking papers
converted from wastepaper. igtimaiyat, Turk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, pp. 186-199. DOI:
https://doi.org/10.33709/ictimaiyat.1540776.



mailto:metinhasan24@gmail.com.
mailto:karadenizmerve058@gmail.com.
mailto:busekizilirmak@gmail.com.
https://creativecommons.org/licenses/by-nc/4.0/deed.tr
https://creativecommons.org/licenses/by-nc/4.0/deed.tr
https://orcid.org/0009-0002-9290-1764
https://orcid.org/0009-0009-4760-2993
https://orcid.org/0000-0002-9407-5868

Tiirk Egitim Sisteminde Degisimler ve Yeni Egilimler Ozel Sayisi, 2024

1. Introduction

The invention of paper is an important milestone in the development of human civilization. The
history of paper was first started by Ts'ai Lun in China in the 2nd century BC (Ainsworth,
1962:24). Paper making then traveled from the Arab world to Spain and ltaly, from where it
spread to Europe (Posul & Gorcelioglu, 2004:85). Subsequently, as the Arabs learnt paper
production techniques in the Middle Ages, the use of paper increased rapidly and with the
invention of the modern printing press, access and dissemination of information accelerated
as never before. Over time, it spread all over the world and became a fundamental tool in the
transfer of knowledge, culture, and art. Today, paper has a vital importance in our daily lives
and industrial processes. However, this widespread use has also brought environmental
problems. Firstly, the paper production process requires intensive use of natural resources.
Cutting down trees causes deforestation and a reduction in biodiversity. Additionally, paper
production involves a large amount of water consumption and pollution of water resources.
Chemicals used during the bleaching and processing of paper pulp mix into water resources
and cause water pollution. For all these reasons, reducing paper consumption and recycling
wastepaper is critical in reducing environmental impacts. “If the world does not seek a solution
for the recycling of these wastes, it will be inevitable to face problems such as environmental
pollution, atmospheric change and the increase in various diseases (YUlcel, 2020:35).”
Therefore, the sustainable use of paper and the effective implementation of recycling
processes play a major role in solving environmental problems.

With the development of the industrial system and technology, disposable commercial
products that consume natural resources and turn into waste have emerged. The
environmental impacts of these products have caused serious problems worldwide such as
global warming, ozone depletion, decreasing productivity and desertification (Kaya, 2022:64).
Therefore, the importance of sustainability and environmentally friendly practices is increasing
day by day. Encouraging recycling, using renewable energy sources and adopting
environmentally friendly production processes can contribute to reducing these problems. The
unlimited production rate has caused a huge waste problem in developing societies. Many
institutions and organizations at the international level are seeking projects and solutions to
improve the negative relationship between nature and human beings. These activities aim to
reduce environmental problems and ensure sustainability (Kayahan & Cevik, 2021:5).

Inadequacies in waste management strain the infrastructures of countries, especially
developing societies, and have negative impacts on health, environment and economy.
Problems such as garbage mountains, pollution of water resources, air pollution and soil
erosion cause depletion of natural resources and deterioration of ecosystems.

To overcome these issues, it is vital for countries to develop more sustainable and innovative
solutions in waste management, strengthen international cooperation, and raise public
awareness. Otherwise, waste problems may drag countries into an irreversible collapse.
Heinberg (2010), explains this situation as follows:

“Historically, collapse usually refers to a sudden decline in population due to social chaos,
war, disease or famine. But decline can also occur more slowly, over many decades or even
centuries. There is also a theoretical possibility that a society may choose to reduce its
complexity in a controlled and gradual way. It is conceivable that a society could choose
the path of change rather than collapse. However, the only option that can really change
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the outcome is to stop using critical resources in an unsustainable way or to find alternative
resources (Heinberg, 2010:3).”

Heinberg (2010) emphasizes that the collapse of societies can occur not only in sudden and
dramatic ways, but also in a slow and controlled manner. It is also stated that a society can
theoretically enter into a sustainable change process by voluntarily reducing its complexity in
a controlled and gradual manner. In order to choose the path of change instead of collapse, it
needs to stop using critical resources in an unsustainable way or find alternative resources. It
is very important for countries to implement practices in the name of waste management to
prevent this collapse. “Waste management consists of minimizing hazardous and non-
hazardous wastes, collecting them by separating them at source, storing them, protecting
them, recovering the wastes and disposing of the unusable part (Ak & Geng, 2018:21).” This
process aims to minimize environmental damage and protect natural resources. Separation of
wastes at source provides both economic and environmental benefits by increasing recycling
rates. While the recovered materials can be used in the production of new products,
advantages such as energy saving and reducing the need for raw materials are also achieved.
In addition, proper disposal of waste that is no longer usable is vital for the environment and
human health. This stage involves the safe disposal or storage of waste without harming nature.

“Societies no longer look at recycling only as a waste collection business but approach it as
an initiative to raise environmental awareness and protect natural resources. It is aimed to
create environmental awareness by adopting this work by institutions (Glrer & Sakiz,
2018:1366).” The adoption of recycling is possible by increasing environmental awareness and
integrating sustainability principles into corporate culture. While these efforts allow waste
management to be carried out in a more effective and environmentally friendly manner, they
also encourage societies to exhibit more conscious and responsible behaviors in
environmental protection.

Recycling one tone of paper provides significant benefits on the environment and resources.
This recycling prevents 177 kg of greenhouse gas emissions, saves 4100 kWh of energy (a
40% reduction), and prevents the cutting down of 17 trees while saving 2.5 cubic meters of
storage space ( https:/sifiratik.gov.tr/kagit-atik) . In addition, the World Wildlife Fund (2022)
shares the dates on which we consume the resources offered to us by nature as Global
Exceeding the Limits Day every year and announces its reports. In 2022, this date was set as
28 July and it was stated that we have consumed one year of natural resources offered by the
Earth and that we have started to borrow from the future. These dates come earlier each year,
creating increasingly serious problems. Sustainable management of resources and re-
evaluation of consumption habits are critical for the solution of these problems. Raising
awareness and taking action by societies and organizations on this issue supports efforts to
leave a healthier environment for future generations.

“The awareness of the society and the knowledge that cellulose, which is already present in
the structure of paper sheets, can be used again and again causes an increase in interest in
the recycling of wastepaper (Sahin, 2013:74).” Awareness of wastepaper recycling and the
knowledge of the reusability of cellulose in the paper structure encourage artists to use this
material in their artistic expressions. In this way, the use of wastepaper in artworks not only
reduces environmental impacts, but also can set an example for sustainable art practices by
expanding the boundaries of art. “Artists who aim to raise awareness about nature and want to
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inform people about environmental awareness have produced sustainable and environmentally
sensitive artistic productions with completely natural materials or directly with nature itself
(Kaya, 2022:64).” Such artistic productions create sensitivity to nature in the audience and
make them think about their environmental responsibilities. Eliminating waste entirely, reusing
it, and producing works of art from it are among the goals of sustainable art (Aslan, 2022:104).
It is important for individuals and societies to act with environmental awareness, to review their
consumption habits and to adopt the principles of sustainability, to protect natural resources
and to leave a clean environment for future generations. In this context, art's support for
environmental sustainability contributes to raising awareness of global environmental
problems.

“For the artist, the paper form is important not only as a surface but also as the carrier of
the images he creates. The fact that the paper pulp can be used as a form during the
production phase of handmade paper, and that the paper produced has a structure that
can be bent, twisted and cut, becomes a tool that expands the artist's field of creativity and
enables him to go beyond the boundaries unlike the canvas surface (Dogan, 2024: 612).”

With these features, handmade paper offers the artist a visual and tactile experience and adds
depth to the creation process. “The ease and expressive power of the artist's effective use of
paper as a means of expression brings the artist to a different place in contemporary art (Yayan
& Yagcl, 2019: 7437).” In addition, the flexibility and workability of paper allows the artist to
move more freely in the creation process and experiment with different techniques. These
characteristics make paper an innovative and dynamic material in contemporary art. Paper,
which is an indispensable element of printmaking technique, offers new expression possibilities
to artists in interdisciplinary approaches. “As in every field, there is no end to creativity in
printmaking. Being open to new ideas and experimental works that differ both in content and
form is a prerequisite for development (Yildiz & Aslan, 2019: 3154).” In this context, the use of
wastepaper in printmaking is of great importance both environmentally and artistically. While
the reuse of wastepaper increases sensitivity to nature by integrating sustainability awareness
into art practice, it also allows the artist to discover new materials in the creation process.
Handmade paper has a workability that allows the artist to create unique paper objects by
offering various surface textures, weights and colours suitable for various printing techniques
(Dogan, 2024:615).

Art and sustainable art encourages constructive and constructive cooperation between the
individual and society and is the most direct expression of global responsibility. Appealing to
emotions and senses, art has the power to unite people on a common ground. In addition, art
has a great potential in guiding individuals and communities (Aslan, 2022:113). In this context,
it can be said that art brings people together, unites them on common ground, and encourages
societies to fulfill their environmental and social responsibilities. In this regard, raising
awareness of societies and developing environmentally sensitive behaviors of individuals can
be achieved through art in education programs. In this context, the role of university students
as a dynamic and active group in the development and maintenance of recycling awareness is
critical (Ak & Geng, 2018:21).

Within the scope of this research, it is thought that the participation of the students determined
as the study group, especially in the process of re-evaluating their own wastepaper, will
contribute to the increase of sustainability awareness and the spread of environmentally
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friendly practices. For this reason, the aim of the study was determined as examining student
views on the sustainable art practice of printmaking papers transformed from wastepaper.

2. Method

2.1. Research Design
This study is conducted with the case study method, which is one of the qualitative research
designs. A case study is a method used in cases where the boundaries of a particular event or
phenomenon are not clear. According to Yildirm and Simsek (2021), this method focuses on
in-depth examination of an event or phenomenon that the researcher cannot control and
basically tries to answer the “how” and “why” questions.

2.2. Participants
The study group of the research consists of 14 students studying in the third year of Nigde
Omer Halisdemir University Faculty of Education, Department of Fine Arts Education,
Department of Painting and Art Education. The students were selected from the third grade
because they had taken a printmaking course in this semester and were technically suitable
for the skills, knowledge and experience used in the process.

2.3. Data Collection Tools
In the study, a semi-structured interview form, developed by the researcher and consisting of
five open-ended questions, was used as a data collection tool. The interview form was
submitted for review to two language experts and three field experts to evaluate its suitability
for the research purpose and its comprehensibility. The form was finalized after necessary
adjustments were made based on the feedback received.

2.4. Process and Data Analysis
With the increasing population and the development of technology, problems such as
overconsumption, climate change, harmful substances, fossil fuels and the proliferation of non-
recyclable packaging are emerging. Therefore, sustainability projects are important for a more
livable world (Merih Bécek, 2019:1). When the research is evaluated in this context, it aims to
raise awareness about creating environmental awareness by using artistic practices in order
to produce solutions to the aforementioned problems.
In this research recycling workshop, the students were asked to evaluate the manuscript
papers they had accumulated. In this process, the students firstly cut these papers into small
pieces and kept them in water for two days. Then, the softened papers were made more
homogenous by means of a mixer and pulp was obtained. The paper pulps were added to a
large reservoir filled with water. Then, the pulleys obtained from fly screen wires were dipped
into this reservoir and the pulp remaining on the sieve was carefully transferred to a clean
surface. Then, the excess water on the pulp was removed and left to dry. The students
completed their linoleum printing works by making designs related to the society on these
papers.
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Image 1. While re-paper is being produced in the paper recycling workshop
The basic principle in the colored linoleum printing stage is that a separate printing stage is

carried out for each colour and the colours are in contact with each other. In the application,
problems were encountered due to the lack of a flat perimeter of the wastepaper and the
inability to print with a guide at each printing stage. This problem was solved by cutting only a
part of the paper properly and performing the alignment stages before printing from the cut
surface. An important advantage compared to the prints printed on normal paper is that the
paper dries easily. Since the absorbency level of wastepaper is much higher than other papers,
even the printing ink, which takes days to dry, dried in a very short time and allowed the second
colour to be printed on it immediately. This advantage significantly shortened the printing
process. However, the wastepaper, which reached a certain saturation level after the fourth
colour, slowed down the printing process because it did not dry quickly. However, if less
colourful work is planned at the design stage, this process can be significantly shortened.

Image 2. Exhibition of printmaking applications on recycled papr
Data were collected from the participants in the last week of the spring semester of the 2023-
2024 academic year. At this stage, the students studying in the 3rd year of the undergraduate
program of the Department of Art and Art Education were informed about the collection of
qualitative data and were asked to answer the questions in the form in line with their own views.
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The data obtained during the research process were analysed by descriptive analysis method.
Participant opinions were collected in certain categories and supported by percentage-
frequency analyses and arranged in a way that the reader can easily understand.

2.5. Ethical Considerations
This research was ethically approved by the Ethics Committee of Nigde Omer Halisdemir
University with the decision dated 07/05/2024 and numbered 2024/10-46.

3. Findings
The first question of the research was “What are the advantages of making art with recycled
materials?”. Table 1 below shows the answers given by the students:

Table 1. Student views on the advantages of making art with recycled materials

Categories Coders Student f %
Responsiveness $1, 87,89, $10,
P S11
Envi tal itivit Envi tal
nwronmer.] a .Sen3| ivity and nvironmenta S1, S5, 7, 59 10 41,7
Contribution to Nature Awareness

Environmental

Cleanliness S5
Material Savings S1, S2,S10
Authenticity S1, S3,S14
Artistic Advantages Contribution to Artistic S9. 512 10 41,7
Production
Economic Contribution Savings S1, S2,S5,S10 4 16,6
Total 24 100

In the data analysis related to the first sub-problem, the answers given by the students
participating in the wastepaper recycling workshop about the advantages of making art with
recycled materials were categorised according to their similarities and three categories
were obtained. These categories are “environmental sensitivity and contribution to nature”,
“artistic advantages” and “economic contribution”. When the frequency values in Table 1
are analysed, it is seen that the opinions of the students who participated in the wastepaper
recycling workshop regarding the advantages of making art with recycled materials are
equally (f=10) in the categories of “environmental sensitivity and contribution to nature”
and “artistic advantages”, and the least in the category of “economic contribution” (f=4).
In the category of environmental sensitivity and contribution to nature, with the “sensitivity”
code coming to the fore, the awareness of the students participating in the wastepaper
recycling workshop after making art with recycled materials was emphasised. Sample
opinions related to these categories are as follows:
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S1: “While increasing my sensitivity to the environment, it also helped me save money. |
used the recycled paper as art material and it helped me to generate new ideas. At the
same time, recycling old and unused paper prevented me from buying new paper. This also
contributed to my budget.”

S9: “I had a different experience. | am now more conscious about consumption and waste

culture. | can adapt my artworks by thinking that waste materials are transformed.”

S10: “It was advantageous both in terms of material savings and ease of access to recycled

materials.”

The second question of the research was “After this workshop experience, is there a project or activity
you plan to do for environmentally friendly art practices?”. Table 2 below shows the answers given by

the students:

Table 2: After the workshop experience, students' opinions on project or activity plans within the
scope of environmentally friendly art practices

Categories Coders Student f %

Continuing to

Make S2, S6, S11, 813
Wastepaper
. A Producing
There s (Continuity) -, ystic Projects S3, 4, S7, S9, S10 13 813
with Wastepaper
New Tec.hnlques S3, 6, S8, 512
Trial
There is not S1, S5, S14 3 18,7
Total 16 100

In the data analysis related to the second sub-problem, the answers given by the students
participating in the wastepaper recycling workshop regarding the project or activity plans
within the scope of environmentally friendly art practices were categorised according to
their similarities and two categories were obtained. These categories were determined as
“there is” and “there is not” and it was seen that the answers given in the direction of
continuing environmentally friendly art practices after the workshop experience were
mostly. When the frequency values in Table 2 were examined, it was determined that the
answers emphasising that they wanted to continue wastepaper practices with the code
“producing artistic projects with wastepaper” were mostly (f=13). In the “None” category,
it was observed that there were fewer students expressing an opinion (f=3) and the students
emphasised that even if they did not have a project at the moment, they had plans for the
future. Some of the opinions related to these categories are as follows:

S13: “Since I learnt how to make paper from wastepaper again, it has created an alternative
that | can use in the rest of my life's work.”

S5: “I do not have a project in mind at the moment, but | would like to take part in a certain
project and produce it in the future.”

S6: “I want to make wastepaper again and try painting techniques on them this time.”
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The third question of the research was “How did this workshop experience affect your
environmental awareness?”. Table 3 below shows the answers given by the students:

Table 3: Student views on environmental awareness after the workshop experience

Categories Coders Student f %

Environmental

S1, S3, S4, S5, S6, S7, S9, S10, S11, S12, S13
Awareness

Waste Materials

Transforming into S3, 810
Positive Art 19 100
Recycling S4, S5, S8, S11
Awareness
Citizen Scientist S13, S14
Negative - - 0 0
Total 19 100

In the data analysis related to the third sub-problem, the answers given by the students
participating in the wastepaper recycling workshop regarding their environmental
awareness were categorised according to their similarities and two categories were
obtained. These categories were determined as “positive” and “negative”. When the
frequency values in Table 3 are analysed, it is seen that the students who gave “positive”
answers to the question about how the workshop experiences affected their environmental
awareness were in the majority (f=19) and no “negative” answer was found. It was observed
that the students who participated in the wastepaper recycling workshop and gave positive
answers mainly gave answers compatible with the “environmental awareness” code.
Sample opinions related to these categories are as follows:

S1: “There is a lot of paper waste and it all ends up as rubbish. Recycling paper reduced
the amount of waste and helped us to save money by preventing the need for new paper.
Recycling the waste we produce has made me more sensitive to the environment.”

S3: “When we are in impossibilities, it enabled me to create an opportunity for myself
by making use of nature, that is, the objects in the environment. It enabled me to see
the objects in the environment as an art material, not as waste material.”

S11: “Thanks to this project, | learnt that | can recycle this paper into paper instead of
throwing it away. In this way, it is very important for me that even 1 tree can be saved.”

S14: “I don't look at things as rubbish, | think about how they can be utilised, how they
can be transformed into a work of art, and | do research. | try to contribute to raising
awareness about this issue not only by myself but also by telling people around me
about these things.”

The fourth question of the research was “What do you think about the social effects of
sustainable art?”. Table 4 below shows the answers given by the students:
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Table 4: Student views on the social effects of sustainable art

Categories Coders Student f %
Raising
Environmental S1, 82, S7, S9,
Awareness through S10, S12
Art
Sustainable Art S4, S6, S14
Contributions Economic 16 100
Contribution S5, 813
Aesthetic Contribution S4, S8, S14
Innovative
Approaches S3, S11
No Contribution - - 0 0
Total 16 100

In the data analysis related to the fourth sub-problem, the answers given by the students
participating in the wastepaper recycling workshop were categorised according to the
similarities of the social effects of sustainable art and two categories were obtained. These
categories were determined as “ contributions “ and “ no contribution”. When the frequency
values in Table 4 are analysed, the students who answered “contributes” in the question about
the contribution of workshop experiences to the social effects of sustainable art are in the
majority (f=16), and no answer with the characteristic of “does not contribute” was found. The
students who participated in the wastepaper recycling workshop and gave answers that they
contributed mainly gave answers compatible with the code “raising environmental awareness
through art”. Some of the opinions related to these categories are as follows:

O6: “Since we had never seen an example of sustainable art, we didn't know much about
it. However, the papers and prints we made showed us that the end of art is very open.”

O9: “It contributes to a more conscious society. You can design posters about this and
arouse interest in the society.”

O13: “When we look at the current state of the world, | think that recycling paper has a
positive effect on both society and the environment. | think that recycling is very important
and it is necessary to increase it when the environment is getting so bad.”

O14:” Art can provide an aesthetic perspective to many audiences. Making recycling more
enjoyable also makes saving more enjoyable. In this way, people do not look at many
materials as waste or rubbish.”

O10: “People react positively when they see the final results of the works made of these
papers. It is quite remarkable that these objects that will serve no purpose become usable.”

The fifth question of the research was “Do you establish a connection between art and the
environment? If so, how would you define this connection?”. Table 5 below shows the answers
given by the students:
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Table 5: Student views on whether there is a connection between art and the environment

Categories Coders Student f %
. S1, S2, S3, $4,
S$12, S13
. Inspiration from
Thereis a S2, S3, S7, S10,
connection ”at“r.e and the S8, S11,S14 20 100
environment
Use of
environmental S4, S6, S10
elements in art
No Connection - - 0 0
Total 20 100

In the data analysis related to the fifth sub-problem, the answers given by the students
participating in the wastepaper recycling workshop about whether there is a connection
between art and the environment were categorised according to their similarities and two
categories were obtained. These categories were determined as “there is a connection”
and “there is no connection”. When the frequency values in Table 5 are analysed, it is seen
that the students who answered “there is a connection” in the question about whether there
is a connection between art and the environment in the workshop experiences are in the
majority (f=20), and no answer with the characteristic of “no connection” was encountered.
The students who participated in the wastepaper recycling workshop and gave answers that
there was a connection mainly gave answers compatible with the code “reflection of the
environment on art”. Some of the opinions related to these categories are as follows:

S1: “Yes, | do. The environment we live in also affects our perception of art. The attitude of
the environment and social events in the environment also affect the psychology of the
person who makes art. This is directly or indirectly reflected in the art of the person.”

S9: “I am. Environment is a phenomenon that shapes art. Therefore, works of art should be
the voice of society.”

S13: “Of course | do. Just as art affects the environment, the environment also affects art.
Since the reactions of the environment can affect the artist, they also affect the art.”

S6:” Environment and art are connected to each other in every way. With this connection,
| believe that everything in the environment is related to art.”

4. Discussion

The main purpose of the research is to reveal the potential of sustainable art by utilising
wastepaper and to increase environmental awareness in society. In line with this purpose, the
findings obtained from student opinions were analysed. The first issue examined in the
research reveals the perceptions and evaluations of the students participating in the
wastepaper recycling workshop regarding the advantages of making art with recycled
materials. It is seen that especially environmental sensitivity and contribution to nature and
artistic advantages are important sources of motivation among the participants. The fact that
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the economic contribution is less prominent indicates that such workshops are primarily
focused on environmental and artistic benefits. In this context, it can be said that the positive
effects of making art with recycled materials on students' environmental awareness and artistic
creativity come to the fore. According to the findings of Mamur (2017), in his research on
sustainability and environmental education in art education with primary and secondary school
students, “jt was found that the art activities carried out within the framework of the project
contributed to recognising and understanding the importance of nature, realising the beauties
brought by art to nature and the environment, and discovering the diversity in art, as well as
causing a willingness to correct it. The students developed ideas that beautiful things can be
created through art, showed attitudes towards empathising with future generations, perceiving
environmental problems in a multidimensional way and thinking about a better life for the
future.” In addition, according to the data obtained in the study conducted by Saglam and
Enginoglu (2016:56) on “the use of waste objects in art education”, results such as more careful
use of natural resources, development of recycling awareness, understanding the concept of
three dimensions, improvement of visual perception, increase in creativity and reflection of the
acquired behaviours to the whole life were reached. It is seen that the results of these studies
support the results obtained in this study.

The second issue analysed in the study reveals the opinions of the students about whether
they have a project or activity they plan to do for environmentally friendly art practices after the
workshop experience. The findings obtained show that the majority of the students who
participated in the wastepaper recycling workshop thought of doing projects or activities for
environmentally friendly art practices after the workshop experience. Especially the high
interest in producing artistic projects with wastepaper reveals the participants' desire to
evaluate the environmental and artistic benefits of such practices. This leads students to
consider how sustainable art practice functions as a source of motivation in educational
processes and how to integrate environmentally friendly approaches in their future professional
practice. In the master's thesis titled “Recycling materials used in contemporary art” by Oflu
(2012), artists were interviewed and the results obtained were explained as follows; “Artists
who use recycling materials in their works, in the perspective of people towards the materials
they use; A highly significant relationship was found with a value of 85% in total by expressing
that it gives the audience a different perspective (46%), creates the perception that the
materials can be used (23%), their art brings happiness (4%), intense labour is spent (4%),
creates a different perspective on people (4%) and triggers personal memories (4%).” These
results indicate that art using recycled materials enriches the emotional and intellectual
experience of the audience and leaves a positive impact on society. It shows the effects of
using recycled materials on art and the audience and that these effects are compatible with
the students' desire to make environmentally friendly art projects.

The third issue analysed in the study revealed the students' views on how the workshop
experience affected their environmental awareness. The majority of the students who
participated in the wastepaper recycling workshop showed that their environmental awareness
was positively affected after the workshop experience. The positive responses indicating that
the participants' environmental responsibilities and sensitivity to nature have increased reveal
the potential effects of wastepaper recycling on sustainable art practice. Especially the
prominence of the category “environmental awareness” emphasises how such workshop
experiences contribute to the participants' awareness of environmental issues. In this context,
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it offers important clues on how sustainable art can be used as a tool in educational processes
and what role it can play in students' future professional practices. Ak and Geng (2018); in their
study to determine recycling awareness on Sakarya University students; in one of their findings,
“The hypothesis that Sakarya University students lack education/information about recycling
is confirmed. 63.7% said that there is a lack of education/information. 57.1% claim that they
know what happens to recycling waste afterwards.” Students also stated that they gained
environmental awareness after the workshop experience and that they did not have such
awareness before. For this reason, it is seen that the data of Ak and Geng¢ (2018) support the
results obtained in the study. Another issue examined in the study reveals the views on the
social effects of sustainable art. The findings show that the students participating in the
wastepaper recycling workshop have a positive perception of the social impacts of sustainable
art. It was revealed that the majority of the participants believed that art provides social benefits,
especially environmental awareness. This emphasises the importance of the role of sustainable
art in education and society. It provides an important perspective on how drawing attention to
environmental problems and providing alternative solutions through art can contribute to social
awareness. In addition, these findings may provide guidance on how sustainable art practice
can be included more broadly in future education programmes and social projects. In order for
the social effects to become visibly widespread, the awareness of individuals from all age
groups on this issue should be raised. In their study, Sayin and Yerli (2022), examined the
awareness of recycling in household wastes and its contribution to the economy and
concluded: “In the fourth finding of the study, it can be concluded that education levels differ
in the transformation of wastes and the development of environmental awareness of
individuals. While it is seen that individuals with primary and high school education do not have
a positive effect on the recycling of waste, it is seen that individuals with university and
postgraduate education have a positive contribution.” On the other hand, Yilmaz, Morgil, Aktug
& Gobekli (2002), in their study in which they investigated the knowledge of secondary school
and university students about the environment, environmental concepts and problems,
obtained the following result: “It shows that the students' level of knowledge about the
environment is insufficient, especially the environmental concepts within the scope of the study
cannot be learnt or taught sufficiently. Accordingly, it has been revealed that students do not
fully recognise the problems related to the environment.” In line with these studies, it is
necessary to raise awareness of all individuals on these issues in order to provide a social
benefit for the perception of art, environment and sustainability.

The last issue analysed in the study reveals the opinions of the students on whether they
establish a connection between art and the environment, and if so, how they define this
connection. The findings showed that the students who participated in the wastepaper
recycling workshop thought that there was a strong connection between art and the
environment. The majority of the participants emphasised that art is an important tool in the
processes of explaining environmental issues and raising environmental awareness. This
situation shows that the relationship between art and nature is effective in sensitising people
to environmental problems. These findings on how art's relationship with the environment is
defined as the expression of nature through visual imagery and emotion help us to understand
the social and environmental benefits of art. Furthermore, these results provide important clues
on how arts education can be further integrated in the context of environmental education and
sustainability education.
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“In the process of environmental education, it is aimed to provide basic information such
as the rational use of natural resources and the functioning mechanisms of the ecosystem
in order to meet the basic needs of human beings, as well as to create positive behavioural
changes in individuals in order to protect the ability of the environment to renew itself (Marin
& Yildinm, 2004).”

This statement supports students' views on whether there is a connection between art and the
environment. Issues such as the rational use of natural resources and the functioning
mechanisms of the ecosystem, which are the main objectives of environmental education,
provide an important background for understanding how students define the connection
between art and the environment and what kind of awareness they develop in this context. In
this context, the knowledge that students acquire in the process of environmental education
can help them to comprehend the relationship between the environment and art and to form
their thoughts on this issue.

5. Conclusion
Wastepaper poses a serious threat to the environment when it is not recycled properly. Paper
waste that accumulates in landfills can remain undegraded for long periods of time and
contribute to climate change by releasing greenhouse gases such as methane. In addition, the
felling of trees required for paper production leads to deforestation and a decrease in
biodiversity. Therefore, this process causes loss of natural habitats and deterioration of
ecosystem balance. In order to minimise the damage of wastepaper to the environment, it is of
great importance to implement recycling processes effectively. The transformation of
wastepaper and its applicability in art practices is of great importance in terms of environmental
sustainability and artistic creativity. The transformation of recycled materials into works of art
both contributes to the protection of natural resources and reveals the potential to create
environmental awareness through art. Consequently, the use of wastepaper in artistic practices
plays an important role in increasing environmental awareness and making individuals aware
of their environmental responsibilities.
The research findings reveal that students evaluate the advantages of making art with recycled
materials in terms of environmental sensitivity and artistic creativity. The workshop experience
positively affected the participants' environmental awareness and increased their interest in
environmentally friendly art projects. These findings show that sustainable art is an effective
tool in educational processes and raising social awareness. Student experiences highlight the
importance of integrating art made with recycled materials into educational programmes and
community projects, combining environmental and artistic benefits.
As a result, this research reveals that recycling of wastepaper and its applicability in art
practices have an important potential in terms of both creating environmental awareness and
encouraging artistic creativity. The students' process of making linoleum prints on recycled
materials increased their environmental awareness and revealed the positive effects of
sustainable art on society.
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The Application of Self-Determination Theory in Psychological
Counseling Process

Abstract

Self Determination Theory (SDT) is an important theoretical framework used in
psychological counseling to increase intrinsic motivation, strengthen psychological well-
being and support behavioural changes. This study examines the applications and
effects of SDT in psychological counseling in detail. SDT focuses on the needs for
autonomy, competence and relatedness to increase the intrinsic motivation of
individuals. Meeting these basic needs has positive effects on the psychological well-
being of clients. SDT applications in psychological counseling stand out with their
effectiveness in increasing client engagement and commitment to therapy. The
autonomy-supportive approaches of SDT encourage clients to participate more actively
in the therapy processes, which positively affects therapeutic outcomes. Research
shows that SDT increases clients' intrinsic motivation and this motivation leads to high
success rates in therapeutic processes. In the study, the application examples and case
studies section shows how SDT is applied in various therapeutic contexts and what
results it yields. The case studies illustrate how SDT supports clients' psychological well-
being and is effective in behavioural change processes. Clinical research and meta-
analyses provide important findings supporting effectiveness of SDT. In conclusion, SDT
is an effective approach in psychological counseling to increase clients' intrinsic
motivation, strengthen their psychological well-being and support long-term changes.

Keywords: Self-Determination Theory, authonomy, competence, relatedness,
counseling, application.

Oz Belirleme Kuraminin Psikolojik Danisma Siirecinde Kullanimi

Oz

Oz Belirleme Kurami (OBK), psikolojik danismada igsel motivasyonu artirma, psikolojik
iyi olusu guglendirme ve davranigsal deg@isimleri destekleme amaciyla kullanilan dnemli
bir teorik cercevedir. Bu calisma, OBK’nin psikolojik danisma siirecindeki uygulamalarini
ve etkilerini detayll bir sekilde incelemeyi amaglamaktadir. Deci ve Ryan OBK'da,
bireylerin i¢sel motivasyonlarini artirmak igin 6zerklik, yeterlik ve iligkili olma ihtiyaclarina
odaklanmaktadir. Bu temel ihtiyaglarin karsilanmasi, danisanlarin psikolojik iyilik halleri
tizerinde olumlu etkiler yaratmaktadir. Psikolojik danismada OBK uygulamalari, danisan
katiimini ve terapiye bagliigini artirma konusundaki etkililigi ile 6ne gikmaktadir. OBK’nin
Ozerkligi destekleyici yaklagimlari, danisanlarin terapi stirecine daha aktif katiimini tegvik
etmekte ve bu durum terapétik sonuglari olumlu yénde etkilemektedir. Arastirmalar,
OBK’nin danisanlarin igsel motivasyonlarini artirdigini ve bu motivasyonun terapétik
slireclerde ylksek basari oranlari sagladigini géstermektedir. Calismada yer alan,
uygulama érnekleri ve vaka incelemeleri bélimii, OBK’nin gesitli terapétik baglamlarda
nasil uygulandigini ve elde edilen sonuglar géstermektedir. Ornek vakalar, OBK’nin
danisanlarin psikolojik iyi oluslarini nasil destekledigini ve davranigsal degisim
slreglerinde nasil etkili oldugunu ortaya koymaktadir. Klinik arastirmalar ve meta-
analizler ise OBK’'nin genel gegerliligini ve etkinligini destekleyen &nemli bulgular
sunmaktadir. Sonug olarak OBK’nin, psikolojik danmismada, danisanlarin igsel
motivasyonlarini artirma, psikolojik iyi oluglarini g¢lendirme ve uzun vadeli degisimlerini
destekleme konusunda etkili bir yaklagim oldugu distniimektedir.

Anahtar Kelimeler: Oz Belirleme Kurami, 6zerklik, yeterlik, iligkili olma, psikolojik
danisma, uygulama.

Giileg, Z. (2024). The application of self-determination theory in psychological counseling process. igtimaiyat, Tiirk Egitim Sisteminde
Degisimler ve Yeni Egilimler Ozel Sayisi, pp. 201-2012. https://doi.org/10.33709/ictimaiyat.1541995.



mailto:sezengulec@cumhuriyet.edu.tr
https://creativecommons.org/licenses/by-nc/4.0/deed.tr
https://creativecommons.org/licenses/by-nc/4.0/deed.tr
https://orcid.org/0000-0003-2181-4591

Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

1. Introduction
Self-Determination Theory (SDT) is a comprehensive theory developed by Deci and Ryan
(1985: 29) that explains the nature of human motivation. SDT argues that individuals can lead
a healthier and more satisfying life by meeting their intrinsic motivation and basic psychological
needs. This theory provides an important framework, especially in psychological counseling
and therapeutic processes, to increase clients' intrinsic motivation, increase their life
satisfaction and encourage their participation in therapy.

At the centre of SDT are three basic psychological needs: autonomy, competence and
relatedness. Autonomy refers to individuals’ ability to make their own decisions and direct their
behaviour freely, while competence strengthens individuals’ belief that they can successfully
complete a task. Relatedness, on the other hand, encompasses individuals' needs to establish
social bonds and to feel belonging (Ryan & Deci, 2000: 237). The fulfilment of these three basic
needs leads to the strengthening of individuals' intrinsic motivation and more satisfying life
experiences (Ryan & Deci, 2008: 189).

SDT has an important role especially in psychological counseling processes. By using the
principles of SDT, counselors can increase clients' intrinsic motivation and thus support their
participation in the therapy process (Vansteenkiste & Sheldon, 2006: 441). The theory makes
the counseling experience more effective by enabling clients not only to address their current
problems but also to be more active in their own decision-making processes. For example, by
providing autonomy support, clients are encouraged to set their own goals; this allows
individuals to own the therapy process and direct their personal development processes more
effectively (Deci et al., 1991: 338).

Research shows that SDT, unlike other motivational approaches used in the counseling
process, activates the individual's internal resources and clients experience more sustainable
changes (Sheldon & Lyubomirsky, 2006: 296). In this context, SDT helps to achieve more
satisfying therapeutic outcomes by contributing to individuals becoming actors of their own
lives.

SDT suggests that individuals experience higher levels of motivation, creativity and
psychological well-being when their basic psychological needs (autonomy, competence and
relatedness) are met (Ryan & Deci, 2000: 73). In this context, the theory aims for counselors to
increase their clients' intrinsic motivation by providing autonomy support. Therefore, SDT goes
beyond being just a motivation theory and allows individuals to take an active role in self-
management and personal development processes. In the psychological counseling process,
understanding and increasing the motivation of clients increases the effectiveness of
therapeutic interventions. SDT helps clients not only to solve their problems but also to develop
their ability to make their own decisions. In this context, the use of the theory in psychological
counseling creates the necessary environment for clients to mobilise their inner resources.

The study aims to examine the use of SDT in psychological counseling, the basic concepts of
the theory, application examples and its benefits in the counseling process. At the same time,
by addressing the strengths and weaknesses of SDT, it will evaluate the contributions of the
theory to counseling processes. This article also aims to discuss how Self-Determination
Theory can be used in counseling, the effects and limitations of this use.
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2. Basic Concepts of Self-Determination Theory
Self-Determination Theory (SDT) focuses on three basic psychological needs to understand
human motivation and behaviour: autonomy, competence and relatedness. These three basic
needs are considered as the main elements that determine the healthy psychological
functioning and motivational processes of individuals (Ryan & Deci, 2000: 70).

Autonomy refers to the need of individuals to manage their own behaviour in line with their own
values and interests. When individuals make decisions according to their own wishes and
choices, their intrinsic motivation is strengthened and they experience a higher psychological
well-being (Deci & Ryan, 1991: 254). In psychological counseling, when clients' sense of
autonomy is supported, their participation in therapy increases and they become more
motivated for change (Ryan et al., 2011: 279). Autonomy support allows clients to set their own
goals and develop their own strategies to achieve these goals.

Competence refers to the need for individuals to feel themselves competent and effective. The
belief that a person can successfully complete a task directly affects the level of motivation
(Deci et al., 1991: 327). The feeling of competence is related to the individual's feeling of
competence and success in a certain field. In psychological counseling, it is possible to
strengthen clients' sense of competence by instilling confidence in them and providing positive
feedback (Williams et al., 1996: 122). When competence is supported, clients show more
participation and play an active role in the therapeutic process.

Relatedness refers to the need of individuals to establish meaningful social bonds with others
and to belong. Social connections allow the individual to feel belonging to a group and receive
support (Ryan & Deci, 2002: 17). When clients feel accepted and valued in the therapeutic
process, their commitment to therapy increases and they are motivated to change (Baumeister
& Leary, 1995: 515). Meeting the need for relatedness enables the client to establish a
relationship of trust with the counselor and increases the effectiveness of the therapy.

These three basic needs support the individual's motivational system and allow for more
positive and permanent changes in psychological counseling processes. In particular, SDT
offers an approach that empowers clients by understanding their motivational needs and
mobilises their inner resources. In this context, the applicability of SDT in psychological
counseling helps clients to participate in the therapy process in depth by increasing their
intrinsic motivation.

3. Application of Self-Determination Theory in Psychological Counseling

Self-Determination Theory (SDT) is used as a powerful tool in psychological counseling and
therapy processes to increase motivation and mobilise clients' internal resources. The basic
principles of SDT aim to increase clients' participation in the therapy process and their general
well-being by meeting their psychological needs (Deci & Ryan, 2000: 254). The use of SDT in
the psychological counseling process can be examined under the titles of supporting
autonomy, strengthening sense of competence, establishing relationality and trust, increasing
intrinsic motivation, practical applications and intervention strategies.

3.1. Supporting autonomy

Meeting clients' autonomy needs plays a critical role in increasing their commitment to the
therapy process. Counselors allow clients to set their own goals and choose their own ways to
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achieve these goals (Ryan & Deci, 2000: 75). This approach encourages clients to participate
in therapy in accordance with their own values and interests. When clients are enabled to play
an active role in decision-making processes, their intrinsic motivation is strengthened and the
therapeutic process becomes more effective (Gagné et al., 2022: 256).

3.2. Strengthening the sense of competence

Increasing clients' sense of competence can help to achieve successful results in the therapy
process. Giving clients confidence that they can succeed in certain tasks and providing positive
feedback in this process strengthens their sense of competence (Deci et al., 1991: 331). When
clients increase their belief in their own abilities during therapy, they show more participation
and are more motivated to achieve therapeutic goals (Williams et al., 1996: 117).

3.3. Establishing a relationship of relatedness and trust

Relatedness involves clients establishing a meaningful and supportive relationship with their
therapists. Clients' feeling accepted and valued increases the effectiveness of the therapeutic
process (Baumeister & Leary, 1995: 526). Counselors establish a trustworthy and empathic
relationship with the clients and make them feel open and comfortable. This increases the
chances of clients to adapt to the therapy process better and to experience deeper change
(Ryan & Deci, 2008: 191).

3.4. Increasing intrinsic motivation

SDT offers various strategies to increase clients' intrinsic motivation. Counselors can
strengthen clients' intrinsic motivation by supporting them to set goals in accordance with their
interests and values. They also help clients develop the knowledge and skills necessary to
achieve their personal goals (Vansteenkiste & Sheldon, 2006: 15). Intrinsic motivation enables
clients to participate more actively in the therapy process and to be more open to therapeutic
changes.

3.5. Practical applications and intervention strategies

Various intervention strategies can be used to increase the applicability of SDT in counseling.
For example, counselors can help clients set and achieve their own goals by using autonomy-
supportive techniques. They can also increase clients' experiences of success through
competence development strategies and strengthen therapeutic relationships by providing
relatedness (Deci et al., 1991: 344). These strategies contribute to clients experiencing more
satisfying and lasting changes in the therapy process.

These approaches show how SDT can be used effectively in psychological counseling
processes and how it can have positive effects on clients' psychological well-being. The correct
application of the basic principles of SDT enables clients to reach higher levels of motivation
and experience more meaningful changes in the therapy process.

4. Application Examples and Case Studies

Self-Determination Theory (SDT) is effectively used in psychological counseling with various
application examples and case studies. In this section, by presenting real case examples where
SDT principles are applied, how the theory is applied in counseling processes and the results
obtained will be examined.
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Many studies have shown the effects of autonomy-supportive strategies on increasing clients'
motivation and strengthening their participation in therapy. For example, in a study conducted
by Gagné et al. (2022: 257), it was found that clients who were worked with an autonomy-
supportive approach showed more commitment to therapy goals and achieved higher success.
The counselor adopted an approach that allowed clients to set their own goals and develop
personal strategies to achieve these goals. As a result, the clients' intrinsic motivation was
strengthened and their participation in the therapy process increased. Interventions aimed at
increasing the sense of competence support clients to achieve more effective and satisfactory
results in the therapy process. In a study conducted by Deci et al. (1991: 344), an approach in
which clients were given feedback that instilled confidence that they could succeed in certain
tasks was examined. Clients developed a higher sense of efficacy as their experience of
success increased and this increased the effectiveness of the therapeutic process. Such
interventions create a positive effect that facilitates clients' achievement of therapeutic goals.
Relatedness enables clients to establish a safe and supportive relationship with their therapists.
In a study conducted by Baumeister and Leary (1995: 523), it was found that therapists who
established a strong relationship of trust with clients increased their commitment to therapy
and achieved more positive results in the therapy process. For example, a therapist
strengthened the trust relationship by making the clients feel open and comfortable. This
approach allowed the clients to better adapt to the therapy process and increase their chances
of experiencing deeper change.

Strategies to increase intrinsic motivation enable clients to play a more active role in the
therapy process. In a study conducted by Vansteenkiste and Sheldon (2006: 446), clients were
supported to set goals in accordance with their interests and to develop the necessary
knowledge and skills to achieve these goals. When the clients' intrinsic motivation was
strengthened, they showed more participation and were more successful in achieving
therapeutic goals. Such strategies enable clients to use their own resources effectively and
experience more meaningful changes in the therapy process. As a case study example, the
inclusion of an adolescent client in the therapy process in line with SDT principles can be
discussed. In this case study, the autonomy-supportive relationship with the client, competence
enhancement strategies and a secure therapeutic bond helped the client to make significant
progress in the therapy process. The client had the opportunity to identify his/her own goals
during the therapy process and developed personal strategies to achieve these goals. In
addition, the positive feedback provided by the therapist and a safe relationship environment
strengthened the client's intrinsic motivation (Sheldon & Lyubomirsky, 2006: 300). This case
illustrates how SDT principles are effectively applied in psychological counseling processes
and how clients experience positive changes in the therapy process.

5. Effectiveness of Self-Determination Theory in Psychological Counseling

Self-Determination Theory (SDT) has been shown to provide various positive effects and
healing outcomes when used in psychological counseling. The effectiveness of SDT in
counseling is based on many studies conducted to determine how effective it is in meeting the
motivational and psychological needs of clients.
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5.1. Increased client engagement and commitment to therapy

SDT is an effective approach to increase clients' participation in the therapy process. In the
studies conducted by Ryan and Deci (2000: 76), it was found that autonomy-supportive
strategies enable clients to participate in the therapy process at a higher level. When clients
set their own goals and play an active role in the therapy process, they show a higher level of
commitment and participate more deeply in the therapy (Ryan & Deci, 2008: 190). This
increases the effectiveness of the therapy process and improves the results obtained by the
clients.

The effect of SDT in increasing client engagement is supported by current studies. Autonomy-
supportive therapeutic approaches encourage clients to participate more actively in the
therapy process. Vansteenkiste et al.'s (2022: 15) study emphasises the success of SDT in
increasing client engagement. The study revealed that clients showed more commitment in
the therapy process and this commitment positively affected therapeutic outcomes. The
effectiveness of increasing the commitment of clients in therapeutic processes is also
supported by SDT. Studies by Deci and Ryan (2017: 37) have shown that autonomy-supportive
approaches increase clients' commitment to therapy and this commitment has positive effects
on long-term therapeutic outcomes. High commitment to the therapy process is generally
associated with better treatment outcomes and client satisfaction.

5.2. Increased intrinsic motivation

SDT's strategies to increase intrinsic motivation enable clients to be more effective in the
therapy process. Intrinsic motivation involves individuals setting goals in accordance with their
own values and interests and showing a high motivation to achieve these goals (Vansteenkiste
et al,, 2004: 242). Increasing intrinsic motivation enables clients to be more active and
determined in the therapy process, which contributes to more permanent therapeutic changes.

The effect of SDT on increasing intrinsic motivation has been supported by many studies
conducted in recent years. Intrinsic motivation encourages individuals to set goals based on
their own values and interests. A meta-analysis by Ryan and Deci (2020) showed that
autonomy-supportive strategies increase clients' intrinsic motivation, which leads to positive
outcomes in the therapeutic process. Therapeutic approaches that increase feelings of
autonomy and competence enable clients to participate in the therapy process with higher
intrinsic motivation (Ryan & Deci, 2020). A study by Gagné et al. (2022) emphasises the
effectiveness of SDT in increasing intrinsic motivation and its positive effects on achieving
clients' goals. Clients show a higher motivation in an environment that supports their autonomy,
which makes therapeutic processes more effective.

5.3. Increased psychological well-being

The application of the basic principles of SDT can be effective in increasing the psychological
well-being of clients. Studies conducted by Ryan and Deci (2001: 72) show that meeting the
needs for autonomy, competence and relatedness provides a significant increase in the
psychological well-being of clients. When these basic needs of the clients are met, their stress
levels decrease, their life satisfaction increases and their general psychological well-being is
strengthened. This increases the overall effectiveness of the therapy process and contributes
to the long-term recovery of the clients. The effect of SDT on enhancing psychological well-
being has also been widely researched. Studies by Deci and Ryan (2017: 319) revealed that
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meeting the needs for autonomy, competence, and relatedness increased the general
psychological well-being of clients. Meeting these needs reduces clients' stress levels and
increases their life satisfaction.

A recent study further strengthened the capacity of SDT to support psychological well-being.
Niemann et al. (2022: 132) found that the improvement provided by SDT in clients'
psychological well-being is long-term and that this improvement improves the overall quality of
life of clients. This study provides an important source supporting the effects of SDT on
psychological well-being.

5.4. Behavioural change and achieving goals

SDT can also be effective in behavioural change processes of clients. A study conducted by
Deci and Ryan (2000: 263) revealed that when clients increase their intrinsic motivation
towards their own goals, they are more successful in achieving these goals. When autonomy-
supportive approaches and competence enhancement strategies were used, clients achieved
higher success rates in achieving their goals. This shows how effective SDT is in the process
of achieving therapeutic goals. The research conducted by Vansteenkiste et al. (2022: 14)
showed that SDT provides high success rates in behavioural change processes and supports
clients to achieve the goals they set. Intrinsic motivation enables clients to achieve higher
success rates in achieving their goals. In addition, the study by Hagger et al. (2022: 386)
examined how SDT is effective in behavioural change processes and how it supports clients to
achieve long-term goals. This study is a current source that highlights the effectiveness of SDT
in behavioural change processes.

5.5. Long-term effects and sustainable changes

The long-term effects of SDT in therapeutic processes are also remarkable. Research by
Sheldon and Lyubomirsky (2006: 295) shows that SDT increases intrinsic motivation and
makes therapeutic changes more permanent and sustainable. Thanks to the intrinsic
motivation and psychological well-being gained during the therapy process, clients are more
successful in maintaining positive changes after therapy. This emphasises the long-term
therapeutic effects of SDT. Morin et al. (2022: 425) examined the persistence of SDT in the
long-term psychological well-being of clients. The study revealed that SDT is effective in long-
term changes and sustainable improvements.

5.6. Clinical research and meta-analyses

Clinical research and meta-analyses evaluating the effectiveness of SDT in psychological
counseling provide findings that support the overall success of the theory. Current clinical
research examines the effects of SDT in therapeutic processes in different contexts. The study
by Hagger et al. (2022: 329) demonstrated how SDT is effective in various clinical situations
and its positive effects on clients' well-being. This study shows that SDT has a wide spectrum
of effects in clinical practice. Meta-analyses evaluating the effectiveness of SDT in therapeutic
processes provide important findings supporting the general validity and effectiveness of the
theory. These meta-analyses show that SDT provides positive results in various therapeutic
approaches and interventions and has a wide range of applications (Ng et al., 2012: 336). The
meta-analysis conducted by Ryan and Deci (2020: 75) emphasises the positive effects of SDT
in various therapeutic approaches and clinical applications. The meta-analysis showed that
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SDT enables clients to better adapt to therapeutic processes by meeting their autonomy,
competence, and relatedness needs.

6.Strengths and Weaknesses of Self-Determination Theory

Although Self-Determination Theory (SDT) has a wide range of applications in psychological
counseling, it has some limitations as well as strengths. In this section, we will examine the
strengths and weaknesses of SDT in detail.

6.1. Strengths

e Strengthening intrinsic motivation: One of the most powerful aspects of SDT is its
capacity to increase clients' intrinsic motivation. Intrinsic motivation encourages
individuals to set goals in accordance with their values and interests and provides a high
motivation to achieve these goals (Ryan & Deci, 2000: 75). Research shows that meeting
the needs for autonomy, competence and relatedness strengthens clients' intrinsic
motivation and enables them to be more effective in the therapeutic process (Deci &
Ryan, 2008: 183). SDT is an effective theory for increasing clients' intrinsic motivation.
Recent studies support the positive effects of SDT on intrinsic motivation. For example,
a meta-analysis conducted by Ryan and Deci (2020: 101860) revealed that autonomy-
supportive strategies strengthen clients' intrinsic motivation and this leads to positive
results in the therapeutic process. In an environment that supports their autonomy,
clients set their own goals and show a higher motivation to achieve these goals.

e Enhancement of psychological well-being: SDT is an effective approach for enhancing
clients' psychological well-being. Studies by Ryan and Deci (2000: 75) have
demonstrated that meeting the needs for autonomy, competence, and relatedness
strengthens clients' overall psychological well-being. When these basic needs are met,
clients experience higher levels of life satisfaction and lower stress levels, enhancing the
effectiveness of therapeutic processes. The capacity of SDT to improve clients'
psychological well-being is supported by recent research. A study conducted by Deci
and Ryan (2017) found that fulfilling the needs for autonomy, competence, and
relatedness leads to a significant increase in clients' overall psychological well-being.
Meeting these fundamental needs reduces clients' stress levels and enhances their life
satisfaction.

e Behavioral change and goal achievement: SDT supports clients in achieving their goals
and facilitates behavioral change processes. It has been found that when clients enhance
their intrinsic motivation toward their own goals, they achieve higher success rates in
reaching those goals (Vansteenkiste & Sheldon, 2006: 442). This demonstrates the
effectiveness and success of SDT in behavioral change processes. SDT can be highly
effective in helping clients set and achieve their goals. Research by Vansteenkiste et al.
(2022: 14) showed that SDT leads to high success rates in behavioral change processes.
Clients are more successful in reaching their goals when autonomy-supportive
approaches are employed.

e Long-term effects and sustainable changes: SDT supports the long-term and sustainable
maintenance of positive changes gained during therapy. Strategies that enhance intrinsic
motivation enable clients to sustain positive changes even after the therapy ends
(Sheldon & Lyubomirsky, 2006: 442). This underscores the long-term therapeutic effects
and durability of SDT. Recent studies on the long-term effects of SDT highlight its
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capacity to facilitate sustainable change. A meta-analysis conducted by Sheldon and
Lyubomirsky (2021:139) found that SDT enhances intrinsic motivation, supporting clients
in maintaining long-term changes. This demonstrates SDT’s potential to provide enduring
and sustainable outcomes in therapeutic processes.

6.2. Weaknesses

o Implementation challenges: The application of SDT’s core principles in psychological
counseling can sometimes present challenges. Specifically, supporting clients' need for
autonomy and enhancing their sense of competence can be a complex process for
therapists (Deci & Ryan, 2000: 259). Therapists may need to develop specialized training
and strategies to effectively meet these needs. The difficulties in applying SDT’s core
principles are also addressed in current literature. For instance, a study by Reeve (2016:
299) highlighted that autonomy-supportive approaches can be complex in practice, and
therapists need to develop specialized training and skills to implement these strategies
effectively. Therapists may face challenges in meeting clients’ needs for autonomy,
competence, and relatedness.

e Cultural differences: SDT is often considered a Western-oriented approach, and it may
face application challenges in different cultural contexts. Cultural differences can lead to
variations in how clients express and fulfill their needs for autonomy, competence, and
relatedness (Chirkov et al., 2003: 166). This makes it difficult to assess the effectiveness
of SDT across diverse cultural settings. The applicability of SDT in cultural contexts is a
subject of current research. A study by Chirkov et al. (2023: 656) demonstrated the
challenges of applying SDT in different cultural contexts and how cultural variations can
alter its effects. Diverse cultural settings can influence how clients experience their needs
for autonomy, competence, and relatedness, questioning the universal validity of SDT.

e Individual differences: Although SDT primarily focuses on the needs for autonomy,
competence, and relatedness, individual differences may exist. Some clients may
experience these basic needs differently, raising questions about whether SDT is equally
effective for everyone (Ryan & Deci, 2002: 28). Acknowledging individual differences
among clients can affect the applicability of SDT. Recent studies have addressed how
variations in individuals' needs for autonomy, competence, and relatedness can influence
the theory's implementation and effectiveness. Research by Ryan and Deci (2019: 112)
discussed how individual differences can impact the application and outcomes of SDT.
Taking into account individual differences among clients can enhance the effectiveness
of SDT.

e Research limitations: Although many studies have demonstrated the effectiveness of
SDT, some research may have methodological limitations. For instance, certain studies
may have been conducted with small sample sizes, which can restrict the generalizability
of the findings (Ng et al., 2012: 333). Additionally, some studies may lack a thorough
evaluation of long-term effects. The limitations of research on SDT are also noted in the
current literature. Meta-analyses and clinical studies often highlight issues such as
methodological challenges and limited sample sizes. For example, a meta-analysis by
Kaye et al. (2024: 101908) found that SDT is effective across various therapeutic
approaches; however, the generalizability of some findings may be constrained due to
methodological limitations in the included studies.
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7. Conclusion and Recommendations

Self-Determination Theory (SDT) is widely recognized as a significant theory in psychological
counseling. The theory has broad application potential in enhancing clients' intrinsic motivation,
improving their psychological well-being, and supporting behavioral changes. By focusing on
fundamental needs such as autonomy, competence, and relatedness, SDT enables clients to
be more engaged and active in therapeutic processes (Ryan & Deci, 2020: 101860).

Recent research confirms the effectiveness of SDT in enhancing intrinsic motivation, improving
psychological well-being, and supporting long-term changes. Autonomy-supportive
approaches and competence-enhancing strategies contribute to clients' success during
therapy and their ability to maintain positive changes post-therapy (Vansteenkiste et al., 2022:
14; Sheldon & Lyubomirsky, 2021: 136). However, there are challenges and limitations in the
application of SDT. Cultural differences, individual variations, and practical difficulties raise
questions about whether SDT is equally effective across all contexts and for all individuals
(Chirkov et al., 2023: 661; Ryan & Deci, 2019: 143). Moreover, research limitations and
methodological challenges may restrict the overall assessment of SDT’s effects and validity
(Kaye et al., 2024: 101908).

7.1. Recommendations for Future Research

e Self-Determination Theory (SDT), conceptualized by Deci and Ryan, has been
extensively researched and applied in counseling across various cultural settings,
highlighting its flexibility and relevance in diverse contexts. A notable study by Walck
(2017) explored how culturally diverse clients in the U.S., particularly minority women,
harnessed cultural strengths and resilience to pursue counseling. The study employed a
Critical Race Theory perspective to assess the clients' motivation, revealing that despite
societal barriers and discrimination, these individuals showed autonomy in their decision
to engage in therapy, aligning with SDT's core principles (Ryan & Deci, 2008: 189).
Cross-cultural research has also been pivotal in confirming SDT's applicability beyond
Western contexts. For instance, Hagger et al. (2005: 383) examined SDT in Greece,
Poland, and Singapore, while Chirkov et al. (2003: 164) extended the theory's application
to Russia. These studies found that autonomy-supportive environments significantly
enhanced intrinsic motivation and well-being, even in collectivist societies that
traditionally value interdependence over autonomy (Self-Determination Theory).
Furthermore, in Japan, SDT has been adapted to special education, where it successfully
addressed students' psychological needs, thereby enhancing engagement and
motivation (Ohtake & Wehmeyer, 2004: 173). These findings support the use of SDT in
counseling processes across different cultural contexts, emphasizing the importance of
culturally sensitive approaches that still address fundamental psychological needs. But
still, there is a need for extensive cultural research to better understand how SDT is
applied in different cultural contexts and how cultural differences impact the theory.
Developing SDT application strategies specific to cultural contexts could enhance the
universal applicability of the theory (Chirkov et al., 2023: 659). Studies examining the
effects of cultural differences on the core principles of SDT can reveal how the theory
can be adapted and validated across diverse cultural settings (Kim et al., 2021: 782).

e More research is needed to understand the effects of individual differences on the
application processes of SDT in counseling. Investigating how individuals experience
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their needs for autonomy, competence, and relatedness, and how these experiences
influence therapeutic processes, can enhance personalized applications of SDT (Ryan &
Deci, 2019: 141). Understanding the impact of individual variations on the implementation
and outcomes of SDT can contribute to the development of tailored therapeutic
approaches (Morin et al., 2022: 427).

More comprehensive long-term studies should be conducted to evaluate the lasting
impacts of SDT. Examining how sustainable the changes achieved during therapeutic
processes are over time can help assess the long-term success of SDT (Sheldon &
Lyubomirsky, 2021: 131; Niemann et al., 2022: 135).

Specific training and strategies should be developed for therapists to address the
challenges in implementing SDT. Practical guides and training programs can be created
to enable therapists to effectively apply autonomy-supportive approaches (Reeve, 2016:
289; Hagger et al., 2022: 327).

To enhance the methodological quality of research on SDT, larger sample sizes and more
robust research methods should be employed. Strengthening the methodological
approaches used in meta-analyses and clinical studies will allow for a more reliable
evaluation of SDT’s effects (Kaye et al., 2024: 101908; Sailer et al., 2023: 103350).

7.2. Practical Recommendations

Individual therapeutic approaches that cater to clients’ needs for autonomy, competence,
and relatedness should be developed. Therapists can offer a more effective therapeutic
process by considering the personal needs and goals of their clients (Vansteenkiste &
Sheldon, 2022: 15).

Training and support programs for therapists should be established to facilitate the
effective implementation of SDT. These programs can help therapists learn the core
principles of SDT and its application strategies (Hagger et al., 2022: 329).

Feedback from clients should be used to evaluate the effectiveness of the therapeutic
process and SDT applications. Considering clients’ experiences and feedback can aid in
the continuous improvement of the therapeutic process (Gagné et al., 2022: 253).
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Artificial Intelligence Supported Analysis of Children's Pictures:
Preschool Period Applications’

Abstract

The aim of this research is to investigate the role of artificial intelligence tools in the
analysis of preschool children's drawings and to determine whether they are effective in
the analysis of children's drawings. The study group consists of 4 preschool students
aged 5 and studying at Melik Ahmet Gazi Primary School in Tokat province. The
research is based on a qualitative research method called multiple case study, and
documents and semi-structured interview forms were used to collect data. The study
group determined by simple random sampling method was applied human, family, tree
and house drawing tests, and each child drew 4 pictures in each test. The data was
examined in detail and compared with the content analysis method using the MaxQDA
analysis program. The research results show that both methods have strengths and
weaknesses. While the researchers evaluate the first impression of the pictures,
suitability for the development level and positioning in detail, artificial intelligence has
the advantages of speed and objectivity. Artificial intelligence is effective in identifying
certain patterns and structures and is superior in the fast and accurate processing of
objective data. Researchers are more successful in contextual and qualitative data.

Keywords: Art education, artificial

intelligence.

Yapay Zeka Destekli Cocuk Resimleri Analizi: Okul Oncesi Dénem
Uygulamalari

Oz

Bu arastirmanin amaci, okul dncesi dénem ¢ocuklarinin resimlerinin ¢éziimlenmesinde
yapay zeka araglarinin roli arastirilarak, gocuk resimlerinin ¢éziimlenmesinde etkili olup
olmadiginin belirlenmesidir. Arastirmanin galisma grubunu Tokat ilinde Melik Ahmet Gazi
ilkokulu kapsaminda yer alan 5 yas grubunda bulunan 4 okul dncesi égrencisinden
olugsmaktadir. Aragtirma, ¢oklu durum calismasi adi verilen nitel arastirma yéntemine
dayali olup veri toplamak icin dokimanlar ve yari yapilandiriimig gérisme formlari
kullanilmigtir. Basit tesadifi érnekleme yéntemiyle belirlenen ¢alisma grubuna, insan,
aile, agac ve ev gizim testleri uygulanmis ve her cocuk her testten 4 resim ¢izmistir.
Veriler, MaxQDA analiz programi kullanilarak igerik analizi ydntemiyle detayl bir sekilde
incelenmis ve karsilastirnlmistir. Arastirma sonuglari, her iki yontemin de gigli ve zayif
ybnlere sahip oldugunu gostermektedir. Arastirmacilar, resimlerin ilk izlenimi, gelisim
diizeyine uygunluk ve konumlandirma gibi unsurlarn detayll olarak degerlendirirken,
yapay zeka hiz ve nesnellik avantajlarina sahiptir. Yapay zeka, belirli desen ve yapilarin
tanimlanmasinda etkili olup, nesnel verilerin hizl ve dogru islenmesinde Ustindur.
Arastirmacilar ise baglamsal ve niteliksel verilerde daha basarihdir.

children's drawing, picture interpretation,

Keywords: Sanat egitimi, cocuk resmi, resim yorumlama, yapay zeka.
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1. Introduction

Preschool education is an educational phase that supports the emotional, mental, social and
physical development of children who have not reached the age of compulsory education in a
systematic environment, helping them develop their talents and prepare for primary school
(Digler, 2012: 8). The Preschool Education Program, developed by the Ministry of National
Education in 2013, is a program that aims to support the comprehensive development of
children. This program focuses on achievements and indicators, is supported by monthly
activity plans and offers an organization that includes an activity book for teachers and a family
support program. The main features of the program include elements such as being child-
centered, flexibility, using themes as tools rather than goals, a game-based approach,
prioritizing learning through discovery, the importance of learning centers, a balanced inclusion
of various types of activities, encouraging creativity, using daily life experiences and
environmental opportunities in education, emphasizing universal and social values, teacher
freedom, using various evaluation methods, the importance of family education and
participation, ensuring inclusiveness by making adaptations for children with special needs,
and focusing on guidance services (MEB, 2013).

Painting is an art education activity in which children express their personal creativity and
mental images on a specific surface using various materials. In other words, painting is the art
of creating images by using one or more colors on a surface with spots or lines, as well as
drawing techniques in visual arts (Deniz, 2016). Visual arts education is a multifaceted
educational activity that aims to provide children with a creative and entertaining experience.
Children have developed various methods to express their feelings and thoughts, one of which
is defined as painting education. Educational efforts that carry children's feelings, thoughts and
impressions to an aesthetic level are also art education activities (Artut, 2001: 89).

The importance and development of art education in educational institutions can be achieved
by educators who believe in this field. Educators who are trained with an effective program with
an adequate education policy and determination will develop children's artistic talents to the
highest level and contribute to the education system (Yolcu, 2004: 99). Art education allows
teachers to develop students' talents and creativity, and to understand their cultural and social
content by analyzing children's drawings (Uysal and Yavuzer, 2005). Children's drawings reflect
their cultural and social interactions through the themes and figures they choose and provide
teachers with the opportunity to interact deeply with students. The analysis of these drawings
can provide teachers with valuable information about the emotional and psychological states
of students. The integration of artificial intelligence technologies with this process can offer
innovative perspectives in the analysis and interpretation of children's drawings (Esperon et al.,
2009; Ishii et al., 2020). By automatically evaluating the patterns, color use, and composition of
images, Al-based tools can provide detailed feedback on important elements such as order,
location, and orientation in student artwork (Zaarour et al., 2004). This allows teachers to
evaluate children's drawings more objectively and support their creativity processes more
effectively (Johnson, 2019). Artificial intelligence stands out as an innovative tool in art
education that expands teachers' ability to evaluate student work and allows them to
understand students' individual, cultural and social development with a more holistic approach
(Souillard-Mandar et al., 2021). The integration of this technology can transform pedagogical
approaches in art education and strengthen student-teacher interaction. Thus, it can contribute
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to a more inclusive and effective educational process. Artificial intelligence (Al) is the process
of designing and programming machines to mimic human intelligence, such as learning,
problem solving and decision making (Russell and Norvig, 2010). In the field of education,
artificial intelligence can be used to analyze student performance, offer personalized learning
experiences and provide support to teachers (Luckin et al., 2016). For example, artificial
intelligence-supported systems analyze students' learning styles and needs and recommend
appropriate learning materials and activities for each student (Zawacki-Richter et al., 2019). In
addition, Al-based educational platforms can track students' progress and guide teachers in
identifying weak areas, which allows for more effective interventions to be planned (Holmes et
al., 2019). The integration of these technologies can make educational processes more efficient
and provide students with a more personalized learning experience. Changing educational
policies in the 21 century and art education approaches that have been shaped accordingly
have brought about the need to keep up with the current situation at the preschool education
level. Can artificial intelligence tools used in various branches of science, health sciences and
social sciences be used as a tool in the analysis of children's drawings in art education activities
in the preschool period? This question constitutes the basic problem statement of the research.

The purpose of this research is to investigate the role of artificial intelligence tools in the
analysis of preschool children's drawings and to determine whether these tools are effective in
the analysis of children's drawings. In this context, answers were sought to questions in line
with the sub-objectives regarding whether there was a significant difference in the comparison
of the analyses of educators and artificial intelligence tools within the scope of the “Draw a
Person Test”, “Family Picture Test”, “Draw a House Test” and “Tree Picture Test”.

This research is important because it is a tool that helps teachers understand and evaluate
students' artistic expressions in visual arts classes, and it can be used at all levels and in all
areas of education, and it contributes to student recognition and evaluation studies,
emphasizes the importance of individual recognition in teaching programs, and is the first study
on this subject in the field of fine arts education.

2. Methods
2.1. Research Method

This research used a case study as a qualitative method. Case study is defined as the process
of describing and analysing a system with defined boundaries in detail (Merriam, 2018).
Creswell explains this method as examining one or more cases in detail over a certain period
of time. Case studies can be singular, instrumental, internal, or multiple types (Creswell, 2020:
99). Multiple case studies involve multiple cases deliberately selected to provide in-depth
information about the research topic (Stake: 1995). A multiple case study was chosen in this
research because it was desired to conduct an in-depth examination in a real-life context within
two different bounded systems.

2.2. Study Group

The study group consists of 4 preschool students aged 60-66 months who are studying in the
kindergarten of Melik Ahmet Gazi Primary School affiliated to the Ministry of National Education
(MEB) in Tokat province.
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2.3. Data Collection

This study uses documents related to artificial intelligence and researcher analysis as data
sources. In qualitative research, such documents provide important information for an in-depth
understanding of the subject (Creswell, 2017). In the study, pictures drawn by 60-66 month-old
children were used to compare the effectiveness of artificial intelligence and human analysis.
The semi-structured interview form was designed to collect background information for four
psychological picture tests applied to children. The data collection process is based on the
analysis of four different pictures obtained from children's human, family, tree and house
drawing tests. These pictures were evaluated to reflect the emotional states, creativity and
cognitive abilities of children.

2.4. Data Analysis

Data analysis was carried out using content analysis, a qualitative research method. Content
analysis allows data to be systematically examined and categorized within certain orders
(Creswell, 2020; Buayukoézturk, 2018). This method provides an objective framework for
revealing the differences and similarities between artificial intelligence and human analysis
through detailed examination of documents. Using the MAXQDA program, the data were
analyzed and compared in detail. This analysis aimed to systematically determine the
similarities, differences, and features between artificial intelligence and human analysis and to
create a reference for future studies in this field by revealing the strengths and limitations of
both methods.

3. Findings

This section presents the findings obtained as a result of the analyses of the researcher and
artificial intelligence regarding the students' pictures.

3.1. Researcher and Artificial Intelligence Analyses

Below are the findings and interpretations of the analyses made by the researcher and artificial
intelligence for the images produced by the participants with the nicknames M/5, Z/5, M2/5
and C/5 in the study group in the "Draw a Person", "Draw a Family", "Draw a House" and "Draw

a Tree" tests.
7

Figure 1: Draw a Person Test C/5

215



Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

3.1.1. Researcher Analysis of the Draw a Person Test

The drawing is a picture suitable for the child's developmental period and is located on the left
side of the paper. The left side of the paper represents the past or insecurity. At first glance,
the picture gives a happy but anxious impression. The arms being open to both sides can
indicate that the child is open to communication. The expression in the eyes can indicate
feelings of curiosity and doubt. Deficiencies or problems in the hands can indicate problems
experienced within the family.

3.1.2. Artificial Intelligence Analysis of the Draw a Human Test

In this drawing, the head being quite large compared to the body may indicate that the child
sees himself/herself as inferior to other children in terms of intelligence or has difficulties in
academic success. The round and prominent drawing of the eyes may indicate that the child is
curious and suspicious and thinks that a secret is being kept from him/her. The mouth being
drawn with a neutral expression indicates that the child is exhibiting a neutral attitude in
expressing his/her emotional state. The nose not being prominent may indicate that his/her
sexual curiosity is suppressed, while the absence of ears may indicate that he/she has
difficulties in social relationships. The neck not being drawn indicates that the child may not be
emotionally and socially developed. The shoulders being round and soft may indicate that the
child is eager to establish social relationships. The hair being short and prominent may be
interpreted as a symbol of masculinity and authority. The arms being drawn open to both sides
may indicate that the child is inclined to establish relationships with people, while the fingers
being prominent but not detailed may be considered a normal situation. The legs being drawn
but not prominent may indicate that the child has difficulty standing on his/her own feet. This
analysis provides general psychological clues that can be derived from the drawing, but more
information and a professional assessment are required to understand the child's exact
situation.

Figure 2: Draw a Family Test M2/5
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3.1.3. Researcher Analysis of the Draw a Person Test

This drawing can be considered a slightly backward drawing compared to the child's
developmental level. The order of the drawings is as follows: the child him/herself, his/her father
and his/her mother. The fact that s/he does not include his/her brother in the drawing may
suggest that s/he has a problem with his brother. The fact that the mother and father's eyes are
drawn suspiciously may indicate that the child feels suspicious or insecure about his/her family.
The fact that all family members are drawn in the same size may indicate that there is no
hierarchy within the family. S/he may have drawn his/her father after him/herself because s/he
feels closer to him, but the fact that the father does not have a mouth may suggest that his/her
father cannot express himself, his thoughts are not valued or his voice is not heard. The fact
that s/he drew the mother last may indicate that the father's responsibilities in the family are
undertaken by his mother. The fact that the drawings are generally similar to each other may
indicate that the child identifies with his/her mother. The fact that the hands are drawn large
and clearly may symbolize excessive intervention, oppression or domestic violence. The
presence of hearts may indicate that the child wants to be supported.

3.1.4. Artificial Intelligence Analysis of the Draw a Human Test

This study shows that the drawing of a five-year-old child reflects his/her relationships with
his/her family and emotional state. The fact that the child draws himself/herself, his/her father
and mother but does not include his/her older brother in his/her drawing may indicate sibling
jealousy or a problem with his/her older brother. When the order in which the family members
are drawn is examined, it is seen that the child draws himself/herself first, then his/her father
and finally his/her mother. This order may suggest that the child places the person he/she
identifies with the most, his/her father, in second place and that the mother, who is drawn last,
is generally perceived as the person who is outgoing and assumes paternal functions. The fact
that the figures in the drawing are of similar size may indicate that there is no hierarchical
structure in the family or that the child sees the family members as equals. However, the fact
that the father's figure is drawn a little larger may indicate that the father has a dominant role
and holds an important place in the child's eyes. The large hands that the child draws for
himself/herself, his/her mother and his/her father may reflect a feeling of excessive intervention
or pressure. The presence of hearts in the drawing indicates that the child feels love and
connection within the family. The happy expressions on the faces indicate that the child dreams
of a happy family environment or wants to reflect on this. However, considering the possibility
of domestic violence, the drawing style of large hands or figures may also reflect possible
feelings of oppression and control. As a result, the child's drawing reflects a desire for love and
commitment in relationships within the family, but also a possible feeling of oppression and
control. The fact that the brother is not drawn can be interpreted as a sign of a break or jealousy
in this relationship.
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g
Figure 3: Draw a Tree Test Z/5

3.1.5. Researcher Analysis of the Draw a Person Test

The drawing is appropriate for the development level. The picture placed on the left side of the
page symbolizes the past. The size of the tree reflects the subconscious thoughts of the
individual about his/her own position and can express the current situation or the situation
he/she imagines. The branches of the tree extending upwards can indicate that intellectual
activities and skills are high. The fact that the tree is covered with leaves is a positive sign as it
symbolizes the efforts of the individual. When we asked the child what tree this was, he/she
stated that it was a tree with leaves. These answers suggest that the child feels like he/she
belongs somewhere, but has met his/her needs on his/her own and may have felt a lack of
support. The trunk of the tree may indicate pathological symptoms. The child may feel inferior
or want to appear older than he/she is, which may reflect a feeling of inadequacy in meeting
basic needs. As a result of these analyses, when the teacher was interviewed, it was learned
that Z's general family situation was that he/she was receiving psychological treatment due to
his/her father's dismissal from the civil service, and that his/her mother left the house for this
reason and rarely came home. He/she is a child who is not paid attention by his/her mother
and is usually taken to and brought from school by his/her father. He/she has a shy character
by nature. He has an older brother and his father and grandmother take care of him.

3.1.6. Artificial Intelligence Analysis of the Draw a Human Test

The single tree in this drawing may indicate that the child feels lonely or isolated or has a need
for communication. The branches of the tree extending upwards indicate that the child has high
intellectual skills. The wide trunk may indicate that the child wants to appear older than he/she
is or has difficulty meeting his/her basic needs. The absence of fruit or flowers in the drawing
may reflect that the child sees himself/herself as ordinary or does not think he/she is useful in
accordance with the expectations of his/her environment. The trunk being drawn clearly and
thickly may indicate that the child is trying to protect and defend himself/herself. The branches
of the tree being drawn in an undetailed and simple manner may indicate that the child
experiences a certain anxiety or insecurity in his/her communication with his/her environment.

218



Ictimaiyat, Tiirk Egitim Sisteminde Dedisimler ve Yeni Egilimler Ozel Sayisi, 2024

In general, this drawing reflects that the child is lonely and in need of communication, and that
he/she feels ordinary or inadequate despite having high intellectual skills.

3.2. Cross Case Findings

In this multiple case study, cross-case analysis was conducted to identify similarities and
differences between the two cases.

Table 1: Cross-Case Findings on Researcher and Artificial Intelligence Analysis

Researcher Analyses Artificial Intelligence Analyses

Tree Branch Analysis 2 7
Tree Trunk Analysis 3 4
Tree Root Analysis 2 2
Lack of Family Members 3 4
Family Line Order 4 4
Head Analysis 4 7
Leg Foot Analysis 1 3
Lack of Leg 2 3
Height Hierarchy 3 4
Apple Tree in Children 1 0
Hand Arm Analysis 10 5
House Ground Line 0 4
General Evaluation 3 16
Suitability to Development Level 15 1

Door and Lock Analysis 3 3
Meaning of Red Color 2 0
Window Analysis 3 4
Additional Figures in the Picture 3 2
Positioning the Picture 14 1

First Impression of the Picture 12 3

Tree branch analysis is included in the analyses of both the researcher and the artificial
intelligence system, and it was determined that the artificial intelligence analysis was dominant.
Tree trunk analysis did not show a significant difference between the two analysis methods,
and showed that artificial intelligence systems can produce similar results to human experts in
the analysis of the absence of family members.

Tree root analysis revealed that both analysis methods produced equivalent results. Similarly,
no significant difference was found between the two methods in the analysis of missing family
members. These findings indicate that Al systems have comparable success to human
researchers in analyzing family order.

In the head and leg-foot analyses, it was determined that artificial intelligence analyses were
dominant. In the absence of legs and height hierarchy analyses, no significant difference was
found between the two different analysis methods.

In children, the apple tree analysis is only included in the analysis performed by the researcher,
and artificial intelligence systems may not have been able to correctly analyze this image. In
the hand-arm analysis, it was determined that the researcher's analysis was dominant.

The home ground line analysis was performed solely by Al, demonstrating the potential of Al
systems to reduce reliance on human expertise in certain analyses. The overall assessment
analysis was dominated by Al analysis, highlighting the effectiveness of Al systems.

In the analysis of suitability for development level, researcher analyses were found to be
dominant. In the door and lock analysis, both analysis methods produced equivalent results. In
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the analysis of the meaning of the red color, artificial intelligence could not correctly analyze
the image.

In the window, additional figures in the picture, positioning of the picture and first impression
analyses, no significant difference was found between the researcher and artificial intelligence
analyses, and these findings showed that artificial intelligence systems can produce similar
results to human experts.

3.3. Examination of Artificial Intelligence and Researcher Analyzes of Participant
Pictures with Two-Cases Model

This study investigated whether there was a significant difference in comparing the educator
and artificial intelligence analyses for the “Draw a Person Test”, “Family Picture Test”, “Draw a
House Test” and “Tree Picture Test.” The study evaluated the effectiveness of the analysis of
preschool children’s drawings with artificial intelligence tools. The findings are presented in the
following figures.

Head Analysis

First Impression of the Pictu

Leg-Foot Analysis Participant C (Al) Participant C (Edueater}———Suitability-for the Development

Positioning of the Picture

Hand-Arm Analysis

Figure 1: Participant C, Draw a Person Test, two cases model

The hand arm and head analysis were handled by both the researcher and the Al application.
In contrast, only the researcher touched upon the first impression of the picture, the suitability
for the development level and the positioning of the picture. Finally, only the Al application
examined the leg analysis.
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Figure 2: Participant M2, Draw a Family test, two cases model

Family order, lack of family members, height hierarchy and additional figures in the picture were
addressed by both the researcher and artificial intelligence applications. However, head
analysis, hand-arm analysis and the suitability for the development level issues were only
examined by the researcher. In addition, the overall evaluation was performed only by artificial
intelligence.

Tree-Branch Analysis
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Figure 3: Participant Z, Draw a Tree test, two cases model

Tree-branch analysis, tree-trunk analysis and overall evaluation were addressed by both the
researcher and the Al applications. However, the issues of suitability for the development level
and positioning of the image were examined only by the researcher.
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4. Conclusion, Discussion and Recommendations

In this study, a comparison of image analyses performed by researchers and artificial
intelligence systems was made. The findings of the study revealed that both methods have
various strengths and weaknesses. In particular, it was determined that detailed and context-
based evaluations were prominent in researcher analyses, while advantages such as speed
and objectivity were evident in artificial intelligence analyses.

In the researchers' analyses, elements such as the first impression of the pictures, suitability
for the development level and positioning of the picture were discussed in detail. These findings
show that researchers have the ability to evaluate visual materials more deeply and in context.
On the other hand, artificial intelligence systems exhibit a faster and more systematic approach
in the analysis processes, and play an active role especially in the identification of certain
patterns and structures.

In the analyses conducted in certain categories such as tree branch analysis, hand-arm
analysis and head analysis, it was observed that both methods provided significant
contributions. However, it was concluded that artificial intelligence systems were superior in
processing objective data quickly and accurately, while researchers were more successful in
contextual and qualitative data. These findings reveal that artificial intelligence and human-
based analyses are complementary to each other.

A study found that analyzing children's drawings can be used as a complementary tool to
identify emotional problems and provide therapy (Edwards, 2016). This result is consistent with
the findings of the current study. This approach aims to benefit from the advantages of Al
systems in terms of speed and objectivity, while combining the strengths of human analysis in
terms of context and depth.

The findings also point to the development potential of Al-based systems. In particular, it is
anticipated that Al systems can make progress in contextual analysis with deep learning
algorithms and more advanced modeling. However, these systems are not expected to
completely replace the human factor, but rather, they are aimed to function as auxiliary tools
for researchers and support analytical processes. A study has shown that artificial intelligence
can be used as a supportive tool in visual design and can offer new perspectives in creative
processes (Arslan, 2020). In another study, it was stated that Al cannot fully assume the roles
of teachers and school principals, but it can be more useful as an assistant (Cetin and Aktas,
2021).

As a result, the integration of artificial intelligence and human-based analyses into educational
and psychological assessment processes will allow for more effective and comprehensive
assessments. In this context, it should be emphasized that both methods need to be
continuously developed and improved. This study is an important reference for future research
and demonstrates the potential of artificial intelligence applications in educational sciences.

This study was conducted using a single researcher and a single Al system. In future studies,
it is recommended that studies be conducted with two different Al tools and two different expert
interpretations. This approach can increase the diversity of the data obtained and the depth of
the analysis, thus reinforcing the reliability and validity of the results. In addition, this study was
conducted with children in the 5-year-old group, and it was observed that the Al tool was limited
due to the nature of the drawings of children in this age group. Therefore, it is recommended
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that studies be conducted with different age groups in the future. This approach can analyze
the drawings of various age groups and provide more comprehensive and generally valid
results.

In future studies, it is recommended that more comprehensive and in-depth analyses be
conducted using both methods together. This will allow the research results to be supported
with richer and more diverse data. In addition, this study was conducted in Tokat province with
four participants. Repeating future studies in different provinces and regions with participants
from different cultural backgrounds can provide a better understanding of the generalizability
of the results and the effects on cultural diversity. Studies with participants at different
demographic levels will allow the effects of demographic factors to be examined. Using
qualitative and quantitative research methods together will allow the examination of both
numerical data and the personal experiences of the participants. In addition, multidisciplinary
studies that will bring together experts from different disciplines (psychology, sociology,
education science, visual arts, etc.) can provide the subject to be addressed from different
perspectives and a richer understanding to be developed.
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