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Abstract

In this study, it is aimed to determine the astronomy literacy levels of the seventh and eighth grade secondary
school students and to investigate the effect of augmented reality [AR] applications on the astronomy literacy
levels of the students. The research is a quantitative study and a quasi-experimental method was used. The
study group consists of a total of 95 seventh and eighth grade students (n7th grade = 46 and n8th grade = 49)
studying in a secondary school in the central district of Ankara in the spring semester of the 2021-2022
academic year. The students of the study group of the research were selected by using convenient sampling
method. Two experiments and two control groups were used in the study. The data of the research were
obtained with the astronomy literacy scale before and after the application. In practice, the lessons were taught
within the framework of basic astronomy concepts, with augmented reality applications in the experimental
groups, and with the activities suggested in the textbooks in line with the achievements specified in the
curriculum in the control groups. As a result of the analysis of the data, it was noted that the students' astronomy
literacy levels were low before the application. After the application, the astronomy literacy levels of the
experimental group students were high; it was seen that the control group students reached the intermediate
level. It was determined that augmented reality [AR] applications positively affected the astronomy literacy
levels of the experimental group students.

Keywords: Astronomy literacy, augmented reality, middle school students.

Introduction

Since ancient times, human beings have been in a desire and curiosity to understand, discover,
and know the sky. In particular, the necessity of human beings to lead a more comfortable and reliable
life on earth has been one of the factors that led to this desire. Since ancient times, astronomy has been
a subject of interest, curiosity and research for people of all age groups, and the importance of
astronomy has gradually increased with the rapidly developing technology. Understanding astronomy
subjects and concepts in the Science Curriculum is an important part of science literacy. One of the main
objectives of the 2018 Science Curriculum is "to provide basic information about astronomy, biology,
physics, chemistry, earth and environmental sciences, and science and engineering applications.”
(Ministry of National Education [MoNE], 2018). When the renewed curriculum is examined, there are
astronomy units within the subject area of "Earth and Universe". These units start from the 3rd grade.
Astronomy units within the scope of the subject area are seen as the first unit of each education level. In
this context, the astronomy units given at the beginning of the education process allow students to learn
the basic astronomy subjects and concepts more efficiently. According to a study conducted by the
Scientific and Technological Research Council of Tiirkiye [TUBITAK] to measure the scientific literacy of
individuals between the ages of 15-24, it has been determined that the subjects with the highest level of
interest and curiosity are "internet" and "astronomy" [MoNE, 2010].

An efficient, effective and successful astronomy curriculum should aim at attitudes, values,
interests, motivation, observations and practices towards astronomy as well as cognitive knowledge
and skills. In this context, affective and behavioral gains should be included along with cognitive
acquisitions related to astronomy at all levels of education. Whether individuals have cognitive, affective
and behavioral gains in astronomy subjects and concepts can be evaluated with "astronomy literacy".

The concept of "astronomy literacy” is to have multidimensional skills about the cognitive
dimension of the basic astronomy concepts of the individual, as well as the behavioral and affective
dimensions. An astronomy literate individual; conceptual knowledge of basic astronomy issues in terms
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of cognitive dimension; positive attitude, interest and motivation towards astronomy in terms of
affective dimension; In terms of behavioral dimension, it should have observation, participation and
action related to astronomy. Love et al. (2013) determined the astronomy literacy level of 990 adult
individuals over the age of 18. These individuals were asked six true-false questions. 80% of the
participants gave correct answers to 4 of the 6 questions asked. However; The questions "Astronomers
found life on Mars" and "They can calculate the age of the universe" are among the two questions most
frequently answered incorrectly by the participants.

In a study, it is emphasized that astronomy literacy is an important part of scientific literacy. The
use of technology and its applications in teaching astronomy concepts and subjects plays a very
important role in embodying abstract concepts, understanding difficult subjects, and gaining affective
and behavioral goals. The main objectives of the use of technology in education are to be more active in
the teaching process, to reach the achievements more effectively, to increase efficiency and to provide
education services for large masses (Baysal, 2016). Considering the stated objectives, it is understood
that the inclusion and use of technology in the teaching of Science concepts and subjects makes learning
easier, and contributes to education with the effect of permanently effective and understanding-based
learning (Cankaya, 2019).

Many studies have revealed that technology and its applications enrich teaching methods and
strategies, students are actively in the learning process and contribute to making education more
efficient by providing mutual interaction (Kiiciiksara¢ & Sayimer, 2016). Especially in recent years,
technology and its applications have been given more place in science education. One of the methods
and techniques that is one of the less used materials in education but will make a strong contribution to
education is augmented reality [AR] technology (Sarica, 2019). AR applications are a technology that
allows both real and virtual objects to be seen together in an environment where virtual objects and
contents are included in real environment images without disconnecting them from the real world
(icten & Bal, 2017). Increasingly functional components, especially in mobile devices, have benefited in
terms of augmented reality applications. Many augmented reality applications such as Sky View, Google
Sky Map, Night Sky, Solar Walk, Star Walk, Sky Guide AR and Stellarium have been developed to enrich
the use of mobile devices in the field of astronomy. These applications, through mobile devices, provide
learning from real images of celestial bodies and offer the opportunity to take various recordings. These
features provide an easy, permanent, productive and enjoyable learning environment for individuals
from all age groups in learning astronomy. In addition, educational studies using AR technology, which
is rapidly developing and taking its place in the teaching process, are increasing day by day. When the
literature is examined; In a study conducted by Aktamis and Aric1 (2013), it was revealed that seventh
grade students' astronomy success increased and their knowledge was not forgotten after the
implementation of virtual reality applications in astronomy teaching. In another study, Tian et., al.
(2014), in their study at the university, revealed that the AR applications that university students use
while observing are more effective. In the study conducted by Say and Pan (2017), it was stated that
there was a significant increase in the academic achievement and attitudes of the students who
participated in the courses conducted with AR applications. The process of teaching astronomy concepts
with augmented reality applications was carried out by Danaia, McKinnon, and Fitzgerald (2017) with
students and teachers. At the end of the teaching process, it was determined that there were significant
developments in students' perceptions about science. In the study conducted by Sahin and Yilmaz
(2020), it was observed that the academic achievements of the students and their attitudes towards the
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astronomy lesson changed positively in the teaching of astronomy with AR applications. In their study,
Tanik Onal and Onal (2021) observed that the academic achievement and interest of the students
increased at the end of the AR supported astronomy courses with gifted students. Considering the
researches, individuals who receive astronomy education using AR environments; their success in
astronomy has increased (Bulus Kirikkaya and Sentiirk, 2018; Sahin and Yilmaz, 2020; Tanik Onal and
Onal, 2021), forgetting about astronomy concepts is less (Aktamis and Arici, 2013), their attitudes
towards astronomy have improved (Say and Pan, 2017; Sahin and Yilmaz, 2020; Tanik Onal and Onal,
2021), observation abilities increased (Tian et al., 2014). When the literature is examined; It is seen that
the studies conducted on astronomy are carried out on academic achievement, permanence of learning
or attitudes, interest and motivation towards astronomy. However, there has not been any research on
students' "astronomy literacy" levels. In this context, it is thought that examining students' astronomy
literacy levels in this study and improving their AR applications and astronomy literacy levels will fill
the gap in the literature.

In this study, it is aimed to determine the astronomy literacy levels of secondary school seventh
and eighth grade students and to investigate the effect of augmented reality [AR] applications on
students' astronomy literacy levels. In line with the stated main purpose, the problem statement of the
research is as follows: "Does the augmented reality applications have an effect on the astronomy literacy
levels of secondary school students?" In line with the stated main purpose, the problem statement of the
research is: "Does augmented reality applications have an effect on the astronomy literacy levels of
secondary school students?" can be expressed as. Based on the problem statement of the research, the
sub-problems determined are listed below:

1. Is there a significant difference between the pretest and posttest averages of astronomy
literacy levels of 7th grade experimental group students?

2. Is there a significant difference between the pretest and posttest averages of astronomy
literacy levels of 7th grade control group students?

3. Is there a significant difference between the astronomy literacy level pretest averages of 7th
grade experimental and control group students?

4. Is there a significant difference between the astronomy literacy level posttest averages of 7th
grade experimental and control group students?

5. Is there a significant difference between the pretest and posttest averages of the astronomy
literacy level of the 8th grade experimental group students?

6. Is there a significant difference between the pretest and posttest averages of astronomy
literacy levels of 6th and 8th grade control group students?

7. Is there a significant difference between the pretest averages of astronomy literacy levels of
7th and 8th grade experimental and control group students?

8. Is there a significant difference between the astronomy literacy level posttest averages of 8th
grade experimental and control group students?
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Method

In this section, information about the model of the research, the study group of the research, the
collection of data, the data collection process and the analysis of the data are given.

Model of the Research

A quasi-experimental design with a pretest-posttest control group was used in the research.
(Biiytikoztiirk, 2011). In this study, the independent variable whose effect on the experimental groups
was examined is augmented reality applications. In the control groups, these are the practices
recommended in the Science course curriculum. The dependent variable in the groups is astronomy
literacy level. In the study, the astronomy literacy levels of the students participating in the study were
monitored before and after the learning process, on the basis of astronomy concepts. The main feature
of experimental research is that independent variables can be controlled (McMillan, 2000, p. 207). The
experimental design model used in the research is shown in Table 1.

Table 1. Quasi-experimental design model of the study with pretest-posttest control group

Groups Pretest Method Posttest
E1l Pr1 X1 Pol
C1 Prl X2 Pol
E2 Pr2 X1 Po2
C2 Pr2 X2 Po2

E1: Experimental group 7th grade

C1: Control group 7th Grade

E2: Experimental group 8th grade

C2: Control group 8th Grade

Pr1: 7th grade pretest measurements

Pr2: 8th grade pretest measurements

X1: The learning method whose effect was observed on the experimental groups

X2: The learning method whose effect was observed on the control groups

Po1l: 7th grade posttest measurements

Po2: 8th grade posttest measurements When Table 1 is examined, the independent variable that

has an effect on the learning outcomes (astronomy literacy levels) of the participants is the practices in
the learning process based on astronomy concepts.

Studying Group

In this study, the study group was selected according to the convenience sampling method using
non-probability sampling method. In this method, participants are selected from among individuals who
are easily accessible to the researcher, volunteer and suitable for the research (Gravetter & Forzano,
2012). The study group consists of seventh and eighth grade students (n7th grade = 46 and n8th grade
= 49) studying at a public secondary school in the central district of Ankara in the spring term of the
2021-2022 academic year. During the study, a total of four different classes, two experimental and two
control groups, were studied. The descriptive statistics results for the participants in the study group in
Table 2.
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Table 2. Descriptive statistics results for the participants in the study group

Grade Group Gender Total
Level Girl Boy
n % n % n %
7th Grade Experimental 13 59 9 41 22 23.15
Control 12 50 12 50 24 25.25
8th Grade Experimental 12 46.1 14 53.9 26 27.35
Control 12 52.2 11 47.8 23 24.25
Total 49 51.6 46 58.4 95 100

According to Table 2, 51.6% of the participants are 7th grade students and 58.4% are 8th grade
students.

Data Collection Tools

The data obtained in this study were collected with the "Astronomy Literacy Scale" developed
by the researcher.

Astronomy Literacy Scale

The "Astronomy Literacy Scale" developed by the researcher was used to measure the students'
astronomy literacy levels (Benli Ozdemir, 2022). The scale is a five-point Likert type, consists of 16
judgments and has a 3-factor structure. The scale includes the affective dimension for astronomy, the
behavioral dimension for astronomy, and the cognitive dimension for astronomy. The 16 items in the
scale are numbered from 1 point to 5 points, from the lowest to the highest level of students' astronomy
literacy levels. While the highest score that can be obtained from the scale is 80; The lowest score is 16.
In the scale, 1-15 point ranges are considered very low, 16-31 point ranges are considered low, 32-47
point ranges are considered medium, 48-63 points are considered high, and 64-80 point ranges are
considered very high. A reliability study was conducted for the astronomy literacy scale developed by
the researcher (Benli Ozdemir, 2022). The scale was applied to 213 students different from the study
group. According to the analysis obtained, the coefficients of internal consistency and sub-factors were
determined. The reliability coefficient was found as a =.87. Since this value is above a = .70, the
measurement tool has sufficient reliability to collect data (Biiyiikoztiirk, 2011). When the reliability
levels of the sub-factors of the scale were analyzed in the study, it was found that a =.77, « =.82 and «
=.81. The reliability levels of the sub-factors were also found to be reliable (Alpar, 2003).

Implementation Process

This research was carried out with a total of 95 students studying in four different branches in
the seventh and eighth grades in the spring term of the 2021-2022 academic year in a state secondary
school in the central district of Ankara. Attention was paid to the volunteering principle of the students
in the participant group of the study. In order to increase the reliability of the research, it was carried
out with four classes, two experimental groups and two control groups, studying in the 7th and 8th
grades. Information about the learning process in practice is given in Table 3.
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Table 3. Learning process carried out in practice

Grade  Studying Groups Pretest Application Application time  Postest

Level process

7th Experimental group 1 Astronomy Augmented 16 Lesson Hours  Astronomy

grade Literacy Reality Literacy Scale
Scale Applications

7th Control Group 1 Astronomy Recommended 16 Lesson Hours  Astronomy

grade Literacy Practices in Literacy Scale
Scale Textbooks

8th Experimental group 2 Astronomy Augmented 16 Lesson Hours  Astronomy

grade Literacy Reality Literacy Scale
Scale Applications

8th Control Group 2 Astronomy Recommended 16 Lesson Hours  Astronomy

grade Literacy Practices in Literacy Scale
Scale Textbooks

Before the application, the "Astronomy literacy scale" was applied as a pre-test in order to

measure the astronomy literacy levels of the students in the study group. Then, the application on the

basis of astronomy concepts was completed by the researcher in the experimental and control groups

in a total of 16 lesson hours as indicated in the table. With the experimental group students, astronomy
subjects and concepts were taught with AR applications (Sky Guide AR, SkyView Lite, Night Sky 8, Sky

Map, Star Walk 2, Solar Walk 2, Stellarium Plus, etc.). The activities carried out in the experimental and

control groups during the application process are given in Table 4.

Table 4. Activities carried out in the experimental and control groups during the implementation process

Week

Experimental Group Activities

Control Group Activities

1st week
(4 Lesson Hours)

“I am observing the sky using an
augmented reality application” activity (2
Hours)

“I am making virtual reality glasses”
activity (2 hours)

“I am observing the sky with the naked
eye” activity (2 hours)

“I'm making a simple telescope” activity
(2 Hours)

2nd week
(4 Lesson Hours)

“I travel to space with the planetarium”
activity (2 hours)

"I see the sun using an augmented reality
application” activity (2 Hours)

“I am building my dream spacecraft”
activity (2 Hours)

“I make a solar model using simple
materials” activity (2 Hours)

3th week
(4 Lesson Hours)

"I see the world using an augmented
reality app" activity (2 Hours)
"I see the Moon using an augmented
reality app" activity (2 Hours)

“I make a world model using simple
materials” activity (2 Hours)
“I make a Moon model using simple
materials” activity (2 Hours)

4th week
(4 Lesson Hours)

“I see constellations using augmented
reality app” activity (1 Hour)

“Unique journey to the sky with Space
4D+ Augmented Reality Card Set” activity
(2 Hours)

Implementation of the posttest (1 hour)

“I make constellations with colorful
pencils” activity (1 Hour)

Preparation and playing activity of the
game “sky in our classroom” (2 Hours)
Implementation of the posttest (1 hour)
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Photograph 1. Photos of the application process

Some photos of the augmented reality application and "I am observing the sky" activities carried
out in the 7th and 8th grade experimental groups during the application process are given below.

Analysis of Data

The data of the "astronomy literacy scale"”, which is used to measure the astronomy literacy
levels of the students before and after the application, were analyzed with the SPSS statistical package
program. Appropriate statistical methods were determined for each sub-problem related to

quantitative data. Then, dependent groups t-test was used for intragroup comparisons, and independent
groups t-test analysis was performed for intergroup (experiment-control) comparisons.

Ethical Permits of Research
In this study, all the rules specified to be followed within the scope of "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were complied with. None of the

actions specified under the heading "Actions Contrary to Scientific Research and Publication Ethics",
which is the second part of the directive, have been taken.

Ethics Committee Permission Information:
Ethics, principles and rules were followed at all stages of this research.
Findings
In the study, determining the astronomy literacy levels of secondary school seventh and eighth

grade students and the effect of augmented reality applications on students' astronomy literacy levels
were investigated.

Findings and Comments on the Data of the 7th Grade Experimental and Control
Group Students

The findings and comments regarding the astronomy literacy levels of the students in the 7th
grade study group are given below.
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Findings and Comments on the Astronomy Literacy Levels Pretest and Posttest
Scores of the 7th Grade Experimental Group Students

Is there a significant difference between the pretest and posttest scores of the 7th grade
experimental group students' astronomy literacy levels? The results of the t-test analysis for the
dependent samples related to the sub-problem are given in Table 5.

Table 5. Dependent samples t-test results of pretest-posttest mean scores of 7th grade experimental group students’
astronomy literacy levels

n X ss df t p n?
Pretest 22 41.59 8.47 21 -13.73 .00 .89
Posttest 22 67.00 4.40

When Table 5 is examined, it is seen that there is a significant difference when the pretest-
posttest mean scores of the 7th grade experimental group students' astronomy literacy levels are
examined (tz1 = - 13,73, p = 0.00 < 0.05). The posttest mean score of the experimental group students
(iz 67,00), was higher than the pretest mean score (§(= 41,59). It has been seen that augmented
reality applications make a positive contribution to students' astronomy literacy levels. It is possible to
say that the effect size of augmented reality applications on the average score of astronomy literacy
levels is large (n2 =.89).

Findings and Comments on the Astronomy Literacy Levels Pretest and Posttest
Scores of the 7th Grade Control Group Students

Is there a significant difference between the pretest and posttest scores of the 7th grade control
group students' astronomy literacy levels? the t-test analysis results for the dependent samples related
to the sub-problem are given in Table 6.

Table 6. Dependent samples t-test results of pretest-posttest mean scores of 7th grade control group students’
astronomy literacy levels

n X Ss df p
Pretest 24 39.17 7.28 23 t .03
Posttest 24 41.96 4,71 -2.22

When Table 6 is examined, it is seen that there is a significant difference when the pretest-
posttest mean scores of the 7th grade control group students' astronomy literacy levels are examined
(tza = -2,22, p = 0.03 < 0.05). The mean score of the control group students after the application (57(=
41.96) was close to the pre-application scores (57( =39.17).

Findings and Comments on Astronomy Literacy Levels Pretest Scores of 7th Grade
Experimental and Control Group Students

Is there a significant difference between the astronomy literacy levels and pretest scores of the
7th grade experimental and control group students? the t-test analysis results for the independent
samples related to the sub-problem are given in Table 7.

Table 7. Independent samples t-test results of pretest mean scores of 7th grade experimental and control groups
students’ astronomy literacy levels

Group n X Ss df t p
Experimental 22 41.59 8.47 44 1.04 .30
Control 24 39.17 7.28
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When Table 7 is examined, there is no significant difference between the average scores of the
7th grade students' pre-application astronomy literacy levels (ts = 1,04, p = 0.30 > 0.05). The mean
score of the experimental group students (i =41.59) and the mean score of the control group students
(i =39.17) are close.

Findings and Comments on Astronomy Literacy Levels Posttest Scores of 7th Grade
Experimental and Control Group Students

Is there a significant difference between the astronomy literacy levels and pretest scores of the
7th grade experimental and control group students? the t-test analysis results for independent samples
related to the sub-problem are given in Table 8.

Table 8. Independent samples t-test results of posttest average scores of 7th grade experimental and control groups
students’ astronomy literacy levels

Group n X Ss df t p n?2
Experimental 22 67.00 4.40 44 18.56 .00 .88
Control 24 41.96 4.71

When Table 8 is examined, it is seen that there is a significant difference when the posttest mean
scores of the 7th grade experimental and control group students' astronomy literacy levels are
examined (ts = 18,56, p = 0.00 < 0.05). The posttest average score (i = 67.00) of the students studying
with augmented reality applications is higher than the posttest average score (57( = 41.96) of the
students studying with the applications suggested in the textbooks. When the effect value of augmented
reality applications is examined, it is seen that the eta square value (n2=.88) has a large effect value. Eta
square (n2) value shows that this difference is not accidental (Cohen, 1988: 44).

Findings and Comments on the Data of the 8th Grade Experimental and Control
Group Students

The findings and comments regarding the astronomy literacy levels of the students in the 8th
grade study group are given below.

Findings and Comments on the Astronomy Literacy Levels Pretest and Posttest
Scores of the 8th Grade Experimental Group Students

Is there a significant difference between the pretest and posttest scores of the 8th grade
experimental group students' astronomy literacy levels? the t-test analysis results for the dependent
samples related to the sub-problem are given in Table 9.

Table 9. Dependent samples t-test results of pretest-posttest mean scores of 8th grade experimental group students’
astronomy literacy levels

n X Ss df t p n?
Pretest 26 40.57 8.46 25 -17.67 .00 .92
Posttest 26 66.73 3.90

When Table 9 is examined, it is seen that there is a significant difference when the pretest-
posttest mean scores of the 8th grade experimental group students' astronomy literacy levels are
examined (tzs =-17,67, p = 0.00 < 0.05). The posttest mean score (57( = 66.73) of the experimental group
students was higher than the pretest mean score (i = 40.57). It has been seen that augmented reality
applications make a positive contribution to students' astronomy literacy levels. It is possible to say that

693



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2023, 7(3), 684-705

the effect size of augmented reality applications on the average score of astronomy literacy levels is
large (n? =.92).

Findings and Comments on the Astronomy Literacy Levels Pretest and Posttest
Scores of the 8th Grade Control Group Students

Is there a significant difference between the pretest and posttest scores of the 8th grade control
group students' astronomy literacy levels? the t-test analysis results for the dependent samples related
to the sub-problem are given in Table 10.

Table 10. Dependent samples t-test results of pretest-posttest mean scores of 8th grade control group students’
astronomy literacy levels

n X ss df t p
Pretest 23 40.04 7.87 22 -7.55 .00
Posttest 23 45.69 6.52

When Table 10 is examined, it is seen that there is a significant difference when the pretest-
posttest mean scores of the 8th grade control group students' astronomy literacy levels are examined
(t22=-7,55, p = 0.00 < 0.05). The average score of the control group students after the application (57( =
45.69) is higher than the scores before the application (57( =40.04).

Findings and Comments on the Astronomy Literacy Levels Pretest Scores of the 8th
Grade Experimental and Control Group Students

Is there a significant difference between the pretest scores of the 8th grade experimental and
control group students’ astronomy literacy levels? the t-test analysis results for independent samples
related to the sub-problem are given in Table 11.

Table 11. Independent samples t-test results of pretest mean scores of 8th grade experimental and control groups
students’ astronomy literacy levels

Group n X Ss df t p
Experimental 26 40.57 8.46 47 22 .82
Control 23 40.04 7.87

When Table 11 is examined, there is no significant difference between the average scores of the
7th grade students' pre-application astronomy literacy levels (t47 =.22, p = 0.82 > 0.05). The astronomy
literacy scores of the experimental and control group students were close before the application.

Findings and Comments on the Astronomy Literacy Levels Posttest Scores of the 8th
Grade Experimental and Control Group Students

Is there a significant difference between the pretest scores of the 8th grade experimental and
control group students' astronomy literacy levels? the t-test analysis results for independent samples
related to the sub-problem are given in Table 12.

Table 12. Independent samples t-test results of the astronomy literacy levels posttest mean scores of the 8th grade
experimental and control group students

Group n X Ss df t p n?
Experimental 26 66.73 3.90 47 13.87 .00 .80
Control 23 45.69 6.52

When Table 12 is examined, it is seen that there is a significant difference when the posttest
mean scores of the 8th grade experimental and control group students' astronomy literacy levels are
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examined (ts7 = 13.87, p = 0.00 < 0.05). The posttest average score (i = 66.73) of the students working
with augmented reality applications is higher than the posttest average score (i = 45.69) of the
students working with the applications suggested in the textbooks. When the effect value of augmented
reality applications is examined, it is seen that the eta square value (2 =.80) has a large effect value. Eta
square (n2) value shows that this difference is not accidental (Cohen, 1988: 44).

Discussion and Conclusion

In this study, the astronomy literacy levels of the seventh and eighth grade students were
determined and the effect of augmented reality (AR) applications on the astronomy literacy levels of the
students was investigated. In this context, the following conclusions have been reached on the basis of
the stated objective:

It was noted that the seventh and eighth grade students of secondary school had a low level of
astronomy literacy before the application. After the application, it was observed that the astronomy
literacy levels of the seventh and eighth grade experimental group students in the courses conducted
with augmented reality applications reached a high level. It has been determined that augmented reality
(AR) applications have a positive effect on students' astronomy literacy levels. After the application, it
was seen that the astronomy literacy levels of the control group students in the lessons carried out with
the applications and activities recommended in the textbooks reached the medium level. The astronomy
literacy levels of the control group students were lower than those of the experimental group students.
When the literature is examined, it is seen that AR applications are an effective method among teaching
methods and contribute positively to the cognitive learning of students (Abdiisselam, 2014; Abdiisselam
& Karal, 2012; Akcayir et al,, 2016; Bressler & Bodzin, 2013; Buchner & Zumbach, 2018; Chen et al,,
2015; Chiang et al,, 2014; Enyedy et al.,, 2012; Fleck et al., 2014; Hsiao et al., 2012; Ibili & Sahin, 2013;
Kiiciik et al,, 2014;Lin et al,, 2013; Tarng et al.,, 2021). When the literature is examined, it is seen that AR
applications contribute positively to students' affective acquisitions such as attitude, interest and
motivation (Bulus Kirikkaya & Senttirk, 2018; Duman & Oncii, 2016; Delello, 2014; Ersoy, Huang, et al,,
2016; Furid et al., 2015; Hsiao et al., 2012; Ibanez et al., 2014; Khan, et al,, 2019; Megahed, 2014; Onur,
2021; Ozeren, 2020; Pozharina, 2019; Tandogan, 2019). It was observed that students achieved a higher
motivation and success after Ozeren (2020) realized with the AR material named CellAR. However, in
the studies conducted by Eren (2019), Yetisir (2019) and Tiirksoy (2019), results were reached that AR
applications increase the permanence of knowledge. Discovery Kirikkaya and Sentiirk (2018) concluded
that there is a significant difference in academic achievement levels in favor of the experimental group
students, as a result of the fact that the Science course solar system and beyond unit teaching was carried
out with AR supported application. According to the results of the study, it can be said that augmented
reality applications are effective on students' astronomy literacy levels. The partial effect size value also
supports the result of the study. The literacy of the science of astronomy, which started from ancient
times and became increasingly important with rapidly developing technology, is an important part of
scientific literacy. In this context, studies on the development of astronomy literacy in individuals are
very important.
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Recommendations

According to the results obtained in this study, various suggestions were made to practitioners,
program developers and researchers:

Recommendations for practitioners:

¢ As a result of this research conducted to determine the astronomy literacy levels of students
and the effect of augmented reality (AR) applications on students' astronomy literacy levels; It was
determined that the students' astronomy literacy levels were low before the application. In this regard,
more space should be given to augmented reality applications that will increase students' astronomy
literacy levels.

e The study included activities to increase the astronomy literacy levels of 7th and 8th grade
secondary school students. In future studies, studies that will enable students to realize their astronomy
talents at all levels of education can be included.

Recommendations for program developers:

e In Science courses, where the aim is to provide cognitive gains related to astronomy, practices
aimed at gaining more cognitive, affective and behavioral gains can be included while preparing the
gains and curriculum.

Recommendations for researchers:

 One of the limitations of the study is that different demographic characteristics were not taken
into account in the research. By examining astronomy literacy levels in terms of different socio-
demographic variables, the effects of these variables on astronomy literacy and the dimensions of this
effect can be investigated.

¢ Including activities that increase the astronomy literacy levels of secondary school 7th and 8th
grade students is among the limitations of the study. Experimental studies can be conducted to ensure
and observe the development of astronomy literacy levels of individuals at all levels of education.

« Astronomy literacy levels of students studying in primary school, secondary school, high school
or higher education can be examined and these levels can be compared among themselves.
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Artirillmis Gergeklik Uygulamalarinin Ortaokul Ogrencilerinin
Astronomi Okuryazarlik Diizeylerine Etkisinin incelenmesi

Giris

“Astronomi okuryazarligl” kavrami, bireyin temel astronomi kavramlarinin bilissel boyutu ile
beraber davranigsal ve duyussal boyutlari hakkinda ¢ok boyutlu becerilere sahip olmaktir. Astronomi
okuryazari bir birey; bilissel boyut acisindan temel astronomi konularinda kavramsal bilgiye; duyussal

boyut agisindan astronomiye yonelik olumlu tutum, ilgi ve motivasyona; davranigsal boyut acisindan ise
astronomi ile ilgili gézlem, katilim ve eyleme sahip olmalidir.

Astronomi kavram ve konularinin 6gretiminde teknoloji ve uygulamalarinin kullanilmasi, soyut
kavramlarin somutlastirilmas1 ve goriilmesi, zor konularin anlasilmasi, duyussal ve davranissal
hedeflerin kazandirilmasi agisindan ¢ok énemli bir rol almaktadir. Ogrencinin 6gretim siirecinde daha
aktif olabilmesi, kazanimlara daha etkili bir sekilde ulasabilmesi, verimin artmasi ve genis Kkitlelere
yonelik egitim hizmetinin sunulmasi egitimde teknoloji kullaniminin temel hedefleridir (Baysal, 2016).
Belirtilen hedefler dikkate alindiginda, Fen bilimleri kavram ve konularinin 6gretiminde teknolojinin
yer almasinin ve kullaniminin, 6grenmeyi daha kolay hale getirdigi, kalici etkili ve anlamaya dayal
o0grenme etkisiyle egitime katkisinin oldugu anlasilmaktadir (Cankaya, 2019).

Yapilan bir¢cok arastirma, teknoloji ve uygulamalarinin 6gretim yontem ve stratejilerine
zenginlik kattigini, 6grencilerin aktif bir sekilde 6grenme siirecinde oldugunu ve karsilikl etkilesimi
saglayarak egitimin daha verimli hale gelmesinde katki sundugunu ortaya koymustur (Kiigiiksara¢ &
Sayimer, 2016). Ozellikle son yillarda Fen egitiminde teknoloji ve uygulamalarina daha fazla yer
verilmektedir. Ancak egitimde en az kullanilan materyallerden ancak egitime giiclii bir katk: saglayacak
yontem ve tekniklerden biri artirllmis gerceklik [AG] teknolojisidir (Sarica, 2019). AG uygulamalari,
gercek diinyayla baglantisin1 kesmeksizin sanal nesne ve iceriklerin gercek ortam goriintiilerine dahil
edildigi, hem gercek hem de sanal nesnelerin beraber bir ortamda gériilmesini saglayan bir teknolojidir
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(Iicten & Bal, 2017). Bu c¢alismada, ortaokul yedinci ve sekizinci simf 6grencilerinin astronomi
okuryazarlik diizeylerinin tespit edilmesi ve 6grencilerin astronomi okuryazarlik diizeyleri iizerine
artirilmis gercgeklik (AG) uygulamalarinin etkisinin arastirilmasi amaglanmaktadir.

Yontem

Arastirmada yar1 deneysel yontem (quasi-experimental research) ve Ontest-sontest kontrol
gruplu deneysel desen kullanilmistir (Biiyiikoztiirk, 2011). Bu calismada, deney gruplari iizerinde etkisi
incelenen bagimsiz degisken, artirilmis gerceklik uygulamalaridir. Kontrol gruplarinda ise, Fen Bilimleri
dersi 6gretim programinda Onerilen uygulamalardir. Gruplardaki bagimli degisken ise, astronomi
okuryazarlik diizeyidir. Arastirmada, ¢alismaya katilan 6grencilerin astronomi kavramlar: temelinde,
astronomi okuryazarlik diizeyleri O0grenme siirecinden oOnce ve sonra izlenmistir. Deneysel
arastirmalarin temel 6zelligi bagimsiz degiskenlerin kontrol edilebilmesidir (McMillan, 2000, s. 207).
Bu arastirmada, olasilik temelli olmayan drnekleme yontemi kullanilarak, uygun 6rnekleme yontemine
gore calisma grubu sec¢ilmistir. Bu yontemde, katilimcilar arastirmacinin kolay ulasabilecegi, arastirma
icin goniilli ve uygun bireyler arasindan secilmektedir (Gravetter & Forzano, 2012). Calisma grubu,
2021-2022 egitim-6gretim yili bahar doneminde Ankara ili merkez ilgesinde bir devlet ortaokulunda
0grenim goren yedinci ve sekizinci sinif 6grencilerinden (n7.smf= 46 ve ngsme= 49) olusmaktadir. Calisma
stiresince iki deney, iki kontrol grubu olmak {izere dort ayri sinif ile calisilmistir. Aragtirmanin verileri
SPSS istatistik programi ile analiz edilmistir.

Bulgular

Arastirmadan elde edilen verilerin analizi sonucunda ortaokul yedinci ve sekizinci sinif
ogrencilerinin uygulama 6ncesi astronomi okuryazarlik diizeylerinin diisiik seviyede oldugu dikkat
¢cekmistir. Uygulama sonrasinda artirilmis gergeklik uygulamalart ile yiiriitiilen derslerde deney grubu
yedinci ve sekizinci sinif 6grencilerinin astronomi okuryazarlik diizeylerinin yiiksek diizeye ulastigi
gozlenmistir. Artirilmis gerceklik [AR] uygulamalarinin 6grencilerin astronomi okuryazarlik diizeyleri
tizerinde olumlu bir etkiye sahip oldugu tespit edilmistir. Uygulama sonrasinda kontrol grubu
ogrencilerinin MEB ders kitaplarinda oOnerilen uygulamalarla yiiriitiilen derslerde astronomi
okuryazarlik diizeylerinin orta diizeye ulastigl goriilmiistiir. Kontrol grubu 6grencilerinin astronomi
okuryazarlik diizeyleri deney grubu &grencilerine gore daha diisiiktiir. Ozellikle deney grubu
ogrencilerinin; astronomi okuryazarlik diizeylerinin duyussal ve davranigsal boyutunun oldukga yiiksek
diizeyde gelistigi ortaya ¢ikmistir.

Tartisma ve Sonug

AG uygulamalarinin 6gretim yontemleri arasinda etkili bir yontem oldugu ve 6grencilerin
bilissel, duyussal ve davranissal 6grenmelerine olumlu katki sagladigi gorilmektedir (Abdiisselam,
2014; Abdiisselam & Karal, 2012; Akcayir et al., 2016; Bressler & Bodzin, 2013; Buchner & Zumbach,
2018; Chen etal., 2015; Chiang et al,, 2014; Enyedy et al., 2012; Fleck et al., 2014; Hsiao et al., 2012; ibili
& Sahin, 2013; Kiiciik et al,, 2014;Lin etal,, 2013; Tarng et al,, 2021). Uygulamalarinin bilginin kaliciligini
artirdigl yoniindeki sonuglara ulasilmistir. Bulus Kirikkaya ve Senttirk (2018) Fen Bilimleri dersi giines
sistemi ve Otesi linitesi 6gretiminin AG destekli uygulama ile gerceklestirilmesi sonucu deney grubu
ogrencileri lehine akademik basari diizeylerinde anlaml bir fark oldugu sonucuna ulasmistir. Calisma
sonuglara gore, artirllmis gerceklik uygulamalarinin, 6grencilerin astronomi okuryazarlik diizeyleri
tizerinde etkili oldugu soylenebilir. Kismi etki biiytikligii degeri de, calismanin sonucunu destekler
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niteliktedir. Alanyazin incelendiginde, AG uygulamalarinin 6grencilerin tutum, ilgi, motivasyon gibi
duyussal kazanimlarina olumlu katki sagladig gortilmektedir (Bulus Kirikkaya & Sentiirk, 2018; Duman
& Oncii, 2016; Delello, 2014; Ersoy, Huang, et al,, 2016; Furi6 et al., 2015; Hsiao et al., 2012; Ibanez et
al, 2014; Khan, et al., 2019; Megahed, 2014; Onur, 2021; Ozeren, 2020; Pozharina, 2019; Tandogan,
2019). Ozeren (2020) HiicreAR adli AG materyali ile gerceklestirmesi siirecinden sonra égrencilerin
daha yiiksek bir motivasyon ve basar1 elde ettikleri goriilmiistiir. Eski ¢aglardan baslayan ve hizla
gelisen teknoloji ile dnemi giderek artan astronomi biliminin okuryazarhigi, bilimsel okuryazarliginin
onemli bir parcasidir. Bu baglamda, bireylerdeki astronomi okuryazarliginin gelistirilmesine yonelik
yapilan calismalar olduk¢a énemlidir.

Oneriler

Bu aragtirmada elde edilen sonuglara gére; cesitli onerilerde bulunulabilir: Ogrencilerin
astronomi okuryazarlik diizeylerinin tespit edilmesi ve 6grencilerin astronomi okuryazarlik diizeyleri
tizerine artirllmis gerceklik (AG) uygulamalarinin etkisini tespit etmek lizere yapilan bu arastirma
sonucunda; uygulama oncesi 6grencilerin astronomi okuryazarlik diizeylerinin diisik oldugu
belirlenmistir. Bu bakimdan 6grencilerin astronomi okuryazarlk diizeylerini arttiracaklar: artirilmis
gerceklik uygulamalarina daha ¢ok yer verilebilir. Calismada ortaokul 7. ve 8. sinif 6grencilerinin
astronomi okuryazarlik diizeylerini artirici etkinliklere yer verilmistir. Daha sonraki ¢alismalarda,
egitimin her kademesinde, 68rencilerin astronomiye yonelik yeteneklerini fark etmelerine olanak
taniyacak calismalar yapilabilir.
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Appendix
Appendix 1. Astronomy Literacy Scale
CHAPTER 1 (Astronomy Literacy Self-Perception)

1. How much do you think you know about astronomy?
A. Too much

B. More

C. Intermediate

D. Not much

E. None

2. How would you describe yourself about doing studies/research on astronomy?
A.Ido alot of study/research.

B.1do more work/research.

A.Ido a moderate amount of study/research.

D.Idon't do much study/research.

E. Never

3. Which of the following contributes the most to learning the subjects and concepts related to astronomy?
A. Lessons at school

B. Internet

C. Television

D. Article/book/magazine/newspaper

E. Family/Friends

4. Which of the following do you talk about studies, researches or subjects related to astronomy?
A. Teachers

B. Friends

C. Family

D. People in the virtual environment

E. Nobody

5. How often do you talk to people around you about astronomy-related topics?
A. Too much

B. More

C. Intermediate

D. Not much

E.None
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CHAPTER 2 (The Affective Dimension of Astronomy Literacy)

o o
& & ©
S o B
> L oo 9 > v
— —_Q
oD ® v .2 = o0 &
=) | sT| | = b
o b E=I I o ®
=] ST} L o 2 5 .2
n < Z | A n o
1. 1.l am interested in astronomy.
2. 2.1enjoy learning new information about astronomy.
3. 3.Ican easily learn the concepts and subjects related to astronomy.
4. 4.1 make mistakes when explaining astronomy concepts.
5. 5. Astronomy has no contribution to my daily life.
6. 6.1don't want to work on the sky.
CHAPTER 3 (The Behavioral Dimension of Astronomy Literacy)
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7. 1.1 observe the sky using sky survey programs (Google sky, sky map,
NASA, sky walk etc.).
8. 2. watch the sky with the naked eye (without any observation tool)
at night when the weather conditions are suitable.
9. 3.Ifollow the astronomer or astronauts who work on the sky on social
media.
CHAPTER 4 (Cognitive Dimension of Astronomy Literacy)
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10.

1. I can express the geometric shape of the sun.

11.

2.1 can explain the direction, duration and consequences of the Sun's
rotation.

12.

3.1 can express the geometric shape of the Earth.

13.

4.1 cannot tell the size of the moon.

14.

5.1 can explain the moon's age.

15.

6.1 can express the geometric shape of the moon.

16.

7.1 cannot explain how stars are formed.
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Abstract

In Tirkiye, many languages are taught as foreign languages, especially English, which is taught within the
framework of the curriculum determined by the Ministry of National Education [MoNE] from primary education
level onwards. Turkish, on the other hand, is taught as a foreign language both in Tiirkiye and abroad. The aim
of this study is to compare the Turkish language curriculum as a foreign language with the English teaching
programs in terms of basic foundations and implementation methods. The document analysis method was used
to examine the MoNE Turkish Language Curriculum as a Foreign Language (MoNE, 2020), the English Course
Curriculum (Primary School Grades 2, 3, 4, 5, 6, 7, and 8) (MoNE, 2018a), and the Secondary School English
Course (Grades 9, 10, 11, and 12) Curriculum (Mone, 2018b). Through document analysis, it has been revealed
that the Turkish Language Curriculum as a Foreign Language (Mone, 2020) has a greater diversity and currency
of basic foundations compared to the English Curriculum. Furthermore, in terms of implementation methods,
the Turkish Language Curriculum as a Foreign Language (Mone, 2020) is more detailed.

Keywords: Turkish teaching, English teaching, foreign language teaching, curriculum.

Introduction

Language, as Chomsky also indicated, is a natural ability. An individual born with the faculty of
language gradually acquires it when appropriate environmental conditions are provided and linguistic
inputs are generated. Certainly, just like walking or eating, acquiring language also requires a specific
process. Once an individual completes certain biological and neural developments over time, they gain
the competence to use language and acquire it. However, unlike acquisition, "learning" does not
naturally develop as a process. Senemoglu (2007) has summarized various definitions of learning in the
literature by stating the following: learning is a relatively enduring, experience-based change in
behavior or potential behavior that cannot be attributed to growth and transient changes in the body.
Within the context of this definition, it becomes evident that the concepts of language acquisition and
language learning entail two distinct processes with different semantic contents.

When the literature is examined, it is observed that the term "learning” is mostly used in the
field of foreign language, while the term "acquisition” is preferred in the domain of native language. The
acquisition of a native language takes place in a natural environment where the language is commonly
spoken, within social interactions. On the other hand, foreign language learning occurs intentionally in
constructed environments, often later in life, and frequently in artificial settings such as language classes
(Aydin, 2016). The foreign language learning process, which does not naturally occur, requires the
guidance and supervision of an instructor, following a specific curriculum with the use of certain
methods, techniques, and materials (Onursal, 2019).

In the Regulation on Foreign Language Education and Instruction of the Ministry of National
Education (MoNE, 2017), the purpose of foreign language education and instruction in formal and
distance learning institutions is expressed as follows:

In accordance with the general aims and basic principles of National Education, the aim of
education and instruction in the foreign language, considering the goals and levels of schools and
institutions, is to enable individuals to acquire listening-comprehension, reading-comprehension,
writing, speaking skills in the foreign language, to communicate in the language they have learned, and
to develop a positive attitude towards foreign language teaching.
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In line with this stated objective, foreign language curriculums and instructional materials,
including textbooks and educational tools, are being developed in accordance with the foreign language
teaching curriculum and educational programs. The instructional curriculum can be defined as the
entirety of lesson plans, encompassing all processes related to learning and teaching, both within and
outside the school context (Demirel, 2015a; Kiiglikahmet, 2008; Saracoglu, 2019). In our country,
foreign language teaching in institutions and schools affiliated with the Ministry of National Education
is conducted within the framework of the designated existing instructional curriculums.

In Tirkiye, the systematic foreign language teaching has a historical context that encompasses
the Ottoman Empire era. During that period, languages such as Arabic, French, English, Persian,
Bulgarian, Italian, and Greek were known to be taught, corresponding to the regions with which the
empire had expanded relations. Over time, due to Tiirkiye's North Atlantic Treaty Organization [NATO]
membership and candidacy for the European Union, English has become the primary choice for foreign
language teaching in the country (Cakir, 2017; Demirel, 1999).

With the implementation of the Eight-Year Education reform in 1997 in Tiirkiye, although the
traditional approach to foreign language teaching, particularly English, was not completely abandoned,
the decision was made to begin foreign language education in schools affiliated with the Ministry of
National Education starting from the 4th grade (Haznedar, 2004). In the 2012-2013 academic year, the
4+4+4 education reform was introduced in Tiirkiye, which lowered the age of starting school to 5 years
(1st grade of primary school) and the age of beginning foreign language learning to 6 years (2nd grade
of primary school) (Bayyurt, 2014). Accordingly, the Ministry of National Education prepared the
English Language Curriculum for Primary Schools, which includes grades 2 to 8, based on the principles
of the Common European Framework of Reference for Languages [CEFR], emphasizing a communicative
and action-oriented approach (MoNE, 2013). As of 2018, the previous curriculum for primary education
has been partially updated for English language teaching at the primary level. This update took into
account the opinions and contributions of various stakeholders, including English teachers, universities,
and non-governmental organizations, and was revised to encompass values education within the same
philosophical and pedagogical principles (Yaman, 2018, p. 163). For secondary education level (high
school), English language curriculums were designed specifically for Anatolian high schools after the
decision to transform general high schools into Anatolian high schools in 2010. These curriculums were
structured in alignment with the Common European Framework of Reference for Languages [CEFR] and
were finalized as the Ministry of National Education Secondary Education English Course (9th, 10th,
11th, and 12th grades) Curriculum in 2018.

In the present day, in addition to English being taught as a foreign language, Tiirkiye offers
foreign language instruction in several other languages such as German, Chinese, French, Italian, and
Arabic, alongside teaching Turkish as a foreign language. Although there is no official historical record
of when Turkish as a foreign language instruction began, its origins can be traced back to the emergence
of the Turkish people (Durmus & Okur, 2013). Over the past three decades, Tiirkiye's active role in
international relations, the increase in the number of foreign students coming to Tirkiye for higher
education, the prominence of Anatolia as a cradle of civilizations in terms of tourism, the popularity of
Turkish TV series abroad, and Tirkiye's open-door policy for incoming migrants have all made it
necessary for Turkish to be used as a means of communication. As a result of these factors, the teaching
of Turkish as a foreign language has become increasingly important to meet the communication needs
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of various international contexts and to facilitate interaction with foreigners who are either studying,
working, or visiting Tiirkiye. In recent times, the inclusion of Turkish language instruction in school
curriculums among European Union countries, the growing interest in Turkish language and culture in
all the countries along the historical Silk Road, and the international significance of the Turkish language
have become evident (Demirel, 2015b, p. 6). Furthermore, with the onset of the Syrian civil warin 2011,
avast number of refugees from Syria sought asylum in the Republic of Tiirkiye, ranging from three-year-
old children to seventy-year-old adults. As a result, Turkish has become the target language for refugees
to sustain their daily lives (Melanlioglu, 2020). Therefore, Turkish continues to fulfill its role worldwide
as both a native language spoken by millions and a foreign language taught to learners around the globe
(Giizel & Barin, 2013).

Both domestically and internationally, the teaching of Turkish as a foreign language is carried
out by various institutions and organizations, including the Ministry of National Education, the
Presidency for Turks Abroad and Related Communities, the Tiirkiye Maarif Foundation, the Tiirkiye
Diyanet Foundation, and the Yunus Emre Institute, as well as Turkish language teaching centers
[TOMER] within universities. The Ministry of National Education first published the "Turkish Language
Curriculum as a Foreign Language" in 1986, followed by a revised edition in 2000. In 2015, Ankara
University's Turkish and Foreign Languages Research and Application Center [TOMER] prepared the
"Turkish Language Curriculum as a Foreign Language". However, these curriculums have not been well
known in the literature and have not been able to achieve standardization in the teaching of Turkish as
a foreign language (Sen, 2016). Until today, the need for establishing an international standard for the
teaching carried out by all these institutions has highlighted the necessity of revising the Turkish
language curriculum for foreigners. Responding to this fundamental need, the Tiirkiye Maarif
Foundation prepared the "Turkish Language Curriculum as a Foreign Language" (MoNE, 2020) based
on the Common European Framework of Reference for Languages [CEFR]. Subsequently, an additional
protocol was signed between the Ministry of National Education and the Tiirkiye Maarif Foundation on
18th August 2017, in accordance with the cooperation protocol, and curriculum guidelines for teaching
Turkish as a foreign language within the country were added to the existing curriculum. The curriculum
is designed according to the language proficiency levels specified in the "Common European Framework
of Reference for Languages"” (A1, A2, B1, B2, C1) and is intended for formal education (preschool,
primary school, middle school, and secondary education) as well as for general education (MoNE, 2020,
p. 5). The updated curriculum is now known as the "MoNE Turkish Language Curriculum for Foreigners
(MoNE, 2020)" and has been finalized.

When looking at the literature on foreign language teaching in Tiirkiye, various research studies
are available that examine the problems, explore teacher and student perspectives, and analyze teaching
materials. Additionally, there are studies that focus on foreign language curriculums. Given that the
subject of this research includes English and Turkish as foreign languages, some examples of studies
that investigate the curriculums for these languages are as follows: Ertem (2023) conducted a
comprehensive examination of the English language curriculum at the secondary education level; Yiicel
et al. (2017) determined teacher perspectives regarding English language curriculums; Merter et al.
(2012) and Dursun et al. (2017) identified teacher views on English language curriculums; Haznedar
(2004) evaluated the English language curriculum at the primary education level; Dagistan Yalcinkaya
and Beydogan (2019) examined the English language curriculum at the primary education level; Sahin
and Aykac (2019) conducted comparative analyses of foreign language curriculums in European
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countries; Ipek Egilmez (2018) conducted a comparative analysis of mother tongue teaching programs
across countries. These studies have contributed valuable insights into foreign language teaching and
its curriculums in Tiirkiye, offering significant contributions to the field of foreign language education.
When examining the studies that focus on teaching Turkish as a foreign language, the following works
can serve as fundamental examples: Aydin and Tunagiir (2021), Balc1 and Melanlioglu (2020), Erdil and
Acik (2021), Kaya and Kardas (2020), Kilig¢ (2021), Koyuncu (2021), have analyzed and examined the
Maarif Foundation Turkish Language Curriculum (2020) from various aspects. Demirel (2015b) and
Ulutas and Kara (2019) have conducted an examination of the Turkish Language Curriculum using the
example of TOMER. Goérgii¢ et al., (2021) have comparatively analyzed the Ministry of National
Education Turkish Language Curriculum (MoNE, 2020) with the preschool curriculum and the primary
school English language curriculum. Starting from the year 2020, the Ministry of National Education has
prepared curriculums for teaching Turkish as a foreign language, including preschool, elementary, and
secondary education levels, aligning them with international standards. Therefore, the Ministry of
National Education Turkish Language Curriculum (MoNE, 2020) is a very recent and up-to-date
curriculum. On the other hand, as mentioned above, English language teaching as a foreign language has
been carried out in various curriculums for many years in our country. Comparatively examining the
curriculums of these two languages in terms of various variables will provide a new perspective on
foreign language curriculums in Tiirkiye. Thus, the aim of this study is to compare the Ministry of
National Education Turkish Language Curriculum (MoNE, 2020) with the Ministry of National Education
English Language Curriculum (Primary School Grades 2, 3, 4, 5, 6, 7, and 8) (MoNE, 2018a) and the
Ministry of National Education Secondary School English Language Curriculum (Grades 9, 10, 11, and
12) (MoNE, 2018b). By doing so, the study aims to analyze the content of foreign language curriculums
published by the Ministry of National Education in terms of their basic principles and implementation
methods, and thereby contribute to the field. The following questions were investigated in the study in
line with the stated objectives:

1. Do the Turkish Language Curriculum for Foreigners (MoNE, 2020) and the English Language
Curriculums (MoNE, 2018a; MoNE, 2018b) differ from each other in terms of their basic
principles?

2. Do the Turkish Language Curriculum for Foreigners (MoNE, 2020) and the English Language
Curriculums (MoNE, 2018a; MoNE, 2018b) differ from each other in terms of their
implementation methods?

Method

The qualitative research approach has been adopted in line with the aim of the study, and it has
been described as the Turkish Language Curriculum for Foreigners [TURC] (MoNE, 2020), the Primary
School English Language Curriculum [PriEngC] (MoNE, 2018a) and the Secondary School English
Language Curriculum [SecEngC] (MoNE, 2018b). Qualitative research provides an in-depth picture of a
specific individual, group, situation, or problem (Fraenkel & Wallen, 1996). This research is of the nature
of a case study among qualitative research models. Qualitative research is conducted to identify the
natural contexts of the subject, event, phenomenon, perception, or issues under investigation, and
techniques such as interviews, observations, and document analysis are generally used in qualitative
research (Ekiz, 2003; Karasar, 1999; Yildirim & Simsek, 2013). Since the sources of research data consist
of the Turkish Language Curriculum as a Foreign Language and English curriculums, document analysis
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has been employed. In this context, the research constitutes a descriptive case study. A case study is a
research strategy aiming to understand a social phenomenon of an individual or a small group in their
natural settings. The purpose of a case study is, for example, to provide a detailed description (Bloor &
Wood, 2006). In this study, a detailed comparative description of the Turkish Language Curriculum as a
Foreign Language and English curriculums has been attempted.

The Source of the Data

In the study, since the data source consists of the curriculum approved by the Ministry of
National Education, purposive sampling method of criterion sampling has been utilized. Criterion
sampling is a sampling method in which the researcher selects a sample based on specific criteria or
qualities. In this method, individuals or units to be included in the sample are chosen because they
possess a certain characteristic or quality. Thus, a sample group with a significant feature related to the
research question or purpose is formed (Teddlie & Yu, 2007; Yildirim & Simsek, 2013).

The data source of the research consists of the Ministry of National Education Turkish Language
Curriculum for Foreigners [TURC] (MoNE, 2020), the Ministry of National Education Primary School
English Language Curriculum (Grades 2, 3, 4, 5, 6, 7, and 8) [PriEngC] (MoNE, 2018a), and the Ministry
of National Education Secondary School English Language Curriculum (Grades 9, 10, 11, and 12)
[SecEngC] (MoNE, 2018b). TURC (MoNE, 2020) is a curriculum that includes explanations and
guidelines for preschool, primary school, and secondary school levels. On the other hand, PriEngC
(MoNE, 2018a) and SecEngC (MoNE, 2018b) separately address the primary school and secondary
school levels in two different curriculums. Therefore, in the research, the that includes the teaching of
Turkish as a foreign language is considered as a single curriculum, while the curriculum that includes
English language teaching is treated as two separate curriculums as data sources.

The Data Collection and Analysis

In the study, the document analysis technique, one of the qualitative data collection methods,
was used for data collection. As expressed by Yildirnm and Simsek (2013), document analysis
encompasses the analysis of written materials containing information about the phenomena under
investigation. The research was conducted following the stages of document analysis. Furthermore, in
order to enhance the transferability of this study, detailed descriptions were provided; the data
collection process, characteristics of the data source, how they were selected, the data analysis process,
and the limitations of the research were presented in detail in the study. In this way, contributions were
made to the transferability of the research (Creswell & Miller, 2000).

In the data collection process, the first step involved accessing the documents. The teaching
programs were accessed from the relevant access addresses of the Ministry of National Education, as
indicated in the bibliography. Subsequently, the authenticity of the documents was verified. As
mentioned by Bowen (2009), the documents should include independently recorded images and text,
regardless of the researcher. While TURC (MoNE, 2020) is in Turkish, PriEngC (MoNE, 2018a) and
SecEngC (MoNE, 2018b) have been published by the ministry in English except for certain explanatory
sections in Turkish. The English curriculums were translated into Turkish by the researcher, and an
expert in the field was asked to evaluate the translation. The expert confirmed that the translation of the
English curriculums was the same as the original text. Thus, the authenticity of the examined documents
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was ensured through this verification process. Following this, an analysis study was conducted on the
teaching programs.

During the analysis phase, elements encompassing fundamental principles and the
implementation manner of the curriculum were examined in all three curriculums to acquire the study's
data. Additionally, apart from the aforementioned headings, the curriculums were thoroughly
scrutinized in their entirety for each of the three curriculums to attain accurate information. This
comprehensive analysis involved investigating the concepts and implementation methods that directly
constitute the basis of the curriculum, leading to the findings.

While conducting the analysis concerning the fundamental principles, the concepts and
phenomena identified as the core basis of the curriculums were subject to examination. The assessment
of whether the curriculum content aligned with the specified fundamental principles was kept separate
from the focus of the research. Similarly, when analyzing the curriculums in terms of their
implementation methods, the explanations directly related to implementation within the curriculums
were scrutinized. Furthermore, aspects such as the level of education, student age, language proficiency,
duration of program implementation, and language skills to be acquired were analyzed under relevant
headings in relation to the curriculum's implementation.

Ethical Permits of Research

In this study, all the rules specified to be followed within the scope of "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were complied with. None of the
actions specified under the heading "Actions Contrary to Scientific Research and Publication Ethics",
which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

This research, as it involves document analysis, does not require ethics committee permission.
Findings

In this section, the findings are presented in line with the research questions, sequentially.

Findings Regarding the Fundamental Principles Included in the Analyzed
Curriculums

In this section, the three curriculums have been analyzed in terms of the fundamental principles
explicitly stated in the curriculums. While the term "Fundamental Principles" is directly mentioned as a
heading in TURC (MoNE, 2020), in PriEngC (MoNE, 2018a) and SecEngC (MoNE, 2018b), the
fundamental principles are included within the headings of "Philosophy", "Values Education”, and "Key
Competencies". In addition to the mentioned headings, all threes have been comprehensively examined

to identify the concepts directly forming the foundation (basis) of the curriculum.
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Table 1. According to the fundamental principles the curriculums include

TURC. (MoNE, 2020) PriEngC. (MoNe, 2018a) SecEngC. (MoNE, 2018b)
1.Common European Framework 1. Common European Framework 1. Common European Framework
of Reference for Languages (CoE, of Reference for Languages (CoE, of Reference for Languages (CoE,
2018) 2001) 2001)

2.Root Values 2. Root Values 2. Root Values

3.European and Turkish 3. European Qualifications

Qualifications Framework Framework

4.21st Century Skills

When looking at Table 1, it can be observed that all three curriculums compared have both
common and different fundamental bases. In all three curriculums, the most fundamental basis is
expressed as the "Common European Framework of Reference for Languages” (The Common European
Framework). Although the English and Turkish language curriculums express the Common European
Framework of Reference for Languages in different linguistic forms, it is referred to as the same source
and fundamental basis. However, as seen in the table, TURC (MoNE, 2020) includes the Common
European Framework of Reference for Languages in its most recently updated form. The updates in
TURC (MoNE, 2020) from "The Common European Framework (CoE, 2018)" are as follows:

The Common European Framework of Reference for Languages [CEFR] was initially published
in 2001 and has been developed over time with some updates and additions to the text. These changes
were published as an additional document titled "Common European Framework of Reference for
Languages: Learning, Teaching, Assessment Companion Volume With New Descriptors Provisional
Edition" in 2018, alongside the 2001 version. Upon examining the additional document, it is evident that
the descriptor criteria for all activities in the reception, production, and interaction domains have been
updated. In the interaction domain, the concept of "online" has been added, and descriptor criteria have
been defined for this concept. Additionally, the text for the "mediation” domain includes different
criteria compared to the 2001 version, specifically for the concepts and communication activities. In
terms of language proficiency, the communicative language competence section has been updated in the
Common European Framework of Reference for Languages [CEFR], and linguistic and pragmatic
competences have been revised with the addition of phonetics to define descriptor criteria. Moreover,
new descriptor criteria related to plurilingualism and pluriculturalism have been added. Additionally,
while the previous version defined six language proficiency levels as A1, A2, B1, B2, C1, and C2, the
updated version includes a seventh language proficiency level labeled as "A1 Pre-Level." The sections
that were updated and added to the document in 2018 have been reflected in the Turkish Language
Curriculum for Foreigners [TURC] in the sections concerning language use domains, communicative
functions, and language objectives (MoNE, 2020, p. 6).

Based on the updated Common European Framework of Reference for Languages [CEFR] from
2018, the Turkish Language Curriculum for Foreigners [TURC] (MoNE, 2020) has linked language use
domains and socio-cultural knowledge to themes, and each class and level includes these concepts.
Additionally, while the concept of "mediation” is theoretically explained in the curriculum, it is also
emphasized that this concept is integrated into the learning process and is considered a part of the

achievements within the curriculum.

The PriEngC (MoNE, 2018a) and SecEngC (MoNE, 2018b), as stated in the curriculums
themselves, were designed based on the descriptive and pedagogical principles of the Common
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European Framework of Reference for Languages [CEFR] from 2001. Both curriculums have adopted
the teaching approach, instructional strategies, assessment methods, and language proficiency levels in
alignment with the Common European Framework of Reference for Languages [CEFR] as stated in the
curriculums. However, the concepts and updates introduced in the Common European Framework of
Reference for Languages [CEFR] from 2018 are not present in both PriEngC (MoNE, 2018a) and SecEngC
(MoNE, 2018b). Therefore, although these English Language Curriculums and the Turkish Language
Curriculum for Foreigners were based on the same foundational source, they may exhibit conceptual
differences due to the lack of alignment with the updated version of the Common European Framework
of Reference for Languages [CEFR].

As seen in Table 1, another common foundation found in the examined curriculums is "core
values." As of 2018, with the updated curriculum, the Ministry of National Education has introduced the
term "core values" and identified ten core values associated with different disciplines, including
national, spiritual, and universal values. Accordingly, "justice, friendship, honesty, self-control, patience,
respect, love, responsibility, patriotism, and altruism" are the core values that should be included in the
curriculums.

In all three curriculums, it is stated that each of the core values mentioned above should be
instilled in students through the curriculum. In both English language curriculums, it is emphasized that
those preparing the teaching materials and teachers should design the materials in a way that is suitable
for the students' level and psychology to instill the core values. It is emphasized that stakeholders play
a significant role in values education.

One of the other core references found in Table 1 is the "European and Turkish Qualifications
Framework”. The Turkish Qualifications Framework [TQF] is designed to be compatible with the
European Qualifications Framework [EQF] and shows all the qualifications based on learning paths,
including primary, secondary, and higher education, as well as vocational, general, and academic
education and training programs and other learning pathways (TQF, 2015).

In TURC (MoNE, 2020), it is stated that the curriculum is prepared based on the European
Qualifications Framework and the Turkish Qualifications Framework. Although the curriculum does not
provide conceptual explanations about the contents of qualifications, it is detailed how students will be
facilitated in acquiring certain qualifications in accordance with the Turkish Qualifications Framework.

In PriEngC (MoNE, 2018a), qualifications are presented under the heading "Main Competences
in the Curriculum". The European Qualifications Framework is detailed in the curriculum and it is stated
that the curriculum includes these qualifications. Additionally, the Ministry of National Education has
emphasized the need for revision in all curriculums, including English language curriculums, to
incorporate these qualifications. However, there is no specific mention or statement about the Turkish
Qualifications Framework in PriEngC (MoNE, 2018a).

In SecEngC (MoNE, 2018b), it is stated that this curriculum is a continuation and includes
updates and changes to PriEngC (MoNE, 2018a). However, despite the emphasis in PriEngC (MoNE,
2018a) on the need to include qualifications in all curriculums, including English language curriculums,
SecEngC (MoNE, 2018b) does not include both qualifications frameworks.

In Table 1, one of the fundamental bases found in the curriculums is "21st Century Skills."
Although there are different perspectives in the literature regarding what constitutes 21st Century
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Skills, MoNE (2011) addresses these skills under four main themes in its publication titled "21st Century
Student Profile": working methods, thinking methods, tools for work, and integration with the world.
Among the examined curriculums, TURC (MoNE, 2020) is the only curriculum where "21st Century
Skills" are directly expressed as a fundamental basis. The curriculum states that the selection of themes,
achievements, and communicative functions are prepared considering these skills. It is explicitly stated
in the curriculum that the teaching materials and activities should also incorporate these skills.

Findings Related to the Implementation of the Examined Curriculums

The findings related to the second research question, "Do the Turkish Language Curriculum as a
Foreign Language and English Language Curriculums differ in terms of their implementation?" have
been presented under two subheadings. In this section, the findings are not solely based on the contents
under the "implementation" headings in the curriculums but are derived from the analysis of all the
examined curriculums. First, the implementation of the PriEngC (MoNE, 2018a) and SecEngC (MoNE,
2018b) was discussed, followed by the implementation of TURC. (MoNE, 2020).

Findings Related to the Implementation of English Language Curriculums

The Primary and Secondary Foreign Language Curriculums (MoNE, 2018a; MoNE, 2018b) are
English language curriculums designed for students studying in Tirkiye. Both curriculums emphasize
that they are prepared considering the students' age levels, interests, and needs. Both Primary and
Secondary Foreign Language Curriculums describe themselves as action-oriented, communicative, and
functional curriculums with a flexible structure. Additionally, both curriculums highlight the
interconnectedness between class levels and language proficiency levels. Since the English language
curriculums were examined as separate curriculums, the findings related to their implementation are
presented separately.

Findings regarding the implementation of the Ministry of National Education English language
curriculum (primary school, grades 2, 3, 4, 5, 6, 7, and 8) (MoNE, 2018a): The English Language
Curriculum for Primary School (Grades 2, 3, 4, 5, 6, 7, and 8) (MoNE, 2018a) includes students between
the ages of six and thirteen. The curriculum acknowledges the wide age range and takes into account
differences such as cognitive load, assessment, covered language skills, and tasks. Due to these
variations, the curriculum is divided into three learning stages, considering language usage, functions,
and teaching materials. The first stage includes Grades 2, 3, and 4; the second stage includes Grades 5
and 6, and the third stage includes Grades 7 and 8. According to Table 2, the English Language
Curriculum for Primary School (MoNE, 2018a) aims to start language teaching at the A1l level for
students in Grade 2 and reach the A2 level by the end of Grade 8. However, the curriculum does not
explicitly specify which sub-levels (e.g., A1.2) correspond to which grades.
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Table 2. Implementation model of the Ministry of National Education English Language Curriculum for Primary
School (Grades 2, 3,4, 5, 6, 7, and 8) (MoNE, 2018a).

Grade

Age

Level (CEFR)

Implementation Period (Hours/Week)

Skills

2nd Grade

3rd Grade

4th Grade

5th Grade

6th Grade

7th Grade

8th Grade

[t is not
specified in
the
curriculum.

Al

2

Listening
Speaking

Al

2

Listening
Speaking
Very Limited
Reading
Very Limited
Writing

Al

Listening
Speaking
Very Limited
Reading
Very Limited
Writing

Al

Listening
Speaking
Limited Reading
Very Limited
Writing

Al

Listening
Speaking
Limited Reading
Limited Writing

A2

Listening
(Primary)
Speaking
(Primary)
Reading
(Secondary)
Writing
(Secondary)

A2

Listening
(Primary)
Speaking
(Primary)
Reading
(Secondary)
Writing
(Secondary)

As seen in Table 2, in PriEngC (MoNE, 2018a), the specified language levels, implementation

duration, and skills to be acquired vary for each grade level. Although the curriculum is intended for

children aged 6-13, the age of students according to their grades is not specified in the implementation

model of the curriculum. For 2nd, 3rd, and 4th-grade students, the weekly implementation duration is

stated as 2 hours, for 5th and 6th grades as 3 hours, and for 7th and 8th grades as 4 hours.

In PriEngC (MoNE, 2018a), it is emphasized that teaching practices should particularly focus on

listening and speaking skills for 2nd, 3rd, and 4th grades. Looking at Table 2, it is evident that the

implementation of the curriculum should include listening and speaking practices for 2nd graders, and

for 3rd and 4th graders, it should include listening, speaking, very limited reading, and very limited

writing practices. In these grade levels, the curriculum highlights that children will learn the language

better through songs, games, and practical activities, and therefore, limited emphasis is given to reading,
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writing, and grammar structures, or they are included to a limited extent. Furthermore, the curriculum
mentions that homework, projects, and other extracurricular activities for 2nd graders should not
exceed ten words in terms of reading and writing tasks.

For 2nd and 3rd grades, implementation recommendations are provided in a separate section
in PriEngC (MoNE, 2018a). These implementation recommendations can be summarized as follows:
Activities should be carried out in a known context, communication-focused, enjoyable, and educational
to increase students' interest and attitude towards English. Enhancing the memorization of what is
learned, particularly through songs, and motivating students to sing the songs at home are suggested.
Learning between themes should be connected and related to each other. Since reading and writing are
the main focus skills, notebooks should not be used in these grades. It is recommended for teachers to
use headlines, emphasizing key words or phrases when speaking English.

As seen in Table 2, the skills to be acquired for 5th graders in the curriculum are listening,
speaking, limited reading, and very limited writing. For 6th graders, the skills to be acquired are
listening, speaking, limited reading, and limited writing. In both of these grade levels, there is a limitation
on developing reading and writing skills. In PriEngC (MoNE, 2018a), the skills mentioned as "very
limited" are explained to refer to simple and short oral/written texts and materials. It is also mentioned
that activities involving reading and writing up to 25 words can be carried out to develop the skills
described as "limited."

Looking at Table 2 for 7th and 8th grades, it can be observed that practices focusing on speaking
and listening skills at the A2 level should be prioritized, followed by activities to develop writing and
reading skills. The curriculum emphasizes that theme-based instructional practices are used to shape
the curriculum for these grades. When looking at the achievements in PriEngC (MoNE, 2018a), it is
observed that there are differences in terms of the skills to be acquired, as indicated in Table 2. The units
prepared for grades 2, 3, and 4 focus on listening and speaking skills, while units for grade 5 emphasize
listening, speaking, and reading skills. In grade 6 units, the focus is on listening, oral interaction, oral
expression, and reading skills, and for grades 7-8, the units cover listening, oral interaction, oral
expression, reading, and writing skills. In PriEngC (MoNE, 2018a), a series of 10 example units are
provided for each grade level, and these units are structured around related themes. It is explained that
the selected themes for each unit are based on topics from students' daily lives. The curriculum also
includes explanations about the materials that can be used for each grade level, emphasizing the
importance of using authentic materials, especially.

In PriEngC (MoNE, 2018a), there is a separate section that includes explanations about the
general implementation of the curriculum. The implementations can be summarized briefly as follows:
[t is stated that communication in the classroom should be in English, but Turkish can also be used when
necessary. Since the aim of English lessons is to develop students' English communication skills,
teachers are advised not to correct students' communication errors immediately and to motivate them
to learn. It is emphasized that parents should also be involved in the language learning process, and
informing parents about students is highlighted. The importance of providing students with a love and
awareness of their native language through foreign language education is also emphasized.
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Findings regarding the implementation of the Ministry of National Education secondary school
English course (9th, 10th, 11th, and 12th grades) curriculum (MoNE, 2018b): In the introduction
section of the Secondary School English Course (MoNE, 2018b), it is stated that this curriculum is a
continuation of the Primary School English Course (MoNE, 2018a). Additionally, in the Secondary School
English Course (MoNE, 2018b), it is emphasized that English lessons are designed to address all aspects
of communicative competence, functions, and the four language skills according to students' age levels
and needs. Furthermore, the promotion of student autonomy is highlighted as an important principle in
both in-class and out-of-class activities. For the development of student autonomy, it is recommended
to provide support and guidance from teachers, peers, learning materials, and learning tasks rather than
relying on competition.

Table 3. Implementation model of the Ministry of National Education Secondary School English Course (9th, 10th,
11th, and 12th Grades) (MoNE, 2018b)

Grade Age Level (CEFR) Implementation Period (Hours/Week) Skills
9th Grade 14-14.5 Al /A2 4 Listening
10th Grade 15-15.5 A2+ /B1 4 Speaking
11th Grade 16-16.5 B1+ /B2 4 Reading
12th Grade 17-17.5 B2+ 4 Writing

In SecEngC (MoNE, 2018b), the language levels for high school students have been organized
based on the needs of the students, taking into account the Common European Framework of Reference
for Languages. As seen in Table 3, the 9th-grade classes begin with A1 level applications, and the goal is
for 12th-grade students to graduate at least at B2 level, depending on whether they go to a preparatory
class or not. In PriEngC (MoNE, 2018a), it is expected that 8th-grade students graduate at A2 level.
However, since the language learning levels and needs of students starting high school may vary, it is
stated in SecEngC (MoNE, 2018b) that the teaching practices for 9th-grade have been adapted again
according to A1 and A2 levels. Additionally, it is emphasized that the practices designed for 9th-grade
students, containing A1l level content, are more advanced in terms of vocabulary and structures
compared to PriEngC (MoNE, 2018a).

As seen in Table 3, SecEngC (MoNE, 2018b) has been designed for four hours per week for all
classes. However, it is stated in the program that this weekly hour may vary according to institutions.
The curriculum emphasizes that each lesson should start with listening and speaking activities to mimic
the process of first language acquisition, and then proceed to reading and writing materials.

In SecEngC (MoNE, 2018b), there are explanations regarding the practices to be carried out at
each class level as indicated in Table 3. For 9th grade, it is emphasized that linguistic practices should
be conducted at the Al level for students with lower language proficiency, and for those with higher
proficiency, A2 level structures should be taught, with a focus on speaking and writing practices at the
Allevel. In 10th grade, integrated language skills should be taught, and special emphasis should be given
to pronunciation exercises. Throughout all class levels, both teachers and students are expected to
constantly communicate in English, which is also highlighted in the curriculum.

The curriculum has been prepared with a thematic approach, and for each class, 10 themes have
been included in the curriculum. In order to meet the interests and needs of the target students, the
themes for each class were determined through a survey conducted with a focus group of students from
grades 9 to 12. The curriculum includes syllabi for each theme, which contain language functions and
useful language, language skills and achievements, as well as material and task suggestions. While it is
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emphasized that all four fundamental language skills should be integrated throughout all class levels,
there is a particular emphasis on practices related to speaking and listening skills, which should be
predominant in the curriculum.

In SecEngC (MoNE, 2018b), the number of new words to be learned in each lesson is limited to
seven in order to improve vocabulary in all class levels. The specific words to be taught in each theme
are not mentioned in the curriculum; the selection of words to be taught is left to the discretion of
teachers and material developers, taking into consideration the relevance to the theme.

In the curriculum designed for 9-12 grade levels, there is a particular emphasis on the use of
both in-class and out-of-class teaching materials, and detailed explanations are provided about
instructional materials. The curriculum aims to provide students with auditory and linguistic input
through materials while also teaching the language's culture. To achieve this, the use of authentic
materials such as documentaries and films is recommended. Additionally, the curriculum encourages
students to use technology, and it is mentioned that online materials can also be adapted into the
curriculum.

Findings regarding the implementation of the Turkish as a foreign language curriculum: The
Ministry of National Education Turkish as a Foreign Language Curriculum (MoNE, 2020) has been
designed for the teaching of Turkish both domestically and internationally. Therefore, variations in
implementation are addressed in the syllabus and guidelines to accommodate different contexts. The
curriculum includes diverse syllabi and justifies the reasons behind these variations due to differences
in domestic and international settings. As mentioned in the first findings of the research, the curriculum
is based on the Common European Framework of Reference for Languages (2018), and the descriptions
of language proficiency levels in the curriculum are also derived from this framework. While the
curriculum exhibits diversity in terms of domestic and international applications, age groups, and
language proficiency levels, it follows a communicative approach with a focus on functional,
communicative, task-oriented, and skill-based elements. Consequently, the curriculum adopts a spiral,
thematic, functional, communicative, task-based, and skill-oriented approach, as explicitly stated.

The curriculum is described as flexible because the application will vary depending on the
country and cultures in which it is implemented. Therefore, while the core elements under the headings
of vocabulary and language structures are fundamental, the program emphasizes that different
structures and words can also be taught according to the specific needs and context of each
implementation location.

The Ministry of National Education's Turkish as a Foreign Language Curriculum (MoNE, 2020)
includes detailed syllabi that can be applied to students' learning levels, ages, and proficiency levels both
domestically and abroad. The syllabi contain essential language skills-related achievements,
communicative functions associated with these achievements, language structures required by
communicative functions, and the components of vocabulary relevant to the theme (MoNE, 2020, p. 16).
In Table 4, the syllabi for abroad, and in Table 5, the syllabi for domestic settings, the minimum duration-
based application models according to the students' learning levels are presented in the curriculum.
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Table 4. The Ministry of National Education's Turkish as a Foreign Language Curriculum (MoNE, 2020)
implementation model for abroad

Grade Age Level (CEFR) Implementation Period Skills
Month 36-48 Beginning I 72 Hours Listening/Viewing
Month 49-60 Beginning II 72 Hours Speaking
Preschool Listening/Viewing
Month 61-72 Beginning III 72 Hours Speaking
Early Literacy Skills
Listening/Viewing
Speaking
7 Al1l 72+72 Hours Reading
(Pre-Literacy)
Elementary Writing
School (Pre-writing)
8 Al.2 72+72 Hours Listening/Viewing
9 Al3 72+72 Hours Speaking
10 Al4 72+72 Hours Reading
Writing
Middle 11 Al 144 Hours Listening/Viewing
School 12 A21 144 Hours Speaking
13 A2.2 144 Hours Reading
14 A2.3 144 Hours Writing
- Al 144 Hours
- A2 144 Hours Listening/Viewing
High B1 144 Hours Speaking
School ) B1l+ 144 Hours Reading
- B2 144 Hours Writing
- C1 144 Hours

Table 5. The Ministry of National Education’s Turkish as a Foreign Language Curriculum (MoNE, 2020) domestic
implementation model

Grade Age Level (CEFR) Implemention Skills
Period
36-48 Month Beginning I 72 Hours Listening/Viewing
49-60 Month Beginning II 72 Hours Speaking
Preschool Listening/Viewing
61-72 Month Beginning III 72 Hours Speaking
Early Literacy Skills
Listening/Viewing
Speaking
ALl 60 Hours Reading (Pre-literacy)
Elementary Al Writing (Pre-writing)
School 7-10 Al1.2 60 Hours i i o
Al3 60 Hours Llsten.lng/Vlewmg
Al4 60 Hours Speal.qng
A2.1 120 Hours Reading
A2 A22 120 Hours Writing
Middle Al 240 Hours Listen'ing/Viewing
School 11-14 A2 A2.1 120 Hours Speaking
A2.2 120 Hours Reading
Bl 120 Hours Writing
Al 240 Hours
A2 . i;g Hours Listening/Viewing
. B Hours Speakin
High School 15 + B1 B+ 120 Hours Rléadingg
B2 240 Hours Writing
C1 240 Hours

720



A comparative analysis .... Caglayan Dilber, N.

According to Tables 4 and 5 in TURC (MoNE, 2020), different levels of implementation models
are designed for each educational level for both domestic and international settings. As children
encounter Turkish for the first time, the curriculum starts with the preschool level. The initial level
includes Al pre-elementary and Al levels, targeting the appropriate achievements for the preschool
period. Additionally, the developmental characteristics of preschool children provide a common ground,
resulting in similar implementation models for both domestic and international settings. When
preparing the curriculum for preschool, the basic principles of the MoNE Preschool Education
Curriculum (2013) have been taken into consideration. Preschool practices are divided into three levels:
36-48 months, 49-60 months, and 61-72 months, based on the developmental characteristics of each
age group. The curriculum includes appropriate achievements for the preschool level in accordance with
their age-related developmental characteristics. According to this, there are 31 achievements for
speaking skills and 31 achievements for listening skills, and early literacy skills are included for children
aged 61-72 months. In addition to developing language skills in the preschool period, the curriculum
aims to enhance cognitive, affective, and psychomotor skills according to the needs of children.
Therefore, a spiral and play-based approach is emphasized for the preschool level in the curriculum.
Syllabi have been created for each of the three levels in the preschool period. These syllabi, targeting
communicative language teaching, include achievements, communicative functions, vocabulary, and
language expressions. The syllabi consist of 10 themes, and each level includes achievements that build
upon and repeat the previous ones. The minimum application time for each level is stated as 72 hours.
The section on syllabi according to levels provides more detailed explanations for the preschool level
compared to other educational levels. The curriculum includes specific details regarding general
objectives, principles of Turkish language teaching, teacher's role, methods and techniques, educational
environment and materials, classroom language and instructions, assessment and evaluation, and
achievements for preschool Turkish language teaching practices.

According to Table 4 and Table 5, the curriculum is designed for the age group of 7-10 years both
for domestic and international implementations. In the international application of the curriculum, for
elementary school, level divisions (A1.1, A1.2, A1.3, A1.4) are made according to age groups within A1l
level, and syllabi are prepared accordingly. In the domestic implementation, syllabi are provided for
both A1 (Al.1, A1.2, A1.3, A1.4) and A2 (A2.1, A2.2) levels for elementary school. The reason for
including the A2 level in the domestic implementation is explained as enabling students to be exposed
to the target language in a natural environment and facilitating their adaptation to the formal education
system more quickly. For the elementary school level, like other educational levels, the curriculum
includes 10 different themes in the syllabi. Additionally, there is a starting/preparatory theme that
covers the transition to primary school and includes preschool achievements. The skills to be acquired
by students at the elementary school level include reading, writing, speaking, and listening/viewing,
along with readiness skills for reading and writing. The curriculum includes the stages of phonics-based
reading and writing instruction and the initial reading and writing achievements under the heading of
"Reading and Writing Instruction for Primary Education.”" While creating the syllabi in the curriculum,
the MoNE Turkish Language Curriculum and Turkish Language and Turkish Culture Curriculum are
taken into consideration. Additionally, it is emphasized that phonics-based reading and writing
instruction practices are applicable for the 1st grade of primary education, and for other grades, reading
and writing instruction should be tailored according to the students' readiness levels. For students who
are already literate in their native language, alphabet instruction will be sufficient. It is also highlighted
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that initial reading and writing instruction should progress simultaneously with Turkish language
instruction. When looking at the minimum application times for the primary school syllabi, there are
differences between domestic and international implementations. While the minimum application time
for each level is 72+72 hours in international applications, it is specified as 60 hours for Al level and
120 hours for A2 level in domestic implementations.

The curriculum's implementation model for the 2nd stage of primary education, covering the
age group of 11-14, shows differences in language levels between domestic and international
implementations, as seen in Table 4 and Table 5. In international applications, the curriculum
emphasizes the A2 level (A2.1, A2.2, A2.3) for middle school students, indicating that the A1 level is the
starting point for new middle school students. For domestic implementations, the curriculum starts with
the Al level and continues with A2 (A2.1, A2.2), and additionally includes syllabi for the B1 level. The
curriculum includes 10 different themes for both domestic and international implementations at the
middle school level. For international implementations, the minimum implementatiom time for all levels
(A1 and A2) for middle school students is set at 144 hours. For domestic implementations at the middle
school level, the minimum implementation times are 240 hours for the A1l level, and 120 hours each for
the A2 and B1 levels.

Looking at Table 4 and Table 5, the curriculum's implementation model for the secondary
education level shows similarities in terms of targeted language proficiency levels for both domestic and
international implementations. The curriculum emphasizes that the targeted level for secondary
education students is B2 and that both domestic and international implementations start with a review
of Al and A2 levels. Additionally, the curriculum includes syllabi for the C1 level, which is designed to
cater to specific needs of students at the implementation location and considerations like the school
system for high school students. As with other levels, the curriculum for secondary education also
includes 10 different themes in the syllabi. The minimum application time for international
implementations for secondary education students is set at 144 hours for each level (A1, A2, B1, B2, C1).
For domestic implementations targeting secondary education students, the minimum application time
is set at 240 hours for the A1, A2, B2, and C1 levels, and 120 hours for the B1 and B1+ levels.

The curriculum includes 21 recommendations under the title "Suggestions for the
Implementation of the Curriculum" to make the teaching of Turkish as a foreign language more effective
at all educational levels. The recommendations for implementation can be summarized as follows:

The achievements are placed in a spiral and consecutive order based on the themes in the
curriculum, so it is necessary to follow the themes to acquire the achievements. In grammar instruction,
functionality should be prioritized over rules. All language skills should be activated and integrated
through various activities and applications. Extra-curricular activities and practices should be included
to involve families in the teaching process. Teachers' feedback should be constructive to enhance
students' self-confidence and attitudes. In-class and out-of-class activities should be diversified. During
assessment and evaluation, students' readiness and progress throughout the process should be taken
into account, and assessment tools should be prepared according to their age and level. Individual work
should be planned considering the characteristics of students' native languages. The use of a language
other than standard Turkish should be avoided during the learning process. Cultural elements should
be included in activities and materials for teaching. For students' practical use in their daily lives,
sentence patterns like "Can you help me?" should be taught regardless of grammar structure. Teaching
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materials for online environments should be prepared for students' use. Weekly class hours can be
adjusted as needed, and additions can be made to the themes in the curriculum. The names of the themes
can be changed in teaching materials.

Discussion and Conclusion

This research compared the core concepts and implementation methods of the current MoNE
Turkish as a Foreign Language Curriculum (MoNE, 2020), the MoNE English Language Curriculum
(Primary School Grades 2, 3, 4, 5, 6, 7, and 8) (MoNE, 2018a), and the MoNE Secondary School English
Language Curriculum (Grades 9, 10, 11, and 12) (MoNE, 2018b). Based on the findings of the study, the
following conclusions have been reached:

In terms of foundational principles, all three foreign language curriculums compared, Turkish as
a Foreign Language Curriculum, MoNE English Language Curriculum (Primary School Grades 2, 3, 4, 5,
6, 7, and 8) (MoNE, 2018a), and MoNE Secondary School English Language Curriculum (Grades 9, 10,
11, and 12) (MoNE, 2018b), consider the Common European Framework of Reference for Languages
[CEFR] as the primary basis. However, a significant difference arises in the fact that the English Language
Curriculums refer to the CEFR version from 2001, while the Turkish as a Foreign Language Curriculum
is based on the updated version of the Common European Framework of Reference for Languages
(2018). This distinction in the source of reference leads to conceptual differences in the structuring and
content of the curriculums, even though they all originated from a common foundation.

In the analyzed curriculums, the only common foundational element is the core values. As of
2018, with the updated curriculum, the Ministry of National Education has emphasized the inclusion of
core values in all educational curriculums. All three curriculums reviewed state that core values form
the basis for developing the curriculums. However, none of the curriculums clearly specify in which
sections the core values are included as content. In their study examining the values in the Secondary
School English Language Curriculum and textbooks, Coban and Akyol (2020) found that the
curriculum's content did not fully reflect the core values. Therefore, further research on the inclusion of
core values in the curriculums, considering the extent to which the foundational elements are concretely
defined, would be indicative of the curriculum's basis.

Based on the analysis of foundational elements in the curriculums, it has been found that the
Turkish Language Curriculum as a Foreign Language is based on both the European Framework and the
Turkish Competencies Framework, while the Primary School English Language Curriculum is solely
based on the European Framework. The Secondary School English Language Curriculum does not
mention any foundational elements related to competency frameworks. Therefore, it can be said that
the Turkish Language Curriculum as a Foreign Language is more comprehensively established based on
competency frameworks.

The only curriculum that references 21st-century skills as its foundational element is the
Turkish Language Curriculum as a Foreign Language. Aydin and Tangiir (2021), in their study evaluating
the Turkish Language Curriculum (MoNE, 2020) in terms of 21st-century skills, found that the
curriculum is compatible with these skills. On the other hand, Celebi and Altuncu (2019) assessed the
achievements in the 9th-grade English Language Curriculum for secondary education in terms of 21st-
century skills and concluded that the curriculum did not adequately address these skills. These studies
align with the findings of the current research.
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In general, when comparing the Turkish Language Curriculum as a Foreign Language (MoNE,
2020) with English Language Curriculums, it can be concluded that the content of the Turkish
curriculum is constructed based on more diverse and varied foundational elements. However, it is
important to note that this study focused on how the foundational elements were expressed in the
curriculum. Therefore, conducting different studies that analyze how the stated foundational elements
are actually reflected in the content of foreign language curriculums would provide more clarity and
insight into the results.

The Turkish Language Curriculum as a Foreign Language and the English Language Curriculums
aim to bring students at the primary and secondary education levels to similar language proficiency
levels by the end of the academic year. However, both the Primary School English Language Curriculum
(MoNE, 2018a) and the Secondary School English Language Curriculum (MoNE, 2018b) do not have
detailed classifications (such as Al.1) regarding language proficiency levels at each grade level. The
descriptions of language levels in the English curriculums are more broadly defined. In contrast, the
Turkish Language Curriculum as a Foreign Language provides detailed language proficiency levels for
each grade level, including the preschool curriculum. This curriculum covers language teaching both
domestically and abroad, allowing for flexibility in presenting language levels. Additionally, the
curriculum includes a separate list of achievements and language structures for each language
proficiency level, providing convenience for educators and practitioners.

The Turkish Language Curriculum as a Foreign Language stands out from the English Language
Curriculums in terms of including the Turkish language curriculum for the preschool period. For the
preschool period, the curriculum defines language proficiency levels based on the updated version of
the Common European Framework of Reference for Languages (2018) and provides detailed in-class
applications. In Tiirkiye, English language teaching typically begins in public schools starting from the
2nd grade, which is why the English Language Curriculums examined in this study cannot be evaluated
for this level. However, a different research could be conducted by comparing the Turkish Language
Curriculum as a Foreign Language with the MoNE Private Preschool English Language Curriculum
(MoNE, 2016) to explore differences and similarities between the curriculums.

The Turkish Language Curriculum as a Foreign Language emphasizes that it benefits from
various curriculums in terms of its breadth and content. Therefore, it can be said that this curriculum
contains more detailed contents compared to English language curriculums in terms of its
implementation.

The analysis of the curriculums indicates that there are differences in terms of the skills to be
acquired in practice. The Primary English Language Curriculum focuses on listening and speaking skills
for elementary school level students. Additionally, it suggests that students may have limited or very
limited exposure to reading and writing skills until they reach 7th and 8th grade. On the other hand, the
Turkish Language Curriculum as a Foreign Language includes four basic skills from the 1st grade
onwards, with specific achievements and practices for each skill. Evaluating the outcomes of these
differences in terms of student achievement can help determine which curriculum is more effective in
foreign language teaching.

The implementation durations of English Language Curriculums are provided in terms of weekly
hours in both curriculums. However, in the Turkish Language Curriculum as a Foreign Language, the

724



A comparative analysis .... Caglayan Dilber, N.

minimum application duration required for each language level is specified at the class level. It can be
said that the specified durations in the English curriculums are relatively shorter compared to the
Turkish language curriculum as a foreign language.

As a conclusion, the Turkish Language Curriculum as a Foreign Language (MoNE, 2020) is a
detailed program in terms of its implementation method, including language proficiency levels,
educational levels, duration of implementation, and skills to be acquired. The program provides more
detailed information on lesson plans, themes, objectives, language structures, and assessment methods
for the implementation of the teaching program. This makes it more convenient for teachers, textbook
authors, and instructional material creators. The program also includes more comprehensive details
about the implementation compared to the English Curriculums. Although the English Curriculums also
provide explanations for the implementation method, they are more limited compared to the Turkish
language curriculum. Additionally, the basic foundations on which the curriculums are based show more
diversity in the Turkish Language Curriculum as a Foreign Language (MoNE, 2020) compared to the
English Curriculums.

Recommendations

In general, it can be concluded that the content of the Turkish Language Teaching Program as a
Foreign Language (MoNE, 2020) is based on different and diverse foundations compared to the English
Teaching Programs. However, this study focused on the expression of basic foundations in the programs.
Therefore, different studies examining how well and in what way the foreign language teaching
programs reflect the expressed basic foundations in their content will clarify the results.

The Turkish Language Teaching Program as a Foreign Language differs from the English
Teaching Programs in terms of including a Turkish language teaching program for preschool education.
For the preschool period, the program determines language proficiency levels based on the updated
version of the Common European Framework of Reference for Languages (2018) and covers in-class
applications in detail. English teaching, on the other hand, starts from the 2nd grade in state schools in
our country; therefore, the English Teaching Programs reviewed in this study couldn't be evaluated in
terms of this educational level. However, a comparison between the MoNE Private Preschool English
Teaching Program (MoNE, 2016) and the Turkish Language Teaching Program as a Foreign Language
can be made in a different research context.
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Yabana Dil Olarak Tiirkce ve Ingilizce Ogretim Programlarinin
Karsilastirmali1 Bir Analizi

Giris

Milli Egitim Bakanhigi [MEB] tarafindan “Yabanci Dil Olarak Tiirkce Ogretimi Programi” ilk kez
1986 yilinda, ardindan 2000 yilinda hazirlanmistir. 2015 yilinda da Ankara Universitesi Tiirkce Ogretim
Merkezi [TOMER] tarafindan “Yabanci Dil Olarak Tiirk¢ce Ogretimi Programi” hazirlanmistir. Ancak bu
programlar, alanyazinda ¢ok iyi bilinmemekle birlikte Tiirk¢enin yabanci dil olarak 6gretilmesinde
standartlasmay1 da saglayamamistir (Sen, 2016). Milli Egitim Bakanlig1 tarafindan Tiirkce’'nin yabanci
dil olarak 6gretimi, 2020 yilindan itibaren okul 6ncesi de dahil olmak iizere ilkgretim ve ortadgretim
kademelerine gore 6gretim programi hazirlanarak uluslararasi alandaki standartlara uygun hale
getirilmeye baslanmistir. Dolayisiyla MEB Tiirkcenin Yabanci Dil olarak Ogretim Programi (MEB, 2020),
cok yeni ve giincel bir program olma niteligi tasimaktadir. Ulkemizde Ingilizcenin yabana dil olarak
Ogretimi ise uzun yillardir ¢esitli 6gretim programlari dahilinde yapilmaktadir.

Tirkiye’de yabanci dil 6gretimine doniik alanyazin ¢alismalarina bakildiginda hem Tiirkce hem
Ingilizce 6gretim programlarn agisindan yabana dil 6gretimini ele alan ¢calismalar (Aydin ve Tunagiir,
2021; Balc1 ve Melanhoglu, 2020; Dursun vd., 2017; Erdil ve Agik, 2021; Ertem, 2023; Haznedar, 2004;
Kardas, 2020; Kilig, 2021; Koyuncu, 2021; Merter vd., 2012; Yiicel vd., 2017) yer almaktadir. Ancak
yapilan bu arastirma ile yeni olan Tiirkcenin Yabanci Dil Olarak Ogretimi Programi (MEB, 2020) ile
Ingilizce dersi 6gretim programlarinin gesitli degiskenler agisindan karsilastirmali olarak incelenmesi,
Turkiye’deki yabanci dil 6gretim programlarina karsilastirmali olarak yeni bir bakis acis1 getirecektir.
Dolayisiyla bu calisma ile MEB Tiirkgenin Yabanci Dil Olarak Ogretim Programi (MEB, 2020) ile MEB
ingilizce Dersi Cgretim Programi (ilkokul ve Ortaokul 2, 3, 4, 5, 6, 7 ve 8. siniflar) (MEB, 2018a) ve MEB
Ortadgretim Ingilizce Dersi (9, 10, 11 ve 12. siniflar) Ogretim Programi’n1 (MEB, 2018b) temel dayanak

730


http://www.tayjournal.com/
https://dergipark.org.tr/tr/pub/tayjournal

A comparative analysis .... Caglayan Dilber, N.

ve uygulanma bigimleri acilarindan karsilastirmak amaclanmaktadir. Belirtilen amag¢ dogrultusunda
arastirmada su sorularin yanitlar1 aranmistir:

1. Tiirkgenin Yabanci Dil Olarak Ogretimi Programm (MEB, 2020) ile Ingilizce Ogretimi
Programlar1 (MEB, 2018a; MEB, 2018b), temel dayanaklar agisindan birbirinden farklilik gostermekte
midir?

2. Tiirkcenin Yabana Dil Olarak Ogretimi Programi (MEB, 2020) ile ingilizce Ogretimi
Programlar1 (MEB, 2018a; MEB, 2018b), uygulanma bicimleri agisindan birbirinden farklilik
gostermekte midir?

Yontem

Nitel arastirma yaklasimi benimsenen bu c¢alisma, durum arastirmasi niteligindedir.
Arastirmanin veri kaynagini, MEB Tiirkcenin Yabanci Dil Olarak Ogretim Programi [TYDOP] (MEB,
2020), MEB Ingilizce Dersi Ogretim Programi (ilkokul ve Ortaokul 2, 3, 4, 5, 6, 7 ve 8. siniflar) [ilkiOP]
(MEB, 2018a) ve MEB Ortadgretim Ingilizce Dersi (9, 10, 11 ve 12. simiflar) Ogretim Programi [OrtaiOP]
(MEB, 2018b) olusturmaktadir. Bu nedenle amagsal 6rnekleme yontemlerinden 6lciit drnekleme
kullanilmistir.

TYDOP (MEB, 2020), okul oncesi, ilkégretim ve ortadgretim diizeylerinin iiciine de dair
aciklamalar ve yonergeler iceren bir 6gretim programidir. {IkiOP (MEB, 2018a) ve OrtaiOP (MEB,
2018Db) ise ilkogretim ve ortadgretim diizeylerini iki farkli 6gretim programinda ele almaktadir. Bu
nedenle arastirmada, yabanci dil olarak Tiirk¢e 6gretimini iceren program, tek bir 6gretim programi
olarak; Ingilizce 6gretimini iceren program ise iki ayr1 égretim programi olarak veri kaynagini
olusturmaktadir. Arastirmada verilerin toplanmasinda nitel veri toplama ydntemlerinden dokiiman
analizi incelemesi teknigi kullanilmistir. Yildirim ve Simsek’ in (2013) ifade ettigi gibi dokiiman analizi,
arastirllmas1 amaglanan olgu ve olgular hakkinda bilgi iceren yazili materyallerin analizini
kapsamaktadir. Ogretim programlarina, kaynak¢ada da belirtilen Milli Egitim Bakanhginin ilgili erigim
adreslerinden ulasilmistir. TYDOP (MEB, 2020), Tiirkce olarak; ilkiOP (MEB, 2018a) ve OrtalOP (MEB,
2018b) ise Tiirkce olan baz1 agiklama béliimlerinin disinda Ingilizce olarak bakanlhk tarafindan
yayimlanmigtir. Arastirmac tarafindan ingilizce 6gretim programlar1 Tiirkgeye cevrilmis ve bir alan
uzmanindan ceviriyi degerlendirmesi istenmistir. Alan uzmani, Ingilizce 6gretim programina iliskin
¢evirinin orijinal metinle ayn1 oldugunu belirtmistir. Boylelikle incelenen dokiimanlarin orijinallik
kontrolii saglanmistir. Ardindan programlar tizerinde analiz ¢alismasi yapilmistir.

Calismanin verilerini elde etmek i¢in her ii¢c 6gretim programinda da temel dayanaklar ve
programin uygulanma bicimi alt bashklarini iceren 6geler incelenmistir. Bununla birlikte her {i¢
program icin dogru verilere ulasabilmek icin yukarida belirtilen basliklarin disinda programlar
biitiiniiyle de incelenmis ve programa dogrudan dayanak (temel) olusturdugu ifade edilen kavramlar ve
O0gretim programlarinin uygulanma bicimleri analiz edilmistir. Temel dayanaklara iliskin analiz
yapilirken, programlara temel dayanak olusturdugu ifade edilen kavram ve olgular incelemeye
alinmistir. Programlarin igeriklerinin programlarda belirtilen temel dayanaklara uygun olup olmadigina
yonelik inceleme, arastirmanin inceleme konusu disinda tutulmustur. Yine sozii edilen 6gretim
programlari uygulanma bicimleri agisindan analiz edilirken, programlarda dogrudan uygulamaya dair
aciklamalar incelenmekle birlikte uygulamaya dair 6grenim diizeyi, 6grenci yasi, dil seviyesi, programin
uygulanma siiresi, kazandirilacak dil becerileri basliklar: altindaki veriler analiz edilmistir.
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Bulgular

Arastirmanin sorular1 dogrultusunda incelemesi yapilan {i¢ 6gretim programi, ilk olarak
programlarda acikc¢a ifade edilen temel dayanaklar acisindan analiz edilmistir. “Temel dayanaklar”
ifadesi TYDOP’de (MEB, 2020) bir bashk olarak dogrudan yer almaktayken; ilkiOP’de (MEB, 2018a) ve
OrtaiOP’de (MEB, 2018b) “temel felsefe”, “degerler egitimi”, “anahtar yeterlilikler” bashklarinn
icerisinde temel dayanaklara yer verilmistir. Her ii¢ program da yukarida belirtilen basliklarin disinda
biitlinliyle incelenerek, programa dogrudan dayanak (temel) olusturdugu ifade edilen kavramlar
acisindan da incelenerek bulgulara ulasilmistir.

Incelemesi yapilan 6gretim ogretim programlarinin icerdikleri temel dayanaklara iliskin
bulgular su sekilde 6zetlenebilir:

Her ti¢c programda da ortak ve farkli temel dayanaklar yer almaktadir. Her {i¢ programda da en
temel dayanak, Avrupa Dilleri Ortak Cerceve Programi (The Common European Framework) olarak
ifade edilmektedir. Ingilizce 6gretim programlarinda ve Tiirkce égretim programinda Avrupa Dilleri
Ortak Cerceve Programi farkli bicimlerde dilsel olarak ifade edilse de (TYDOP’de Diller i¢in Avrupa
Ortak Bagvuru Metni (CoE, 2018), Ingilizce 6gretim programlarinda Avrupa Dilleri Ogretimi Ortak
Cerceve Programi (CoE, 2001) biciminde) ayni kaynak, temel dayanak olarak isaret edilmektedir. Ancak
TYDOP’de (MEB, 2020) Avrupa Dilleri Ortak Cerceve Programi 2018 yilindaki giincellenmis bicimiyle
yer almaktadir.

[IkiOP (MEB, 2018a) ve OrtaiOP (MEB, 2018b), programlarda belirtildigi iizere Avrupa Dilleri
Ortak Cerceve Programi'min (2001) tanimlayic1 ve pedagojik ilkelerine gore tasarlanmistir. Her iki
programda da 6gretim yaklasimi, 6gretim stratejileri, 6lgcme degerlendirme bicimleri, dil diizeyleri
programlarda ifade edildigi bicimiyle Avrupa Dilleri Ogretimi Ortak Cerceve Programi’na (CoE, 2001)
dayandirilmistir. Ancak yukarida Avrupa Dilleri Ortak Cerceve Programi’'nda (CoE, 2018) yapilan
giincellemeler baglaminda ortaya ¢ikan kavramlar ve giincellemeler ilkiOP’nin (MEB, 2018a) ve
OrtalOP’nin (MEB, 2018b) her ikisinde de yer almamaktadir. Bu nedenle incelenen ingilizce Ogretim
Programlari, Tiirkcenin Yabanci Dil Olarak Ogretimi Programu ile ayni temel kaynaktan hareketle
hazirlanmis olsa da giincelligi karsilamadig i¢in programlar Avrupa Dilleri Ortak Cergeve Programi’'na
gore temel dayanaktaki kavramsal acilardan farklilik sergilemektedir.

Her tli¢ programda da kék degerlerin her birinin program araciligi ile 6grencilere kazandirilmasi
gereken degerler oldugu ifade edilmigtir. ingilizce 6gretim programlarinin ikisinde de kék degerlerin
kazandirilmasi icin 6gretmen ve ders materyalleri hazirlayanlara, 6grenci seviyesine ve psikolojisine
uygun bir sekilde ders materyalleri hazirlamalar1 gerektigi vurgulanmis ve degerler egitiminde
paydaslarin da etkisi oldugu belirtilmistir.

TYDOP’de (MEB, 2020) Avrupa Yeterlilikler Cercevesi ve Tiirkiye Yeterlilikler Cercevesi esas
alinarak programin hazirlandig belirtilmistir. Programda yeterliliklerin igeriklerine dair kavramsal
aciklamalar yapilmasa da Turkiye Yeterlilikler Cercevesi'ne gore programla birlikte 6grencilerin ne tiir
yeterliliklere sahip olmaya aracilik edilecegi detaylandirilmistir. ilkiOP’de (MEB, 2018a) yeterliliklere
“Programda Anahtar Yeterlilikler” bashgi altinda yer verilmistir. Avrupa Yeterlilikler Cercevesi,
programda ayrintili olarak aciklanmis ve 6gretim programinin bu yeterlilikleri de icerdigi belirtilmistir.
Ayrica Milli Egitim Bakanhgr'min ingilizce Ogretim Programlar1 da dahil olmak iizere tiim 6gretim
programlarinda revizyon yaparak, programlarin bu yeterliliklere yer vermesi gerektigi vurgulanmistir.
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Ancak Milli Egitim Bakanlig1 tarafindan ifade edilen ve bir diger yeterlilik cercevesi olan Tiirkiye
Yeterlilikler Cercevesi’'ne dair bir aciklama ya da ifadeye ilkiOP’de (MEB, 2018a) rastlamlmamustir.
OrtaiOP’de (MEB, 2018b) ise bu programin ilkiOP’nin (MEB, 2018a) devami niteliginde giincelleme ve
degisiklikler icerdigi belirtilmektedir. Buna ragmen Milli Egitim Bakanlig’'nin tiim 6gretim
programlarinda yeterliliklere yer verilmesi gerektigi ilkiOP’de (MEB, 2018a) vurgulanmis olsa da
OrtaiOP’de (MEB, 2018b) her iki yeterlilikler cercevesine de yer verilmemistir.

Incelenen 6gretim programlari arasinda “21. Yiizyill Becerileri’nin temel dayanak olarak
dogrudan ifade edildigi tek program, TYDOP'dir (MEB, 2020). Programda, tema secimi, kazanimlar ve
iletisimsel islevler arasindaki iliskide bu becerilerin dikkate alinarak hazirlandig1 belirtilmistir. Ders
materyalleri, etkinlik ve gorevlerin hazirlanmasinda da bu becerilerin bulunmasi gerektigi programda
acikca ifade edilmistir.

Tiirkgenin Yabanci Dil Olarak Ogretimi Programinin Uygulanma Bicimine iliskin
Bulgular

TYDOP’de (MEB, 2020) yurt ici ve yurt disindaki her 6grenim diizeyi icin farkli dil seviyelerinde
bir uygulama modelinin olusturuldugu goriilmektedir. Cocuklar Tiirkge ile ilk kez karsilasacaklarindan
okul oncesi dénemin baslangi¢ seviyesi olarak verildigi, programda ifade edilmektedir. Baslangi¢
seviyesi, A1 6ncesi ve Al diizeylerini icermekte olup okul 6ncesi donemine uygun kazanimlara yer
vermektedir. Ayrica okul 6ncesi ¢cocuklarin gelisim 6zellikleri ortaklik sagladig icin yurt ici ve yurt disi
icin uygulama modelinin programda benzer oldugu, okul dncesi i¢in program hazirlanirken MEB Okul
Oncesi Egitim Programi’nin (2013) temel ilkelerinin dikkate alindig1 programda belirtilmistir.

Ilkogretim 1. kademe uygulama bigimine bakildiginda programin hem yurt ici hem de yurt dig1
icin 7-10 yas grubuna yonelik oldugu goriilmektedir. Programin yurt dis1 uygulamasinda ilkokul igin A1
diizeyinde yas gruplarina gore seviyelendirmeler (A1.1, A1.2, A1.3, A1.4) yapilmis ve izlenceler buna
gore olusturulmustur. Programin yurt i¢i uygulamasinda ise ilkokul icin hem A1(A1.1, A1.2, A1.3,A1.4)
hem de A2 (A2.2, A2.2) diizeyinde izlencelere yer verilmistir. Programda yurt i¢ci uygulamasina A2
diizeyinin yerlestirilme sebebi, 6grencilerin hedef dile dogal ortamda maruz kalmalari ve 6rgiin egitim
sistemine hizli sekilde uyum saglayabilmeleri olarak agiklanmaktadir.

Programda 11-14 yas grubu araligini kapsayan ilkégretim 2. kademe uygulama modeli, yurt disi
ve yurt ici uygulamalarinda dil diizeyleri agisindan farklilik sergilemektedir. Program, yurt disi
uygulamalarinda ortaokul diizeyindeki 6grenciler i¢in A2 (A2.1, A2.2, A2.3) diizeyinin hedeflendigini
vurgulamakta; A1 seviyesinin de yeni baslayan ortaokul 6grencileri icin baslangi¢c seviyesi oldugunu
belirtmektedir. Yurt icindeki uygulamalar icinse program, A1 seviyesi ile baslamakta A2 (A2.1, A2.2) ile
devam etmekte ve ek olarak da B1 seviyesine doniik izlenceler icermektedir.

Programin ortadgretim diizeyindeki uygulama modeli, hedeflenen dil diizeyleri agisindan hem
yurt dis1 hem de yurt ici icin benzerlik gostermektedir. Program, ortadgretimdeki 6grenciler icin
hedeflenen diizeyin B2 oldugunu vurgulamakta, yurt dis1 ve yurt icindeki uygulamalarin A1 ve A2
diizeylerinin tekrari ile basladigini belirtmektedir. Ayrica uygulama yapilan yerdeki 6grenci ihtiyaclari,
okul sistemi gibi 6zel durumlardan kaynakl lisedeki 6grenciler i¢in C1 diizeyini iceren izlencelerin de
programda yer aldig1 ifade edilmektedir.

TYDOP (MEB, 2020), tiim 6grenim diizeylerinde hem yurt ici hem de yurt dig1 uygulamalar i¢in
10 farkll temadan olusan izlenceleri iceriginde barindirmaktadir. Ogrenim diizeylerine ve dil

733



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2023, 7(3), 706-737

seviyelerine gore yurt i¢i ve yurt disi asgari 6gretim uygulamasi saatleri de birbirinden farklhilik
sergilemektedir. Ayrica yas doneminin gelisimsel 6zelliklerine gére programda farkl dilsel becerilere
yer verilmistir. Okul 6ncesi donemine dair uygulamalar, programda 36-48, 49-60, 61-72 aylik ii¢ farkli
diizeye ayrilmistir. Yas doneminin gelisimsel 6zelliklerine gore programda okul 6ncesi diizeyine uygun
kazanimlara da ayrica yer verilmistir. Dinleme ve konusma becerilerinin yaninda ayrica 61-72 aylik
cocuklar i¢in erken okur yazarlik becerisi kazanimlari da yer almaktadir.

llkokulda &grencilere kazandirilacak beceriler arasinda okuma, yazma, konusma ve
dinleme/izlemenin yaninda okumaya hazirlik ve yazmaya hazirlik becerilerinin de kazandirilmasi
bulunmaktadir. Programda ilkokuma yazma o6gretimi baslig1 altinda ses temelli okuma yazma
O0gretiminin asamalari ve ilk okuma yazma 6gretimi kazanimlar1 belirtilmistir. Programdaki izlenceler
icin okuma ve yazma égretimi béliimleri olusturulurken MEB Tiirkce Dersi Ogretim Programu ile Tiirkce
ve Tiirk Kiiltiirii Dersi Ogretim Programi’nin géz oniinde bulunduruldugu ifade edilmistir. Bununla
birlikte ses temelli okuma yazma 6gretimi uygulamalarinin ilkégretim 1. kademe icin gecerli oldugu,
diger kademelerde o6grencilerin hazirbulunusluk diizeyine gére okuma yazma 6gretimi yapilmasi
gerektigi, kendi dilinde okur yazar 6grenciler i¢in de alfabe 6gretiminin yeterli olacagi vurgulanmstir.
Ik okuma yazma &gretimi ile Tiirkce o6gretiminin es zamanh olarak ilerletilmesi gerektigi de
belirtilmistir. Diger 6grenim diizeylerinde ise dort temel dil becerisi kazandirilacak beceriler olarak
programda gosterilmektedir. Programda tiim 6gretim kademelerinde yabanci dil olarak Tiirk¢enin
Ogretiminin daha etkili olabilmesi i¢in 21 maddeden olusan 6neriler, “Program’in Uygulanmasina Dair
Oneriler” bashg altinda yer almaktadir.

ingilizce Ogretim Programlarinin Uygulanma Big¢imine iliskin Bulgular

[IkiOP (MEB, 2018a), alt1 ve on {i¢ yas araligindaki 6grencilere ingilizce 6gretimini icermektedir.
Bu nedenle program dil kullanimlar, islevleri, 6gretim materyalleri dikkate alinarak tg¢ 6grenme
agamasina béliinmiistiir. Ik asama 2, 3 ve 4. simiflar, ikinci asama 5-6. siniflary, ii¢iincii agama ise 7-8.
simflar icermektedir. iIkiOP (2018) ile 2. simifta 6grencilerin A1 seviyesinde dil 6gretimine baslanip, 8.
siifin sonunda A2 dil seviyesinde olmalar1 hedeflenmektedir. Belirtilen dil seviyelerinin hangi alt
seviyelerinin (A1.2. gibi) hangi siniflara yonelik oldugu programda agikg¢a belirtilmemektedir.

[IkiOP’de (MEB, 2018a) her simf diizeyi icin belirlenen dil seviyeleri, uygulama siiresi ve
kazandirilacak beceriler farklilik sergilemektedir. Programin hedef kitlesinin 6-13 yas araligindaki
¢ocuklar oldugu programda belirtilse de programin uygulama modeli icerisinde siniflara gore 6grenci
yasi belirtilmemistir. Her sinif icin programin haftalik uygulama siiresi faklilik géstermektedir.

[IkiOP’de (MEB, 2018a), 2,3 ve 4. siiflar icin 6zellikle dinleme ve konusma becerileri iizerine
6gretim uygulamalar yapilmasi gerektigi vurgulanmaktadir. Ogretim programimin uygulanmasinda 2.
siniflar i¢in dinleme ve konusma, 3-4. siniflar i¢in dinleme, konusma, ¢ok sinirli okuma ve ¢ok sinirh
okuma yazma uygulamalarinin olmasi gerektigi goriilmektedir. 5. siniflara kazandirilacak beceriler
dinleme, konusma, sinirli okuma ve ¢ok sinirli yazmadir. 6. siniflara kazandirilacak beceriler ise dinleme,
konusma, sinirli okuma ve sinirli yazmadir. Bu iki sinif diizeyinde de okuma ve yazma becerilerinin
kazandirilmasinda bir sinirlama getirildigi goriilmektedir. IlkiOP’de (MEB, 2018a) c¢ok sinirli olarak
ifade edilen becerilerin, basit ve kisa sozlii/yazili metinleri ve materyalleri ifade ettigi belirtilmektedir.
Sinirli olarak belirtilen becerileri gelistirmek i¢in de 25 s6zclige kadar okuma ve yazma etkinlikleri
yapilabilecegi aciklamasi yer almaktadir.
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7-8. siniflar icin A2 diizeyinde 6ncelikle konusma ve dinleme becerilerinin ardindan yazma ve
okuma becerilerinin gelistirilmesine yonelik uygulamalarin yapilmasi gerektigi programda
goriilmektedir. Programda 7-8. siniflarda tema bazli 6gretim uygulamalariyla, bu siniflarin
programlarinin sekillendirildigi ifade edilmektedir.

[IkiOP’ye (MEB, 2018a) kazanimlar agisindan bakildiginda ise kazandirilacak beceriler acisindan
sinif diizeylerine gore kazanimlarda farklilik oldugu goérilmektedir. 2, 3 ve 4. siniflar icin hazirlanmis
linitelerde dinleme ve konusma becerilerine yonelik kazanimlar; 5. siniflar icin hazirlanmais iinitelerde
dinleme, konusma ve okuma becerilerine yonelik kazanimlar; 6. siiflar icin hazirlanmis iinitelerde
dinleme, sozlii etkilesim, sozlii anlatim ve okuma becerilerine yonelik kazanimlar; 7-8. siniflar icin
hazirlanmis Uinitelerde ise dinleme, sozlii etkilesim, s6zlii anlatim, okuma ve yazma becerilerine yonelik
kazanimlar yer almaktadir.

OrtaiOP’de (MEB, 2018b) 9. siniflar A1 diizeyinde uygulamalar ile baslamakta, 12. simftaki
ogrencilerin de hazirlik sinifina gidip gitmeme durumlarina gére en az B2 diizeyinde mezun olmalari
hedeflenmektedir. ilkiOP’de (MEB, 2018a) 8. simf o6grencilerinin A2 diizeyinde mezun olmalari
beklenmektedir. Ancak ortaégretime baslayan 6grencilerin dil 6grenme diizeyleri ve ihtiyaglari farklilik
sergileyebilecegi icin OrtaiOP’de (MEB, 2018b) 9. simflardaki 6gretim uygulamalarinin Al ve A2
seviyelerine gore yeniden uyarlandigi ifade edilmektedir. Yine 9. siniflar i¢cin belirlenen A1 seviyesini
iceren uygulamalarin ilkiOP’ye (MEB, 2018a) gore sozciik bilgisi ve yapilar bakimindan daha ileri
diizeyde oldugu programda vurgulanmaktadir.

OrtaiOP (MEB, 2018b), tiim siniflarda haftada dort saat olarak tasarlanmistir. Ancak belirtilen
bu haftalik saatin kurumlara gore de farklilasabilecegi, programda belirtilmektedir. Programda, her
dersin birinci dil edinimi siirecini taklit etmek amaciyla dinleme ve konusma etkinlikleriyle baslayip
ardindan okuma ve yazma materyallerine gececek sekilde siralanmasi gerektigi belirtilmektedir.

OrtaiOP’de (MEB, 2018b) tiim sinf diizeylerinde s6z varhgini gelistirmek icin her derste
Ogrenilecek yeni kelime sayisi, yedi ile simirlandirilmistir. Temalarda hangi kelimelerin 6gretilecegi
programda belirtilmemis, Ogretilecek kelime secimi temaya uygun olarak Ogretmenlere ve ders
materyali hazirlayanlara birakilmistir.

Tartisma ve Sonug

Temel dayanaklar acisindan karsilagtirmasi yapilan yabanci dil 6gretim programlarinin her tgii
de Avrupa Dilleri Ortak Cerceve Programi’ni en temel dayanak olarak ifade etmektedir. Ancak Ingilizce
Ogretim Programlarimin 2001 yilinda hazirlanan Avrupa Dilleri Ortak Cerceve Programi’m dayanak
olarak gostermesi, Tiirkgenin Yabanci Dil Olarak Ogretimi Programinin ise Avrupa Dilleri Ortak Cerceve
Programi’'nin (CoE, 2018) giincellenmis bicimini dayanak olarak gostermesi, programlarda temel
dayanaklar acisindan ifade edilen kavramlarda (6rnek: aracilik kavrami) farkliliklarin ortaya ¢cikmasina
neden olmustur. Bu nedenle incelenen Ingilizce Ogretim Programlar, Tiirkcenin Yabanci Dil Olarak
Ogretimi Programi ile ayni temel kaynaktan hareketle hazirlanmis olsa da giincelligi karsilamadig i¢cin
Avrupa Dilleri Ortak Cerceve Programi’'na gore kavramsal acilardan farkliliklar sergilemektedir.

Incelemesi yapilan programlarda temel dayanaklar acisindan ortaklik saglayan tek dayanak, kok
degerlerdir. 2018 yili itibariyle yenilenen 6gretim programlariyla birlikte Milli Egitim Bakanligi, kok
degerlerin tiim 6gretim programlarinda yer almasi gerektigini belirtmistir. Incelemesi yapilan her ii¢
program da kok degerlerin programin hazirlanmasinda temel olusturdugunu ifade etmektedir. Ancak
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kok degerlerin programlarin tam olarak hangi b6ltimlerine icerik olarak yerlestirildigi hi¢bir programda
net olarak ifade edilmemektedir. Coban ve Akyol (2020) degerler acisindan Ortadgretim Ingilizce
Ogretimi Programim (MEB, 2018) ve ders kitaplarini inceledikleri ¢alismalarinda, programin iceriginin
kok degerleri tamamiyla yansitmadigl sonucuna ulagmislardir. Bu nedenle farkhi arastirmalarla
programlarin temel dayanak olarak gosterdigi kok degerleri bulundurma durumlarinin incelenmesi,
programlarda yer alan temel dayanak ifadesinin ne kadar somutlastirildiginin gostergesi olacaktir.

21. Ylzyil Becerileri'nin temel dayanak olarak gosterildigi tek program, Tiirk¢enin Yabanci Dil
Olarak Ogretimi Programi’dir. Aydin ve Tangiir (2021), Tiirk¢enin Yabanci Dil Olarak Ogretimi
Programi’'m1 (MEB, 2020) 21. Yiizyil- Becerileri agisindan inceledikleri calismalarinda programin 21.
ylzyil. becerileri ile uyumlu oldugu sonucuna ulasmislardir. Celebi ve Altuncu (2019) ise ortadgretim 9.
simf Ingilizce Ogretim Programr’ndaki kazanimlar1 21. yiizy1l becerileri agisindan degerlendirdikleri
arastirmada, programda bu becerilere yeteri kadar yer verilmedigi sonucuna ulasmislardir. Yapilan bu
calismalar, arastirmada elde edilen sonugclarla da uyum saglamaktadir.

Tiirkgenin Yabanci Dil Olarak Ogretimi Programu ile Ingilizce Ogretimi Programlari, ilkégretim
ve ortadgretim diizeyindeki 68rencileri 6gretim yilinin sonunda benzer dil seviyelerine ulagtirmay1
hedeflemektedir. Ancak hem ilkdgretim Ingilizce Dersi Ogretim Programi'nda (MEB, 2018a) hem de
Ortadgretim Ingilizce Dersi Ogretim Programr’nda (MEB, 2018b) sinif diizeylerinde dil seviyelerine
iliskin detayl bir diizenleme (A1.1., A2.2. gibi) bulunmamaktadir. ingilizce 6gretim programlarindaki
dil diizeylerine dair tamimlamalar daha genel kapsamdadir. Oysaki Tiirk¢enin Yabanci Dil Olarak
Ogretimi Programi’nda okul éncesi programi da dahil olmak iizere her simif seviyesi icin dil diizeyleri
detayli bir sekilde sunulmustur. Bu program hem yurt i¢ci hem de yurt disinda dil 6gretimini igerdigi icin
dil seviyelerinin sunumlarinda da esneklik oldugu goriilmektedir. Ayrica program her dil seviyesine
gore kazanimlar ve dil yapilar listesini ayrica iceriginde barindirarak uygulayicilar acisindan kolaylik
saglamaktadir.

Tiirkgenin Yabanci Dil Olarak Ogretimi Programi (MEB, 2020) hazirlanirken programin genisligi
ve icerigi bakimindan pek ¢ok 6gretim programindan da yararlanildigi vurgulanmaktadir. Bu nedenle
bu programin ingilizce 6gretim programlarina gére uygulanma bicimi agisindan daha ayrintili igerikleri
barindirdigi soylenebilir.

Incelemesi yapilan programlara, uygulamada kazandirilacak beceriler agisindan bakildiginda
farklhiliklar oldugu sonucuna ulagilmigtir. ilkégretim ingilizce Dersi Ogretim Programi’'nda (MEB, 2018a)
ilkokul diizeyi i¢in kazandirilmasi hedeflenen becerilerin dinleme ve konusma oldugu goriilmektedir.
Ayrica programa gore, 6grencilere 7. ve 8. sinifa gelene kadar okuma ve yazma becerileri ile de sinirli ya
da ¢ok sinirli diizeyde 6gretim uygulamalari gergeklestirilmektedir. Ancak Turkcenin Yabanci Dil Olarak
Ogretimi Programi (MEB, 2020), 1. siniftan itibaren dort temel beceriye déniik kazanim ve uygulamalara
yer vermektedir. iki program arasindaki bu farklihifin sonuglarimin 6grenci basaris1 agisindan
degerlendirilmesi, yabanci dil 6gretimi bakimindan hangi programin daha verimli oldugunu
gosterebilir.

Ingilizce Ogretim Programlarinin uygulanma siireleri, her iki programda da haftalik saat
lizerinden verilmistir. Tiirkcenin Yabanci Dil Olarak Ogretimi Programi’nda ise simif diizeyinde belirtilen

dil seviyesinin 6gretimi icin gerekli asgari uygulama siiresi verilmistir. Ingilizce 6gretim programlarinda
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belirtilen siirelerin Yabanc Dil Olarak Tiirkce Ogretimi Programi'na oranla daha kisa oldugu
soylenebilir.

Sonug olarak, Tiirkgenin Yabanci Dil Olarak Ogretimi Programi (MEB, 2020), uygulama bi¢imine
gore dil seviyeleri, 6grenim diizeyleri, uygulama siiresi ve kazandirilacak beceriler agilarindan ayrintil
bir programdir. Ayrica bu programda 6gretim programinin uygulanmasina doniik izlenceler, temalar,
kazanimlar, dil yapilari listesi, 6lcme degerlendirme bigimleri daha detayli bir bicimde yer almaktadir.
Bu sebeple program dgretmenler, ders kitab1 ve 6gretim materyali hazirlayanlar icin kolaylik saglayici,
uygulamaya déniik ayrintilar icermektedir. ingilizce Ogretim Programlarinda da uygulanma bicimine
doniik agiklamalara yer verilse de Tirkce O6gretimi programina gore daha sinirli kalmaktadir.
Programlarin temel aldig1 dayanaklar da Tiirkgenin Yabanci Dil Ogretimi Programi'nda (MEB, 2020)
Ingilizce 6gretim programlarina gére daha fazla cesitlilik ve giincellik géstermektedir.

Oneriler

Genel olarak bakildiginda Tiirk¢enin Yabanci Dil Olarak Ogretimi Programi’nin (MEB, 2020)
iceriginin Ingilizce Ogretimi Programlarina gére daha farkli ve cesitli dayanaklardan temel alinarak
olusturuldugu sonucuna ulasilabilir. Ancak bu ¢alismada temel dayanaklar, programda ifade edilme
durumlar acgisindan ele alinmistir. Bu nedenle incelemesi yapilan yabanci dil 6gretimi programlarinin
ifade edilen temel dayanaklari iceriklerine ne kadar ve nasil yansittiklarini inceleyen farkli ¢alismalar,
sonuglarin netligini ortaya ¢ikaracaktir.

Tiirkcenin Yabana Dil Olarak Ogretimi Programi, okul éncesinde Tiirkge 6gretimi programim
icermesi bakimindan ingilizce Ogretimi Programlarindan farkhilik sergilemektedir. Okul éncesi dénem
icin programda Avrupa Dilleri Ortak Cergeve Programi’'nin (2018) giincel halinden hareketle dil
seviyeleri belirlenmis ve sinif ici uygulamalar detayl olarak ele alinmistir. ingilizce 6gretimi, iilkemizde
devlet okullarinda 2. smniftan itibaren gerceklestirildigi icin incelemesi yapilan Ingilizce Ogretim
Programlari bu 6grenim diizeyi agisindan degerlendirilememistir. Ancak MEB Ozel Okul Oncesi Ingilizce
Ogretim Programi (MEB, 2016) incelenerek programlar aras bir karsilastirma, farkh bir aragtirmada
yapilabilir.
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Abstract

In training of qualified counselors and supporting their individual and professional development, it is
considered important to reveal the quality of the relationship between the counseling skills of psychological
counselors and their attitudes towards providing psychological help and their professional satisfaction. In this
context, it was investigated whether there is a significant difference in psychological counselors' professional
satisfaction, counseling skills, and attitudes towards providing counseling assistance in terms of their views on
the efficiency of the courses of individual and group counseling practice, counseling principles and techniques
or their equivalents. In addition, the effects of psychological counselors' counseling skills and their attitudes
towards providing counseling help on their professional satisfaction are examined. For this purpose, 309 school
counselors from different levels of educational institutions consititute the study group.Occupational Satisfaction
Scale (0SS), Counseling Self-Estimate Inventory (COSI), Attitude Scale Towards Giving Psychological Counseling
Helping (ASTGPCH) and Personal Information Form were used to collect data. Significant differences was found
from nonparametric analysis of opinions of efficiency of the course of individual and group counseling, as well
as the priciples and techniques of psychological counseling course. Analyzed by multiple regression, counselor’s
counseling skills and attititudes toward counseling services explain their proffessional satisfaction by 20.9%.
All evaluated together, quality of the education received by psychological counselors during their
undergraduate education, their psychological counselling skill competencies and their positive attitudes
towards providing psychological counselling help were found important factors in terms of their
proffessional satisfaction.

Keywords: Counseling skills, counseling help, professional satisfaction.

Introduction

Successful completion of the psychological counseling process depends on the relationship
quality between the psychological counselor and the client (Cormier & Hackney, 2018). The
psychological counseling relationship is defined as confidential, protected, safe, and healing, which is
quite different from the relationship between family members, close friends, and non-professional
individuals (Cormier & Hackney, 2018). The foundation of the unique assisting relationship is based on
the theoretically individual-centered approach in psychological counseling (Cormier & Hackney, 2018).
In the psychological counseling process, the psychological counselor stays important as an effective
therapeutic force for establishing a therapeutic relationship and achieving behavioral goals (Voltan-
Acar, 2015). The favorable attitude of the psychological counselor toward providing assistance will
intensify the effectiveness of the process and the quality of the relationship (Aslan et al., 2018a).

Providing effective assistance to people, having communication and counseling skills, and
understanding human behavior are included among the expectations of the students in psychological
counseling and guidance undergraduate programs regarding the competencies that they are required
to possess (Aslan et al., 2018b). The competencies that students must acquire upon the completion of
the program, the knowledge obtained through theoretical education, and the skills that they are
expected to possess reveal the characteristics of a well-equipped psychological counselor (Aslan et al.,
2018D). In this sense, psychological counselor skills stand out as a factor that affects the adaptation and
development of clients who prevail as targets of psychological counseling and guidance services. The
significance of the personal competencies and skills of counselors originates from the gravity of the
education they receive. In the psychological counseling process, there is a professional interaction
between the psychological counselor who is trained and acquired expertise on this subject, and the
client (Uslu, 2005). The inability to provide adequate quality and quantity of psychological counseling
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services to students in schools, which are among the prominent institutions where psychological
counseling services are provided, negatively influences the academic and social issues that students may
encounter in the years ahead (Aslan et al., 2018a).

Therapeutic approaches and interventions encompass psychological counseling theories and
the skills of applying the strategies, interventions, as well as techniques of such theories (Cormier &
Hackney, 2018). For effective psychological counseling to be successful, the counselor must prove
his/her competence in psychological counseling skills. To ensure this competence, the most crucial
responsibility of the trainers of psychological counselors is to train and teach psychological counselors
who are novices in the profession (Aladag, 2013).

Differences in study programs amongst educational institutions, counselor candidate and
supervisor communication, their prospect of receiving adequate supervision, qualifications of the
instructors teaching the course, lack of role models, ethical standards, adequate distribution of
theoretical and applied courses, internship opportunities, practice rooms, and sufficient supply of
course tools and equipment, etc., can be mentioned when considering the items that are are effective in
the training of psychological counselors (Uslu, 2005).

Training effective psychological counselors dwell at the center of psychological counselor
education. Therapeutic approaches and interventions, technical and cognitive skills are emphasized
considerably, and the benefits of skills training and supervision are indicated for the competence of the
psychological counselors. In the process of skills training, in-class training should be integrated with
psychological counseling practices which are the most basic elements. Participating in applied
psychological counseling processes and supervision provides students with the opportunity to apply
what they have acquired and develop their own self-awareness (Aladag & Bektas, 2009). In addition to
their personal professional feelings and professional commitments, psychological counselors strive to
achieve the standard that lies between competence and excellence. To exceed the minimum acceptable
level in terms of proficiency, they advance their skills and improve themselves by obtaining training in
numerous fields (Bond, 2021).

The personal and professional sense of competence of psychological counselors influences their
explicit and implicit behaviors. Psychological counselors who feel inadequate also experience the feeling
of failure (Savicky & Cooley, 1982 as cited in ikiz, 2006), and they doubt and question their competence,
regardless of the education they have received and the experience they have accumulated. This emerges
as an issue that prevents psychological counselors from providing psychological counseling assistance
to clients in line with their education and competence. Hesitation in questioning their competence not
only prevents the psychological counselor from dwelling on issues that exceed his education and
competence but also stops him/her from becoming self-confident (Ikiz, 2006).

Corey (2008) stated that the attitude and personality characteristics of a psychological
counselor were emphasized when defining the characteristics that he/she was supposed to possess.
People must make decisions in many situations throughout their lives and may naturally experience
anxiety in some settings. Psychological counseling services try to assist individuals in coping with such
situations (Can, 2019). The attitudes of psychological counselors during psychological counseling
services are reflected in their behavior and it is predicted that it will influence the progress towards the
successful conclusion of the process.
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The therapeutic relationship, which is critical in the psychological counseling process, is also
influenced by the conduct and attitudes of the people providing psychological counseling services
during this process (Voltan-Acar, 2015). It is thought that psychological counselors with positive
attitudes will favorably affect the quality of the help they give to the client and will also increase the
satisfaction of the counselor (Aslan et al., 2018a). It is believed that it is significant for the psychological
counselor to have a favorable attitude in being able to include himself in the session, intervene
effectively, and accurately organize the information brought by the client to the session (Aslan et al,,
2018a).

On the other hand, while people meet their basic physiological needs through professional
activities and financial gain, they also meet their social and psychological needs such as productivity,
display of talent, self-improvement, and maintaining a status in society. For a healthy person, being a
member of a profession that suits his/her nature and personality and working in a business
environment brings happiness. In this context, professional satisfaction has become the subject of
research examined by career psychological counselors and industrial psychologists as people's
happiness in their professional lives also influences their happiness in their regular lives (Kuzgun et al,,
2012).

It is believed that psychological counselors who maintain a positive attitude towards
psychological counselor assistance will favorably influence the quality of the help they provide to the
client as well as intensify the satisfaction of the counselor. Among the most important factors affecting
professional satisfaction is having a positive attitude about the profession (Aslan et al., 2018a). The
attitudes of individuals towards their profession, the institution they are employed at, and their own
personal activities are seen as significant factors influencing professional satisfaction (Cherniss, 1980;
as cited in ikiz, 2010). An increase in professional satisfaction, gratification, state of well-being, and
success provides not only individual benefits but also organizational achievement in terms of work
efficiency and productivity (Eksi et al., 2015). Different results were observed in numerous studies
examining the professional sense and job satisfaction of psychological counselors in our country. In
some studies, it has been observed that counselor self-efficacy and listening skills predicted job
satisfaction significantly (Eksi et al., 2015) and that there was a moderately significant relationship
between the level of professional satisfaction and professional development efforts (Kocabas, 2019). In
Uslu's (1999) study, while there was a significant difference between those who were professionally
and partially competent, no significant difference was found between competent and fully competent.
Kocayoriik (2000), Koksal (2019), and Tasdelen-Karckay (2008) found that there was no significant
difference between professional competence and the undergraduate program studied and professional
satisfaction. It has been discovered in studies conducted abroad that while psychological counselors
with high levels of self-confidence provided more effective psychological assistance to their clients
(Wiggins & Giles, 1984); possessing a high level of self-efficacy positively predicted professional
satisfaction (Baggerly & Osborn, 2006; Boon et al., 2015).

Psychological counselors’ consideration of themselves as inadequate in their professional lives
and being employed in a challenging work environment negatively affects their enjoyment of their work
and professional satisfaction. Their thoughts and attitudes towards their work are reflections of their
reactions to the job. Studies also revealed that positive thoughts and attitudes intensified professional
satisfaction (Eksi et al., 2015). In this regard, it becomes vitally important to investigate issues such as
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the quality of the education psychological counselors receive, their professional self-efficacy, and the
situations that prevent them from providing psychological counseling services. Experienced
psychological counselors are experts who can develop a consistent style with their clients while
remaining in the process with them. It reflects personality traits and psychological counseling
experiences. Guiding principles and skills are necessary for psychological counselors to establish
therapeutic relationships. When the psychological counselor is inconsistent in the way s/he manages
the counseling process, the client may not be able to easily involve himself/herselfin the process as s/he
considers the counselor to be indecisive (Hackney & Cormier, 2008). In this case, it is thought that the
psychological counselor will not be able to provide any benefit to the client and will experience
dissatisfaction in terms of professional satisfaction due to the feeling of inadequacy.

In this context, as mentioned above, there are limited studies examining the training and
qualifications of psychological counselors and their psychological counseling skills although there are
studies examining the professional self-efficacy, attitudes towards the profession, and professional
satisfaction of psychological counselors. According to Yaka (2011), although the history of psychological
counseling education in Turkey dates back approximately fifty years, there is no psychological
counseling skills training program with a specific theoretical basis, systematic, effective, and suitable for
psychological counselor education. He stated that the significance of qualified psychological counseling
skills training within general psychological counselor education in Turkey was not properly perceived.
He emphasized that there was a need for research to train effective psychological counselors and
increase psychological counseling skills training. In this context, it was believed that examining the
efficiency opinions regarding the basic practice courses offered in psychological counselor education
together with the competencies, attitudes and professional satisfaction of psychological counselors
could contribute to the quality of the education offered and the prominence of the relevant courses. It
was considered crucial to reveal the factors affecting the quality of services for the professional
development of psychological counselors. The basic courses that psychological counselors took during
their training and learned about the psychological help process and the extent to which they considered
them to be useful provide information about the quality of the training they underwent. In light of this
information, it was thought that it could contribute to the examination of the curriculum from a different
perspective. Similarly, it was deemed important to evaluate the competence of psychological counselors
in psychological counseling skills, which are examined within the framework of self-efficacy, with a
measurement tool related to the psychological counseling skills they possess, and its relationship with
occupational satisfaction.

In this context, this research aimed to highlight the importance of compulsory course programs
on psychological counseling skills in the undergraduate education process of the psychological
counseling and guidance department, to contribute to the efficiency of compulsory course programs for
individual and group psychological counseling practices, to render the attitudes of psychological
counselors towards providing psychological counseling services positive for education, and to be able
to offer suggestions for training professional staff and supporting their professional development as
well as to improve occupational conditions. It was deemed significant to train qualified psychological
counselors and to obtain data that will support individual and professional development in this regard,
to examine the psychological counseling skills of psychological counselors, their attitudes towards
providing psychological counseling assistance, and their relationship with professional satisfaction and
for the development of the psychological counseling and guidance profession and its staff.
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In light of this, the main objective of this study was to examine the professional satisfaction of
psychological counselors who are employed at different institutions affiliated with the Ministry of
Education (primary school, secondary school, secondary education levels, and the Guidance and
Research Center) and graduated from different education programs (Psychological Services in
Education, Program Development and Instruction in Education) together with the factors influencing
the professional satisfaction of psychological counselors, their counseling skills and attitudes towards
providing psychological counseling assistance, and whether or not their views differed on the
effectiveness of two basic courses in psychological counselor education (e.g. individual and group
counseling practice; psychological counseling principles and techniques) or undergraduate courses that
are thought to be equivalent. Secondly, to investigate the predictive power of psychological counselors'
psychological counseling skills and attitudes towards providing psychological counseling assistance to
their professional satisfaction

Method
Research Model

Studies that collect data to determine certain characteristics of a group are defined as survey
research (Bliyiikoztiirk et al., 2019). In this context, this study is a relational screening model examining
whether two or more variables changed together and, if so, how this change occurred (Karasar, 2009).
The data collection in this study was carried out through administrating surveys and their analysis by a
computer application (Biiyiikoztiirk et al., 2019).

Study Group

The convenience sampling method, one of the non-random sampling methods, was used in line
with the scope of the study. This method was selected for the purpose of reaching more professionals
as hybrid education was still in progress while conducting the study, the opportunity to collect face-to-
face data in schools was limited, and the data size was vast and massive. Considering the target
population of the study, careful attention was paid to including professional staff who actively provide
school psychological counseling services in public and private institutions in various provinces of
Turkey.

Following the ethics committee’s approval from the relevant university in the Fall Semester of
the 2020-2021 Academic Year, the data collection instrument was transferred to the electronic
environment via “Google Forms” application software between January and April 2021 and was sent to
the participants online. Participants were asked to take part in the study on a voluntary basis and
received written information about the study. They were informed that the items of the data collection
tools could be answered in an average of 15-20 minutes.

The population of the study consisted of psychological counselors and graduates of psychology
and other undergraduate programs (Program Development and Instruction in Education, Curriculum
and Instruction) who worked and studied actively in the 2020-2021 academic year. The sample of the
study consisted of 359 people who participated voluntarily; however, a total of 50 participants could
not be included in the analysis part of the study as they were not actively employed (7 people),
graduated from different departments (8 people), their field of study was not from the specified
educational institutions (30 people) and they were extreme data (5 people). In the end, the study was
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carried out with the participation of 309 school psychological counselors working at different types and
levels of institutions. Descriptive statistical information about the study group was shown in Table 1.

Table 1. Descriptive statistics about the study group

Variables N %
Gender Male 79 25.6
Female 230 74.4
Type of Institution They are Public 258 83.5
Employed at Private 51 16.5
Individual Counseling Wasn't productive 26 8.4
Practice Course Somewhat productive 90 29.1
Productive 193 62.5
Grpup Counseling Practice Wasn’t productive 34 11.0
Course Somewhat productive 118 38.2
Productive 157 50.8
Principles and Techniques Wasn’t productive 22 7.1
of Counseling Course Somewhat productive 83 26.9
Productive 204 66.0
Level of School They are Preschool 23 7.4
Employed at Primary School 75 24.3
Secondary 97 314
Secondary Education 93 30.1
GRC 21 6.8
Years of Service in the 0-5 years 145 46.9
Profession 6-10 years 89 28.8
11-15 years 26 8.4
15 years and + 49 15.9
Department They GPC 295 95.5
Graduated from Psychology 11 3.6
Other 3 9

GRC: Guidance and Research Centers, GPC: Guidance and Psychological Counseling

As seen in Table 1, the study group consisted of a total of 309 people including 79 (25.6%) men
and 230 (74.4%) women. While 258 (83.5%) of the participants worked in public schools, 51(16.5%) of
them worked in private schools. While 26 (8.4%) of the participants stated that the individual
psychological counseling course they took at the undergraduate level was not productive, 90 (29.1%)
of them declared that it was somewhat productive, and 193 (62.5%) of them stated that it was
productive. Similarly, 34 (11%) of the participants asserted that the group psychological counseling
course they took at the undergraduate level was not productive, 118 (38.2%) of them thought that it
was somewhat productive, and 157 (50.8%) of them believed that it was productive. In addition, 22
(7.1%) of the participants believed that the psychological counseling principles and techniques course
they took at the undergraduate level was not productive, 83 (26.9%) of them thought it was somewhat
productive, and 204 (66%) believed it was productive.

Considering the level of the school where the participants were employed, 23 (7.4%) of them
were seen to work in kindergarten, 75 (24.3%) of them were in primary school, 97 (31.4%) of them
were employed at secondary school, 93 (30.1%) of them were in secondary education and 21 (6.8%) of
them worked at Guidance and Research Centers. Additionally, 145 (46.9%) of the participants had been
working for 0-5 years, 89 (28.8%) of them were working for 6-10 years, 26 (8.4%) of them had been
working for 11-15 years and 49 (15.9%) of them had been working for 15 years or more.
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Data Collection Tools

non »non

"Personal Information Form", "Occupational Satisfaction Scale (0SS)”, "Counseling Self-Estimate
Inventory (COSI)”, and “Attitude Scale Towards Giving Psychological Counseling Helping (ASTGPCH)”
were used as data collection tools in the study. The personal information form was prepared by the
researcher. Information about data collection tools was presented below.

Occupational Satisfaction Scale

"Occupational Satisfaction Scale" was developed by Kuzgun, Sevim, and Hamamci in 1998 as a
result of a study conducted with the participation of 114 people to determine how satisfied individuals
working in any job were in being employed in that profession. The scale was in a five-point Likert scale
format and consisted of 20 items. Positive items were scored as A: 5, B: 4, C: 3,D: 2,and E: 1, and negative
items as A: 1, B: 2, C: 3, D: 4, and E: 5. Most of the items in the scale were related to the essence of
professional activities. It was accepted that if the scores obtained were high, individuals' professional
satisfaction, i.e., the satisfaction they received from the essence of the job, would also be high. When
examining the coefficients regarding the reliability of the scale, it was concluded that the coefficient
value for the entire scale was .90 and the internal consistency (Cronbach Alpha) coefficient value was
.91. The reliability coefficient of the Occupational Satisfaction Scale was found to be .91 in line with the
data obtained within the scope of this study.

Counseling Self-Estimate Inventory

Counseling Self-Estimate Inventory (COSI), developed by Larson and Daniels in 1992 to measure
the counselor self-efficacy levels of school counselor candidates, was adapted into Turkish by
Gengdogan and Ozpolat in 2007. The study included 262 volunteer participants, including psychological
counseling and guidance department students, psychiatrists, and psychologists. The scale consists of 37
items and 5 sub-dimensions: "Basic Therapeutic Communication Skills", "Analytical Skills", "Difficult
Clients and Sociocultural Differences”, "Being Neutral in the Counseling Process" and "Ability to Manage
the Counseling Process". In the adapted version, the internal consistency coefficients of the scale were
found to be .32 at the lowest and .92 at the highest level, which was significant at the p<.05 level
(Gengdogan & Ozpolat, 2007). The reliability coefficients of the sub-dimensions of the scale (Cronbach
Alpha) were found to be .88 for basic therapeutic communication skills, .85 for analytical skills, .72 for
difficult clients and sociocultural differences, .76 for being neutral in the counseling process, .73 for
being able to manage the counseling process, and the total reliability coefficient (Cronbach Alpha) was
.92 within the scope of this study.

Attitude Scale Towards Giving Psychological Counseling Helping

In 2018, Aslan, inceman-Kara, Kayir, and Kan developed a scale by working with a research
group consisting of psychological counselors who provide psychological assistance in schools with 336
4th year students of psychological counseling and guidance department in 104 schools to measure the
attitudes of professional members who provide psychological assistance towards providing
psychological assistance. The 24-item scale consisted of three factors: “Positive tendency"”, "Negative
tendency" and "Behavioral tendency". It was concluded that the internal consistency coefficient for the
entire scale was .94, .93 for the positive trend dimension,.84 for the negative tendency dimension, and
.85 for the behavioral tendency dimension. For this study, the reliability coefficients (Cronbach Alpha)

of the sub-dimensions of the Attitude Scale Towards Giving Psychological Counseling Helping were
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calculated as .88 for positive tendency, .80 for negative tendency, .77 for behavioral tendency, and .90
for total reliability coefficient (Cronbach Alpha).

Personal Information Form

[t was a form that included participants’ gender, the undergraduate department they graduated
from, years of service in their profession, type, and level of the institution they were employed at,
whether or not they took "Individual Psychological Counseling Practice, Group Psychological Counseling
Practice, Principles and Techniques of Psychological Counseling " or their equivalent undergraduate
courses, and if they did, their opinions on the efficiency of these courses. The participants were
emphatically asked not to state their first and last names. Within the scope of the Personal Information
Form, participants were given brief information about the study content and the people conducting the
study.

Data Analysis

Following the implementation of the data collection tools used in the study, the collected data
were checked, and 50 deficient and incomplete data were excluded from the evaluation. Data were
analyzed with a total of 309 participants remaining in the data set. First, the frequency and percentage
distributions of the demographic characteristics of the sample group were extracted, and then %, ss,
reliability coefficient, skewness, and kurtosis values were calculated for the scores of the Occupational
Satisfaction Scale, the Counseling Self-Estimate Inventory and the Attitude Scale Towards Giving
Psychological Counseling Helping. SPSS (Statistical Package for Social Sciences) for Windows 22.0
program was used to analyze the data obtained in the study.

As sufficient data could not be obtained in the “Wasn’t Productive” sub-group regarding the
efficiency opinions of individual and group psychological counseling practice and psychological
counseling principles and techniques courses, (N< 30) was assumed not to show a normal distribution
and Kruskal Wallis and Mann-Whitney U analyses were conducted as non-parametric tests
(Biytikoztiirk et al.,, 2019).

Stepwise regression analysis, one of the multiple regression analysis methods, was conducted to
analyze whether psychological counseling skills and attitudes toward providing psychological
counseling predicted the professional satisfaction of psychological counselors at a significant level.

Ethical Permits of Research

In this study, all the rules specified to be followed within the scope of "Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of the
actions specified under the heading "Actions Contrary to Scientific Research and Publication Ethics",
which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Bahgesehir University Scientific
Research and Publication Ethics Committee

Date of ethical review decision=22.10.2020

Ethics assessment document issue number= 20221704-604.01.01
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Findings

Kruskal Wallis and Mann-Whitney U test and descriptive statistical analyses regarding the
variables of efficiency opinions on individual counseling practice, group counseling practice, and
principles and techniques of psychological counseling courses, which were realized through the data
collected from the population of the study, and multiple regression analysis results regarding what
extent psychological counselors' psychological counseling skills and attitudes towards providing
psychological counseling assistance predicted their professional satisfaction was shown in tables and
explained in this section.

Findings Regarding the Efficiency Opinions Variable on the Individual Counseling
Practice Course

The results and interpretations of the analyses carried out to show whether the total
scores of professional satisfaction, psychological counseling skills and psychological
counselors' attitudes towards providing psychological counseling assistance were significantly
different according to the variable of efficiency opinions on individual counseling practice
course were provided in Table 2.

Table 2. Descriptive statistics and Kruskal Wallis test results of 0SS, COSI, and ASTGPCH scores according to the
efficiency opinions variable on individual counseling practice course.

Dimensions Categories N X SD S.Mean  x2 P Significant
Difference

0SS Wasn’t Productive (A) 26 3.6865 .6862 111.08 13.18 .001* A-C
Somewhat productive (B) 90 3.6922 .6579 12591
Productive (C) 193 39505 .6386 174.48

CosSI Wasn’t Productive (A) 26 41944 .6307 108.38 21.09 .000* A-C,B-C
Somewhat productive (B) 90 43054 .6576 130.85
Productive (C) 193 4.6121 .5886 172.54

ASTGPCH Wasn’t Productive (A) 26  4.1987 .5849 132.73 25.03 .000* A-C,B-C
Somewhat productive (B) 90 42843 .5454 130.78
Productive (C) 193 4.5723 .3581 169.30

*P<.05

0SS: Occupational Satisfaction Scale, COSI: Counseling Self-Estimate Inventory, ASTGPCH: Attitude Scale Towards
Giving Psychological Counseling Helping

As seen in Table 2, the results of the Kruskal Wallis Test are included to determine whether the
0SS, COSI, and ASTGPCH scores showed a significant difference compared to the efficiency opinions on
individual counseling practice courses. According to the results of these analyses, 0SS (x2= 13.18;
p<.05), COSI (x2= 21.09; p<.05) and ASTGPCH (x2 = 25.03; p<.05) were determined to show a
statistically significant difference in line with the efficiency opinions on individual counseling practice

course.

According to the results of the Mann-Whitney U-test conducted to determine the significant
difference observed in 0SS, COSI, and ASTGPCH, there was a statistically significant difference in 0SS
scores between the group that thought the individual counseling practice course was not productive
and the group that thought it was productive, in favor of the group that thought it was productive

(p<.05).

In COSI scores, there was a statistically significant difference between the group that thought the
individual counseling practice course was not productive and the group that thought it was productive,
in favor of the group that thought it was productive (p<.05). Additionally, there was a statistically
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significant difference between the group that thought it was somewhat productive and the group that
thought it was productive, in favor of the group that thought it was productive (p<.05).

In ASTGPCH scores, there was a statistically significant difference between the group that
thought the individual counseling practice course was not productive and the group that thought it was
productive, in favor of the group that thought it was productive (p<.05). Additionally, there was a
statistically significant difference between the group that thought it was somewhat productive and the
group that thought it was productive, in favor of the group that thought it was productive (p<.05).

Findings Regarding the Efficiency Opinions Variable on the Group Counseling
Practice Course

The results and interpretations of the analyses carried out to show whether the total scores of
professional satisfaction, psychological counseling skills and psychological counselors' attitudes
towards providing psychological counseling assistance were significantly different according to the
efficiency opinions variable on group counseling practice course were provided in Table 3.

Table 3. Descriptive statistics and Kruskal Wallis test results of 0SS, COSI, and ASTGPCH scores according to the
efficiency opinions variable on group counseling practice course.

Dimensions Categories N X SD S.Mean X2 p Significant
Difference

0SS Wasn't Productive (A) 34 383 .595 150.06 820 .017* B-C
Somewhat productive (B) 118 3.74 .654 137.94
Productive (C) 157 394 .665 168.89

CoSI Wasn’t Productive (A) 34 429 .792 13294 13.03 .001* A-C,B-C
Somewhat productive (B) 118 4.37 .587 137.39
Productive (C) 157 4.61 .603 173.01

ASTGPCH Wasn’t Productive (A) 34 431 .562 131.07 17.42 .000* A-C,B-C
Somewhat productive (B) 118 4.34 .508 134.17
Productive (C) 157 4.57 371 175.84

*P<.05

0SS: Occupational Satisfaction Scale, COSI: Counseling Self-Estimate Inventory, ASTGPCH: Attitude Scale Towards
Giving Psychological Counseling Helping

As seen in Table 3, the results of the Kruskal Wallis Test are included to determine whether the
0SS, COSI, and ASTGPCH scores showed a significant difference compared to the efficiency opinions on
group counseling practice course. According to the results of these analyses, 0SS (x2= 8.20; p<.05), COSI
(x2=13.03; p<.05) and ASTGPCH (x2= 17.42; p<.05) were determined to show a statistically significant
difference in line with the efficiency opinions on individual counseling practice course.

According to the results of the Mann-Whitney U-test conducted to determine the significant
difference observed in 0SS, COSI, and ASTGPCH, there was a statistically significant difference in 0SS
scores between the group that thought the group counseling practice course was somewhat productive
and the group that thought it was productive, in favor of the group that thought it was productive
(p<.05).

In COSI scores, there was a statistically significant difference between the group that thought the
group counseling practice course was not productive and the group that thought it was productive, in
favor of the group that thought it was productive (p<.05). In addition, there was a statistically significant
difference between the group that thought it was somewhat productive and the group that thought it
was productive, in favor of the group that thought it was productive (p<.05).
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In ASTGPCH scores, there was a statistically significant difference between the group that
thought the group counseling practice course was not productive and the group that thought it was
productive, in favor of the group that thought it was productive (p<.05). In addition, there was a
statistically significant difference between the group that thought it was somewhat productive and the
group that thought it was productive, in favor of the group that thought it was productive (p<.05).

Findings Regarding the Efficiency Opinions Variable on Principles and Techniques
of Psychological Counseling Course

The results and interpretations of the analyses carried out to show whether the total scores of
professional satisfaction, psychological counseling skills and psychological counselors' attitudes
towards providing psychological counseling assistance were significantly different according to the
efficiency opinions variable on psychological counseling principles and techniques course were
provided in Table 4.

Table 4. Descriptive statistics and Kruskal Wallis test results of 0SS, COSI, and ASTGPCH scores according to the
efficiency opinions variable on principles and techniques of psychological counseling course

Dimensions Categories N X SD S.Mean  x2 p Significant
Difference
0SS Wasn't Productive (A) 22 3.73 .681 139.23 16.18 .000* B-C
Somewhat productive 83 3.61 .712 123.73
(B)
Productive (C) 204 396 .607 169.42
CoSI Wasn’t Productive (A) 22 4.25 .657 118.41 27.01 .000* A-C,B-C
Somewhat productive 83 422 .621 118.13
(B)
Productive (C) 204 4.61 595 173.95

ASTGPCH Wasn’t Productive (A) 22 434 437 126.68 3434 .000* A-C,B-C
Somewhat productive 83 421 537 110.47
(B)

*Pe.
OPSS:Ogccupational Satisfaction Scale, COSI: Counseling Self-Estimate Inventory, ASTGPCH: Attitude Scale Towards
Giving Psychological Counseling Helping

As seen in Table 4, the results of the Kruskal Wallis Test are included to determine whether the
0SS, COSJ, and ASTGPCH scores showed a significant difference compared to the efficiency opinions on
psychological counseling principles and techniques course. According to the results of these analyses,
0SS (x2= 16.18; p<.05), COSI (x2= 27.01; p<.05), and ASTGPCH (x?= 34.34; p<.05) were determined to
show a statistically significant difference in line with the efficiency opinions on principles and
techniques of psychological counseling course.

According to the results of the Mann-Whitney U-test conducted to determine the significant
difference observed in 0SS, COSI, and ASTGPCH, there was a statistically significant difference in 0SS
scores between the group that thought the psychological counseling principles and techniques course
was somewhat productive and the group that thought it was productive, in favor of the group that
thought it was productive (p<.05).

In COSI scores, there was a statistically significant difference between the group that thought the
psychological counseling principles and techniques course was not productive and the group that
thought it was productive, in favor of the group that thought it was productive (p<.05). Additionally,
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there was a statistically significant difference between the group that thought it was somewhat
productive and the group that thought it was productive, in favor of the group that thought it was
productive (p<.05).

In ASTGPCH scores, there was a statistically significant difference between the group that
thought the psychological counseling principles and techniques course was not productive and the
group that thought it was productive, in favor of the group that thought it was productive (p<.05).
Additionally, there was a statistically significant difference between the group that thought it was
somewhat productive and the group that thought it was productive, in favor of the group that thought
it was productive (p<.05).

Findings of Multiple Regression Analysis on the extent to which Psychological
Counseling Skills and Attitude Towards Providing Psychological Counseling Predicted
Professional Satisfaction

Multiple regression analysis was conducted to determine the extent to which psychological
counselors' counseling skills and attitudes toward providing psychological counseling assistance
predicted their professional satisfaction. To perform stepwise regression analysis, one of the multiple
regression analysis methods, first, a test was conducted to determine whether the assumptions of
ensuring multivariate normality and linearity and the absence of multicollinearity problems were met,
and it was seen as a result of the analysis that the assumptions were met. To measure the Occupational
Satisfaction Scale (0SS), the Counseling Self-Estimate Inventory (COSI), and the Attitude Scale Towards
Giving Psychological Counseling Helping (ASTGPCH), their sub-dimensions, and the Psychological
Counseling Skills, it can be said that the skewness and kurtosis values of the scales and their sub-
dimensions were between 1.5 and -1.5 and showed a normal distribution.

In addition, the relationship between the variables was analyzed by calculating the value of
Pearson Product Moment Correlation Coefficient (r). Pearson Product-Moment Correlation Coefficients
among all variables regarding the prediction of Occupational Satisfaction were given in Table 5.

Table 5. Pearson product-moment correlation coefficients among all variables regarding the prediction of
occupational satisfaction

Scale and sub-dimensions 1 2 3 4 5 6 7 8 9 10 11
1-0SS 1

2- COSI .386** 1

3-Ability to Manage the.275** .746** 1

Process

4. Being Neutral 263%* .649** 388** 1

5. Challenging Clientand  .235** .791** 518** .465** 1
Sociocultural Differences

6. Analytical Skills 349%* 843** 712%* 396%* 543* 1

7. Therapeutic .383*%* 954** 638** .506** .715** .764** 1

Communication

8. ASTGPCH A434%* 591** 496** 371** 444**F 557*F 540** 1

9- Positive Tendency 408** 539%* 469** | 315%*F 378** 553** 492%* 915%* 1
10-Negative Tendency 255%F 387** 312*%*¢  353*%F 367** 296%* 311** .667*F 471** 1

11-Behavioral Tendency  .364** .489** .398** .256** .346** 451** 480** .813** .627** .311** 1
*p<.05; **p<.01

0SS: Occupational Satisfaction Scale, COSI: Counseling Self-Estimate Inventory, ASTGPCH: Attitude Scale Towards
Giving Psychological Counseling Helping
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According to Table 5, it could be seen that there was a moderately positive and significant
relationship (r=.386; p<.01) between the COSI total score and the 0SS total score. Similarly, there was a
moderately positive and significant relationship between the OSS total score and the analytical skills
(r=.349; p<.01) and basic therapeutic communication skills (r=.383; p<.01), the sub-dimensions of the
COSI. Additionally, there was a low-level positive and significant relationship among the other sub-
dimensions of the ability to manage the counseling process (r=.275; p<.01), challenging clients, and
sociocultural differences (r=.235; p<.01) and being neutral in the counseling process (r=.265; p<.01).

A moderately positive and significant (r=.434; p<.01) relationship was seen between the total
scores of OSS and ASTGPCH total score. While there was a moderately positive and significant
relationship between positive tendency (r=.408; p<.01) and behavioral tendency (r=.364; p<.01), which
are the sub-dimensions of ASTGPCH, there was a low level positive and significant relationship with
negative tendency (r=.255; p<.01).

The results and interpretations of the stepwise regression analysis regarding the prediction of
Occupational Satisfaction were presented in Table 6.

Table 6. Stepwise regression analysis results for prediction of occupational satisfaction

Step Selected Predictor Variable B Predictive Power (R) Explained Variance (R?)
Steady .929

1 CosI 447 434a .186

2 ASTGPCH 207 463b 209

COSI: Counseling Self-Estimate Inventory, ASTGPCH: Attitude Scale Towards Giving Psychological Counseling
Helping

In Table 6, the variance in the occupational satisfaction of psychological counselors was seen to
explain 20.9% by using COSI and ASTGPCH. The variance analysis of the stepwise regression analysis
was presented in Table 7.

Table 7. Variance analysis results regarding the prediction of occupational satisfaction competencies

Step Variance Source KT sd KO F p

1 Regression 25.125 1 25.125 71.170 .000b
Residual 108.380 307 .353

2 Regression 28.571 2 14.285 41.658 .000c
Residual 104.934 306 .343

The stepwise regression analysis for the occupational satisfaction of school psychological
counselors was carried out in two steps. Upon the examination of Table 7, it was seen that both steps of
the stepwise regression analysis presented in Table 6 were significant. According to the results, COSI
explained 18.6% of the variance, and ASTGPCH explained 2.3% of the explained variance. Both variables
explained 20.9% of the total variance as significant predictors. According to the results of this analysis,
it was seen that two variables entered the regression equation as significant predictors and explained
20.9% of the total variance.

Discussion and Conclusion

The discussion content regarding the findings of the study was given under the subheadings of
discussion regarding the efficiency opinions on individual and group psychological counseling practice
course and psychological counseling principles and techniques course respectively. Finally, a discussion
was included on the extent to which psychological counseling skills and attitudes toward providing
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psychological counseling assistance of psychological counselors predicted their occupational
satisfaction.

Discussion on the Efficiency Opinions Variable of Individual and Group
Psychological Counseling Courses

An examination was conducted on whether there was a significant difference in the occupational
satisfaction of psychological counselors, their psychological counseling skills, and their attitude levels
towards providing psychological counseling assistance according to the efficiency opinions on
individual and group counseling practice courses. According to the findings, there was a significant
difference between the groups in their efficiency opinions regarding the relevant courses.

Atic1 and Cam (2013) stated in their study that practical courses were especially effective in
applying theoretical knowledge and developing school psychological counseling skills. Psychological
counselor trainees who received psychological counseling training with the group participating in
Lileci's (2015) study stated that receiving supervision feedback was effective in the development of
psychological counseling skills and their shortcomings and that the number of practices should be
increased. On the other hand, Yildirim (2020) declared that the psychological and physical listening
skills of psychological counseling trainees who conducted a psychological counseling session with a
supervisor were at a higher level than those who did not conduct any session with a supervisor.
According to the Vroom Expectancy Theory, it was predicted that meeting expectations regarding the
efficiency of lessons would stimulate the continuity of the behavior.

Larson (1998) supported this view by stating that counselors' self-efficacy beliefs were effective
in the successful completion of the counseling process. It was believed that the psychological counseling
process, which was successful and effective for the client, would also be a source of job satisfaction for
the psychological counselor. Environmental factors, such as being inspected and appreciated by the
supervisors of psychological counselor trainees who were involved in psychological counseling
practices and receiving positive feedback from their managers and clients in the first years of their
professions, may enable psychological counselors to display positive tendencies toward fulfilling their
professional duties and responsibilities within the framework of ethical rules. According to Maslow’s
esteem needs in his hierarchy, achieving success and establishing mutual respect would increase the
individual's self-confidence. In this context, it was predicted that they would have positive behavioral
attitudes toward providing psychological counseling assistance.

Discussion on the Efficiency Opinions Variable of Psychological Principles and
Techniques of Counseling Course

The occupational satisfaction of psychological counselors, their psychological counseling skills,
and attitude levels toward providing psychological counseling services were examined to determine
whether they differed significantly according to their efficiency opinions on the psychological
counseling principles and techniques course. The findings indicated that there was a significant
difference between the groups in their efficiency opinions related to the course.

Yaka (2011) emphasized the importance of skills training in psychological counselor training by
investigating the behaviors and reactions of psychological counselor trainees in the sessions before and
after receiving skills training as well as their effectiveness. Sarpdag (2019) stated that there was a
significant positive relationship between the self-efficacy and psychological counseling skills of
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psychological counselors. Similarly, Eksi et al. (2015) declared that the self-efficacy and listening skills
of psychological counselors together positively and significantly affected their job satisfaction. Yildirim
(2020) stated in his study that there was a positive and significant relationship between psychological
counselors' subjective well-being, their ability to focus more on the tasks they undertook, and their
physical listening psychological counseling skills.

In order to become effective psychological counselors, trainees need to build their psychological
capital by making investments in themselves. Pamukc¢u (2011) concluded that there was a positive and
significant relationship between the self-efficacy of psychological counseling trainees and the number
of times they held psychological counseling sessions. The more students in the psychological counseling
and guidance program are provided with practice and supervision support, the more they will have the
opportunity to reinforce their psychological counseling skills. Accordingly, it was predicted that there
would be an increase in their self-efficacy level, and they would experience satisfaction when they
started their profession. Results of some studies on this subject indicated that a high level of self-efficacy
positively predicted job satisfaction (Baggerly & Osborn, 2006; Boon et al, 2015). Uslu (2005)
conducted a similar study and concluded that physical and psychological counseling skills showed
positive progress with developmental assistance skill training.

Setting and achieving goals motivate individuals according to Locke's Goal Setting Theory. Goals
are determined for the issues of the clients in the psychological counseling processes as well. It was
stated in the literature that it was necessary to acquire adequate skills and to receive training to be an
effective psychological counselor to manage this process. It was thought that accompanying and
contributing to the development and change of the client would contribute to the job satisfaction of
psychological counselors. It was believed that the low motivation experienced would cause the
psychological counselors to think inadequately in terms of psychological counseling skill competence
and their behavioral and negative attitude tendencies toward providing psychological counseling
assistance. Additionally, Haskan-Avci, Tuna, Biiyiikgolpan, Giingor, and Yortkoglu (2019) concluded in
their study that, when clients wanted to get psychological assistance from an expert, they would choose
a psychological counselor based on their background, education, career qualifications in terms of their
areas of expertise and experience, and their personal characteristics in terms of their age, gender, and
worldviews. An effective counseling relationship is affected by counselors' attitudes toward their own
feelings and behaviors. The psychological counselor's attitudes toward himself/herself also affect
his/her external behavior (Egan, 1990). These findings and opinions were thought to emphasize the
importance of courses that shape psychological counselors' attitudes toward themselves and providing
assistance as well as their skills.

Discussion on to What Extent Psychological Counseling Skills and Attitude
towards Providing Psychological Counseling Assistance Predicted Occupational
Satisfaction

To what extent the psychological counselors’ psychological counseling skills and their attitudes
toward providing psychological counseling assistance predicted their occupational satisfaction was
examined. According to the findings, it was observed that psychological counseling skills of
psychological counselors and their attitudes towards providing psychological counseling assistance
predicted their occupational satisfaction by 18.6% and 2.3% respectively. Based on this finding, it can
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be stated that increasing the efficiency of skill courses within the scope of the training program of the
psychological counseling and guidance department could also increase competence in skills.

Some studies that supported this finding of the study stated that the level of occupational
satisfaction of psychological counselors increased due to the rise in their self-efficacy levels (Baggerly &
Osborn, 2006; Boon et al., 2015). In the study, conducted by Oz- Soysal, Uz- Bas and Aysan (2016), it was
discovered that school psychological counselors did not consider their theoretical and practical
knowledge, skills, and equipment to be sufficient and the reason for this shortcoming was due to
deficiencies in undergraduate or graduate education processes, especially in supervisor training. In
Karatas-Sahin and Baltact's (2013) study, psychological counselors' opinions on the adequacy of
undergraduate education were investigated and the findings were summarized as follows; it was
pointed out based on the school psychological counselors' opinions about the training they received that
while two people declared that the training was theoretically sufficient, three people stated that the
practical courses were insufficient, and three people informed that the training was completely
inadequate. These findings were thought to support the findings of this study.

Yiiksel-Sahin (2016) asserted that one had to maintain a positive attitude to use the theoretical
knowledge in skills training effectively during the session. It can be said that the quality of the education
counselor candidates received, their psychological counseling skill competencies, and their positive
attitudes towards providing psychological counseling assistance were critical factors in terms of their
job satisfaction when evaluated together. Porter and Steers (1973) declared that the inconsistency
between individuals' expectations when they began their careers, and their experiences would shape
their attitudes toward their jobs and negatively affect the individual in terms of feeling burnout. It was
thought that such views would cause professional staff to experience contradictions while fulfilling their
job-related duties and responsibilities. In this sense, the findings of this study were supportive as they
were moderately positive and significant in the correlation between job satisfaction and attitudes
toward providing psychological counseling assistance.

Kinali (2000) announced that when professional development opportunities were provided,
school psychological counselors could enjoy their jobs when they adapt themselves to this development
and thus, their level of professional satisfaction would increase. Similarly, it was concluded that the
practical experience and self-efficacy of psychological counselors intensified their job satisfaction (Boon
et al,, 2005). In addition, the majority of school psychological counselors, who participated in the
Karatas-Sahin and Baltac1 (2013) study, pointed out that the education they received and what was
expected of them as a duty in schools were quite different. It was seen that school psychological
counselors had difficulties in handling, preventing, and intervening in students' problems (0z-Soysal et
al,, 2016). To establish a productive relationship between students and psychological counselors, who
happen to be at the center of contemporary education and educational training, it is absolutely crucial
to be aware of students’ expectations. It helps students address their needs, increase their academic
success, and develop a healthy personality. The efficiency of educational activities decreases in cases
where students cannot make any contribution (Savas, 2006). In this context, consistent with the findings
of this study, it would be considered critical to develop and support the professional development
opportunities of school psychological counselors and increase their competencies.
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Recommendations

In this study, considering the factors that may affect the occupational satisfaction of school
psychological counselors, the following recommendations can be made for both researchers and
practitioners:

Itis recommended to explore whether the occupational satisfaction level of school psychological
counselors shows a significant difference compared to the undergraduate programs they graduated
from in an effort to clearly reveal the differences in the courses within the undergraduate education

programs.

It is deemed essential to carry out comprehensive research that will contribute to the literature,
where attitudes toward providing psychological counseling assistance, demographic information
affecting job satisfaction, and individual and environmental factors are evaluated together.

It is suggested that the scope of studies aimed at improving the quality of education in
undergraduate programs should be focused on psychological counseling skills, which are highly
predictive of occupational satisfaction.

To increase the competence levels of psychological counselors, it is considered highly critical for
the provincial executive commissions of guidance and psychological counseling services to convey the
in-service training required by psychological counselors to the competent authorities, to attach
importance to these services, to increase the quality of in-service training and to ensure the professional
development of psychological counselors.

It is recommended to ensure standardization for the Psychological Counseling and Guidance
undergraduate programs, to establish consistency in educational institutions, and to standardize the
number of psychological counselor trainees, where an expert faculty member will be responsible for the
supervision training taken within the scope of Individual and Group Psychological Counseling Practice
courses.
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Psikolojik Danismanlarin Psikolojik Danisma Becerileri ve
Psikolojik Danismanlik Tutumlarinin Mesleki Doyuma EtKisi

Giris

Psikolojik danisma siirecinin basarili bir sekilde tamamlanmasi, psikolojik danisman ve danisan
arasindaki iliskinin niteligine baglidir (Cormier & Hackney, 2018). Psikolojik danisma siirecinde
psikolojik danisman, terapotik iliskinin kurulmasi ve davranissal hedeflerin gergeklestirilmesi icin etkili

bir terapotik giic olarak onemlidir (Voltan-Acar, 2015). Psikolojik danismanin yardim verme
konusundaki olumlu tutumu, siirecin etkinligini ve iliskinin niteligini etkileyecektir (Aslan vd., 2018a).

Psikolojik danisma ve rehberlik lisans programi 6grencilerinin beklentileri arasinda kisilere
etkili yardim sunma, iletisim becerilerine sahip olma, psikolojik danisma becerilerine sahip olma ve
insan davranislarin1 anlama yetkinliklerine sahip olmalarnn yer almaktadir (Aslan vd., 2018b).
Ogrencilerin program sonrasinda kazanmalar gereken yetkinlikler, teorik egitimlerle 6grenilen bilgiler
ve 0grencilerin sahip olmasi beklenen beceriler donanimli bir psikolojik danismanin 6zelliklerini ortaya
koymaktadir (Aslan vd., 2018b). Bu anlamda psikolojik danisma becerileri, psikolojik danisma ve
rehberlik hizmetlerinin hedefi olan danisanlarin uyumunu ve gelisimini etkileyen bir faktor olarak 6éne
¢ikmaktadir. Danismanlarin kisisel yetkinliklerinin ve becerilerinin bu denli 6nemli hale gelmesinde
aldiklari egitimin yeri cok énemlidir. Psikolojik danisma siirecinde, bu konuda egitim almis ve uzman
olan psikolojik danisman ile danisan arasinda profesyonel bir etkilesim s6z konusudur (Uslu, 2005).
Psikolojik danisma yardiminin yiriitiildiigii 6nemli kurumlar arasinda yer alan okullarda, psikolojik
danisma hizmetlerinin 6grenciler i¢in nitelik ve nicelikte yetersiz bir sekilde verilememesi 6grencilerin
ilerleyen yillarda karsilasabilecekleri akademik ve sosyal sorunlari etkilemektedir (Aslan vd., 2018a).
Etkili bir psikolojik danisma yardiminin basarili olabilmesi i¢in psikolojik danismanin psikolojik
danisma becerileri konusunda yetkin olmasi gerekir.
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Etkili psikolojik danismanlar yetistirmek, psikolojik danisman egitiminin merkezinde yer alir.
Psikolojik danismanin yeterliligi icin terapotik yaklasimlar ve miidahaleler, teknik ve bilissel beceriler
lizerinde durulur, beceri egitimi ve siipervizyonunun faydalarindan bahsedilir. Beceri egitiminde sinif
ici egitimin en temel unsuru olan psikolojik danisma uygulamalar1 biitiinciil bir sekilde ele alinmalidir.
Uygulamali psikolojik danisma siireclerine ve siipervizyona katilim, 6grencilerin 6grendiklerini
uygulamalarina ve kendilerinin farkinda olmalarina olanak tanir (Aladag & Bektas, 2009). Danismanlar,
kisisel mesleki duygular1 ve mesleki baghliklarinin yani sira, yetkinlik ve miikemmellik arasinda kalan
standarda ulasmak icin ¢caba gdsterirler. Yetkinlik acisindan kabul edilebilir en diisiik seviyenin tizerine
¢ikmak icin bircok alanda egitim alarak becerilerini artirir ve kendilerini gelistirirler (Bond, 2021).

Psikolojik danismanlarin kisisel ve mesleki yeterlilikleri acik ve ortiilk davranislarini
etkilemektedir. Kendini yetersiz hisseden psikolojik danismanlar ayni zamanda basarisizlik duygusunu
da hissederler (Savicky & Cooley, 1982’den akt. Ikiz, 2006) ve aldiklan egitim ve edindikleri deneyim ne
olursa olsun kendi yeterliliklerini sorgularlar. Bu durum, psikolojik danismanlarin danisanlara egitim
ve yetkinliklerine uygun olarak psikolojik danisma yardimi vermelerini engelleyen bir sorun olarak
karsimiza ¢ikmaktadir. Kisinin kendi yeterliliklerini sorgulamaktaki tereddiitii, psikolojik danismanin
hem egitimini ve yetkinligini asan konularda ¢alismasini engellemekte hem de psikolojik danismanin
kendine giivenmesini engellemektedir (ikiz, 2006).

Corey (2008), psikolojik danismanda bulunmasi gereken 6zellikler tanimlanirken psikolojik
danismanin tutum ve Kkisilik o6zelliklerinin 6n plana ¢ikarildigini belirtmektedir. Psikolojik
danismanlarin psikolojik danisma hizmetleri sirasindaki tutumlar1 davranislarina yansimakta ve
stirecin basarili bir sekilde sonu¢lanmasina dogru ilerlemesini etkileyecegi 6ngoériilmektedir. Psikolojik
danisma siirecinde 6nemli olan terapotik iliski, psikolojik danisma yardimi veren kisilerin bu siiregteki
tutumlarindan da etkilenmektedir (Voltan-Acar, 2015). Olumlu tutum sergileyen danismanlar, danisana
verecekleri yardimin kalitesini etkileyecek ve ayni zamanda danismanin alacagli memnuniyeti
artiracaktir (Aslan vd. 2018a). Psikolojik danismanin kendisini seansa dahil edebilmesi, etkili bir
sekilde miidahale edebilmesi ve danisanin seansa getirdigi bilgileri dogru bir sekilde organize
edebilmesi i¢cin olumlu bir tutuma sahip olmasi énemlidir (Aslan vd., 2018a). Ote yandan insanlar temel
fizyolojik ihtiyaclarinin karsilanmasini mesleki faaliyetler ve maddi kazang yoluyla saglarken,
tretkenlik, yetenek sergileme, kendini gelistirme, toplumda statii sahibi olma gibi sosyal ve psikolojik
ihtiyaclarini da karsilamaktadirlar. Saglikli bir insan i¢in yapisina ve Kkisiligine uygun bir meslegin
mensubu olmak ve is ortaminda ¢alismak mutlulugu beraberinde getirir. Bu baglamda, kisilerin is
hayatindaki mutluluklari, genel yasamlarindaki mutluluklarini da etkiledigi icin mesleki doyum, kariyer
psikolojik danismanlar1 ve endiistri psikologlar1 tarafindan incelenen arastirma konusu olmustur
(Kuzgun vd., 2012).

Psikolojik danismanlarin danismanhiga karsi olumlu tutum sergilemeleri, danisana verilecek
yardimin niteligini etkileyecek ve ayni zamanda danismanin alacagi memnuniyeti artiracaktir. Mesleki
tatmini etkileyen en 6nemli faktorlerden biri meslege iliskin olumlu tutuma sahip olmaktir (Aslan vd.,
2018a). Bireylerin meslekleri, calistiklar1 kurum ve kendi kisisel faaliyetleri ile ilgili tutumlar1 mesleki
tatmini etkileyen énemli faktérler olarak goriilmektedir (Cherniss, 1980; akt. ikiz, 2010). Psikolojik
danismanlarin mesleki ve is doyumlarini inceleyen arastirmalar farkli sonuglar ortaya koymaktadir.
Yapilan bazi arastirmalarda psikolojik danisman 6z-yeterlik ve dinleme becerilerinin is doyumunu
anlaml diizeyde yordadigi (Eksi vd., 2015) ve mesleki doyum diizeyi ile mesleki gelisim c¢abalari
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arasinda orta diizeyde anlaml bir iliski oldugu goriilmiistiir (Kocabas, 2019). Kocayoriik (2000), Koksal
(2019) ve Tasdelen-Karckay (2008) ise mesleki yeterlilik ve mezun olunan lisans programi ile mesleki
doyum arasinda anlaml bir fark olmadigi bulgusuna ulasmistir. Yurt disinda yapilan ¢alismalar da
benlik saygisi yliksek psikolojik danismanlarin 6grencilerine daha etkili psikolojik yardim sagladiklarini
gostermistir (Wiggins & Giles, 1984); yiiksek diizeyde 6z-yeterlilige sahip olmanin mesleki tatmini
pozitif yonde yordadigini belirtmistir (Baggerly & Osborn, 2006; Boon vd., 2015). Arastirmalar, olumlu
diisiince ve tutumlarin mesleki tatmini de artirdigini gostermektedir (Eksi vd., 2015). Psikolojik
danismanlarin aldiklar1 egitimin niteligi, mesleki 6z yeterlilikleri ve psikolojik danisma hizmeti
vermelerine engel olan durumlar gibi konularin arastirilmasi énemlidir. Psikolojik danisman, psikolojik
danisman danisana fayda saglayamayacagi ve yetersizlik duygusu nedeniyle mesleki doyum acisindan
tatminsizlik yasayacagi diisiiniilmektedir.

Bu baglamda, yukarida da deginildigi lizere, psikolojik danismanlarin mesleki 6z-yeterliklerini,
meslege yonelik tutumlarini ve mesleki doyumlarini inceleyen aragtirmalar olmakla birlikte, psikolojik
danismanlar egitim ve nitelikleri ile psikolojik danisma becerilerine gore inceleyen arastirmalar
sinirhidir. Bu bakimdan psikolojik danisman egitiminde verilen temel uygulama derslerinin yeterlik
goriisleri ile psikolojik danismanlarin yeterlikleri, tutumlar1 ve mesleki doyumlar: incelendiginde,
verilen egitimin niteligine ve ilgili derslerin dnemine katki saglanabilir. Psikolojik danismanlarin
mesleki gelisimleri icin hizmet kalitesini etkileyen faktorlerin ortaya konulmasi 6nemli gériilmektedir.
Psikolojik danismanlarin egitimleri sirasinda aldiklari temel dersler, psikolojik yardim siireci ve bunlari
ne olciide yararli bulduklar, aldiklar: egitimin niteligi hakkinda bilgi vermektedir. Bu bilgiler 1s181nda
Ogretim programinin farkli bir bakis agisiyla incelenmesine katki saglayabilir. Benzer sekilde, psikolojik
danismanlarin psikolojik danisma becerilerinin yeterliklerinin degerlendirilmesinin énemli oldugu
diisiintilmektedir.

Psikolojik danismanlarin psikolojik danisma becerilerinin, psikolojik danisma yardimi
saglamaya yonelik tutumlarinin ve mesleki doyumla iliskisinin incelenmesi, psikolojik danisma ve
rehberlik mesleginin ve meslek kadrosunun gelisimi acisindan 6énemli goriilmektedir. Bu nedenle bu
arastirmada, psikolojik danismanlarin bireyle ve grupla psikolojik danisma uygulama derslerinin
verimliligi, psikolojik danisma ilke ve teknikleri ya da esdegerlerine iligskin verimlilik goriisleri acisindan
mesleki doyum, psikolojik danisma becerileri ve psikolojik danisma yardimi vermeye yonelik
tutumlarinda anlamli bir farklilk olup olmadigi arastirilmistir. Ayrica psikolojik danismanlarin
psikolojik danisma becerilerinin ve psikolojik danigsma yardimi saglamaya yonelik tutumlarinin mesleki
doyumlari iizerindeki etkileri incelenmistir.

Yontem

Arastirmanin calisma grubunu egitim kurumlarinin farkli kademelerinde (Anaokuluy, ilkokul,
ortaokul, ortadgretim ve Rehberlik ve Arastirma Merkezleri) gorev yapan 309 rehber 6gretmen (230
kadin ve 79 erkek) olusturmustur. Katilimcilarin ¢ogunlugu 0-5 y1l (n=145, %46,9), 89 katilimc1 (%28,8)
6-10 y1l, 26 kisi (%8,4) 11-15 y1l, 49 katihmc1 (%15,9) 15 yil ve lizeri stiredir ¢alismaktadir.

Katilmcilarin 258'i (%83,5) devlet okullarinda gorev yaparken, 51'i (%16,5) 6zel okullarda
gorev yapmaktadir. Sectikleri derslerin lisans egitimlerinde verimliligi soruldugunda katihmcilarin
26's1 (%8,4) lisans egitimlerinde aldiklar: bireysel rehberlik dersinin verimli olmadigini, 90'1 (%29,1)
az verimli, 193'0 (%62,5) ise verimli oldugunu belirtmistir. Benzer sekilde katilimcilarin 34'i (%11)
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lisans egitiminde aldiklar1 grupla psikolojik danisma dersinin verimli olmadigini, 118'i (%38,2) az
verimli, 157'si (%50,8) ise verimli oldugunu belirtmistir. Yine katilimcilarin 22'si (%7,1) lisans
egitiminde aldiklari rehberlik ilke ve teknikleri dersinin verimli olmadigini, 83"l (%26,9) biraz verimli
oldugunu, 204"l (%66) ise verimli oldugunu diisiinmektedir.

Veri toplama araci olarak Mesleki Doyum Olgegi (MDO), Psikolojik Danisma Becerilerini Olcmek
Icin Damigsman Beceri Olgegi (PDBODBO) ve Psikolojik Danigsma Yardimi Vermeye iliskin Tutum Olgegi
(PDYVYTO) ve Kisisel Bilgi Formu kullamlmistir. Toplanan veriler SPSS (Statistical Package for Social
Sciences) for Windows 22.0 ile analiz edilmistir. Psikolojik danismanin derslerin verimlilik diizeylerine
iliskin goriislerinin psikolojik danisma becerileri, psikolojik danisma yardimi vermeye ydnelik tutumlari
ve mesleki doyumlar1 arasindaki farkliliklar test etmek icin Kruskal Wallis ve Mann-Whitney U testinin
parametrik olmayan testlerinden yararlanilmistir. Psikolojik danismanin psikolojik danisma
becerilerinin ve psikolojik danisma hizmetlerine yonelik tutumlarinin mesleki doyumlarini agiklayip
aciklamadig1 basamakl ¢oklu regresyon yontemleri ile test edilmistir.

Bulgular

Arastirmanin parametrik olmayan istatiksel yontemlerle analiz edilen bulgulari, katilimcilarin
bireyle ve grupla psikolojik danisma ile psikolojik danisma ilke ve teknikleri derslerine iliskin verimlilik
goruslerinde anlaml farkhiliklar oldugunu gostermistir.

Bu analizlerin sonuglarina gore hem MDO (x2= 13,18; p<.05), hem PDBODBO (x2= 21.09; p<.05)
hem de PDYVYTO (x2 = 25.03; p<.05) puanlarinin bireyle psikolojik danisma dersinin verimliligi ile ilgili
gorlslere gore istatiksel acidan anlaml bir farklilik gésterdigi tespit edilmistir. Sonuclar, dersi "biraz
verimli” bulan grup ile "verimli" oldugunu diisiinen grup arasinda, dersi "verimli" bulan grup lehine
istatistiksel olarak anlamli bir fark oldugunu ortaya koymustur (p<.05).

Grupla psikolojik danisma dersinin verimliligine iliskin goriislere géore hem MDO (x2= 8.20;
p<.05), hem PDBODBO (x2= 13.03; p<.05) hem de PDYVYTO (x2= 17.42; p<.05) puanlan istatiksel
acidan anlamh farkhlasirken; "verimli" bulan grup lehine istatiksel olarak anlaml fark bulunmustur

(p<.05).

Benzer sekilde, analiz sonuclarina gore, psikolojik danisma ilke ve teknikleri dersinin
verimliligine iliskin psikolojik damsman gériisleri acisindan hem MDO (x2= 16.18; p<.05), hem
PDBODBO (x2= 27.01 ; p<.05) hem de PDYVYTO puanlari arasinda(x2= 34.34 ;p<.05) istatiksel agidan
anlamhli bir fark oldugu; bu farkin "verimli" bulan grup lehine istatiksel olarak anlaml sekilde
farklilastigi bulunmustur. (p<.05).

PDBODBO ve PDYVYTO toplam puanlarinin mesleki doyumu yordama diizeyleri coklu
regresyon ile analiz edilmistir. Elde edilen sonuglara gore, psikolojik danismanlarin psikolojik danisma
becerileri ve psikolojik danisma yardimi vermeye yonelik tutum puanlari toplami1 %20,9 oraninda
mesleki doyumlarini aciklamaktadir. Psikolojik danigsmanlarin lisans egitimleri siiresince aldiklari
egitimin niteligi, psikolojik danisma beceri yeterlilikleri ve psikolojik danisma yardimi vermeye yonelik
olumlu tutumlar birlikte degerlendirildiginde mesleki doyumlar: agisindan 6énemli bir etken oldugu
sonucuna varilabilir. Psikolojik danismanlarin psikolojik danisma siireci sonunda danisanlarin gelisim
ve degisimine katkilarinin farkinda olmalarinin mesleki doyum saglayacagi varsayilmaktadir.
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Tartisma ve Sonug

Psikolojik damismanlarin bireyle ve grupla psikolojik danmisma wuygulama derslerinin
verimliligine iliskin goriislerine goére mesleki doyum, psikolojik danisma becerileri ve psikolojik
danisma yardimi vermeye yoOnelik tutum diizeyleri arasinda anlamh bir farklhilik olup olmadigi
incelenmistir. Elde edilen bulgulara gore, ilgili derslere iliskin verimlilik goriisleri gruplar1 arasinda
anlaml bir farklilik oldugu tespit edilmistir.

Atict ve Cam (2013) yaptiklar1 calismada uygulama derslerinin 6zellikle teorik bilgilerin
uygulanmasinda ve okul psikolojik danisma becerilerinin gelistirilmesinde etkili oldugunu
belirtmislerdir. Liilecimin (2015) calismasinda grupla psikolojik danisma egitimi alan psikolojik
danisman adaylari, stipervizyon geri bildirimi almanin psikolojik danisma becerilerinin ve
eksikliklerinin gelisiminde etkili oldugunu ve uygulama sayisinin artirilmasi gerektigini belirtmislerdir.
Yildirim (2020), bir stipervizor ile psikolojik danisma seansi yiiriiten psikolojik ve fiziksel dinleme
becerilerinin, bir stipervizor ile herhangi bir seans yapmayanlara gore daha ytiksek diizeyde oldugunu
belirtmistir.

Danisman adaylarinin silipervizor destegi asmalar1 ve meslegin ilk yillarinda yoneticileri
tarafindan takdir edilmesi, yoneticilerinden ve danisanlarindan olumlu geri bildirim almalar1 gibi
cevresel faktorler, psikolojik danismanlarin mesleki gorev ve sorumluluklarini etik kurallar
cercevesinde yerine getirme yoniinde olumlu bir egilim gostermelerini saglayabilir. Maslow'un saygi
ihtiyacina gore basari ve karsilikli saygi bireyin kendine olan giivenini artiracaktir. Psikolojik danisma
yardimi vermeye yoOnelik olumlu davranigsal tutumlara sahip olacaklar1 ve Vroom'un Beklenti
Kurami'na gore derslerin verimliligine yonelik beklentilerinin karsilanmasinin davraniglarinin
stirekliligini motive edecegi 6ngoriilmektedir. Larson (1998) da psikolojik danisma siirecinin basaril
sonug¢lanmasinda psikolojik danismanlarin 6zyeterlik inanglarinin etkili oldugunu belirterek bu goriisii
desteklemektedir. Danisan icin etkili ve verimli bir basar1 ile sonug¢lanan danigsmanlik strecinin,
danisman icin de mesleki bir doyum kaynagi olacag diisiiniilmektedir.

Ayrica psikolojik danismanlarin mesleki doyum diizeylerinin, psikolojik danisma becerilerinin
ve psikolojik danisma yardimi vermeye yonelik tutumlarinin psikolojik danisma ilke ve teknikleri
dersinin etkililigine iliskin goriislerine gore anlamli bir farklilik gésterip gostermedigi incelenmistir.
Elde edilen bulgulara gore, derse iliskin verimlilik goriisleri gruplari arasinda anlamli bir farklilik oldugu
gorilmiistir.

Yaka (2011), psikolojik danisman adaylarinin beceri egitimi almadan 6nceki ve sonraki davranis
ve tepkilerini ile bu oturumlardaki etkililiklerini arastirarak psikolojik danisman egitiminde beceri
egitiminin O6nemini vurgulamistir. Sarpdag (2019), psikolojik danismanlarin 6z yeterlilikleri ile
psikolojik danisma becerileri arasinda pozitif yonde anlaml bir iliski oldugunu belirtmektedir. Benzer
sekilde Eksi vd. (2015) psikolojik danisman 6z yeterlik ve dinleme becerilerinin birlikte mesleki tatmini
pozitif yonde ve anlamli yonde etkiledigini belirtmislerdir.

Haskan- Avci, Tuna, Biiylik¢olpan, Giingér ve Yoriikoglu (2019) yaptiklar1 calismada
danisanlarin bir uzmandan psikolojik yardim almak istediklerinde 6zge¢misleri, egitimleri, uzmanlik ve
deneyim alanlar1 agisindan kariyer niteliklerine, yas, cinsiyet ve yasam goriisleri agisindan kisisel
ozelliklerine dikkat ettikleri sonucuna varmislardir. Etkili bir psikolojik danisma iliskisi, psikolojik
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danismanlarin kendilerine ve yapilanmalarina yonelik duygu ve tutumlarindan etkilenir. Danismanin
kendisine yonelik tutumlar1 disa doniik davranislarini da etkilemektedir (Egan, 1990).

Psikolojik danismanlarin mesleki doyumlarini yordayan faktorler incelendiginde, psikolojik
danisma becerilerinin %18,6 oraninda, psikolojik danisma yardimi vermeye yonelik tutumlarinin ise
%2,3 oraninda mesleki doyumlarim1 yordadigi goriilmiistiir. Bu bulguya gore, psikolojik danisma ve
rehberlik boliimii egitim programi kapsaminda yer alan beceri derslerinin verimliliginin artirilmasinin
beceriler konusundaki yeterliligi de artirabilecegi sdylenebilir. Psikolojik danismanlarin 6z yeterlik
diizeylerinin artmasina bagl olarak mesleki doyum diizeyleri de artmaktadir. Oz- Soysal, Uz- Bas ve
Aysan'in (2016) ¢alismasina gore okul psikolojik danismanlarinin kuramsal ve uygulamali bilgi, beceri
ve donanimlarini yeterli diizeyde gormedikleri ve bu eksikligin nedeninin siipervizyon egitimi basta
olmak tlizere lisans veya lisansiistli egitim siireclerindeki eksiklikler oldugu tespit edilmistir. Karatas-
Sahin ve Baltaci'nin (2013) calismasinda psikolojik danismanlarin lisans egitimlerinin yeterliligine
iliskin gorisleri arastirilmis ve elde edilen bulgular su sekilde 6zetlenmistir; Okul rehber 6gretmenleri
aldiklari egitimle ilgili goriislerini bildirmisler ve ikisi teorik olarak yeterli oldugunu, ticii uygulamal
derslerin yetersiz oldugunu, li¢ii ise egitimin genel olarak yetersiz oldugunu belirtmislerdir. Yiiksel-
Sahin (2016), beceri egitimindeki teorik bilgilerin oturumda etkili bir sekilde kullanilabilmesi icin
olumlu tutuma sahip olmak gerektigini belirtmektedir. Mesleki doyum ac¢isindan psikolojik danisman
adaylarinin aldiklar1 egitimin kalitesi, psikolojik danisma beceri yeterlilikleri ve psikolojik danisma
yardimi vermeye yonelik olumlu tutumlar: birlikte degerlendirildiginde 6nemli faktorler olarak one
cikmaktadir.

Okul psikolojik danismanlarinin 6grencilerin sorunlarini ele alma, dnleme ve miidahale etmede
giicliikler yagadiklar goriilmektedir (Oz- Soysal vd., 2016). Cagdas egitim ve dgretim calismalarinin
merkezinde olan 6grencilerle psikolojik danismanlar arasinda verimli iliski kurabilmek i¢in 6grencilerin
beklentilerini bilmek gerekmektedir. Ogrencilerin gereksinimlerine karsilik bulmalarina, basarilarini
artirmaya ve saghkh Kkisilik gelisimlerine yardimc olmaktadir. Ogrencilere katki saglanmadig
duurmlarda egitim-6gretim calismalarinda verimi azalmaktadir (Savas, 2006). Kinali (2000), rehber
o0gretmenlere mesleki gelisim olanaklar1 saglandiginda ve psikolojik danismanlar kendilerini bu
gelisime adapte edebildiklerinde islerini isteyerek yapacaklarini ve mesleki doyum diizeylerinin
artacagini belirtmektedir.

Oneriler

Arastirma sonucunda, literatiire katki saglamak amaciyla, psikolojik danisma yardimi vermeye
yonelik tutum, mesleki doyumu etkileyen bireysel ve cevresel faktorler ile ¢esitli demografik bilgileri
bir arada degerlendiren kapsaml c¢alismalarin yapilmasi onerilebilir. Mesleki doygunlugun yiiksek
diizeyde olmasi goz oniine alindiginda, lisans programlarinda psikolojik danisma becerilerine yonelik
egitimin niteliginin artirilmasina yonelik calismalarin yapilmasi énemli goriilmektedir.
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Abstract

The aim of the research is to investigate the web pedagogical content knowledge and attitudes towards distance
education of students enrolled in the Faculty of Sports Sciences. A total of 355 randomly selected students from
Erciyes University's Faculty of Sports Sciences participated in the study. The research utilized the Distance
Education Attitude Scale, Web Pedagogical Content Knowledge Scale, and a personal information form prepared
by the researcher. Independent t-test statistics were used to compare the scores obtained from the scales in
terms of gender, internet access status, computer availability, previous experience with distance education, and
taking courses in information technologies. One-way analysis of variance (LSD) test statistics were used for
comparisons based on class, overall weighted grade point average, place of residence, and the perception of the
university's distance education facilities. As a result, no statistically significant differences were found based on
the gender variable, while significant differences were identified with respect to class, overall weighted grade
point average, place of residence, internet access status, computer availability, previous experience with
distance education, and the perception of the university's distance education facilities. Furthermore, when
examining the results of correlation and regression, a significant negative relationship was observed between
web pedagogical content knowledge and the limitations of distance education, explaining 14.1% of the total
variance. Students with an adequate level of web content knowledge tend to have more positive attitudes
toward distance education. With their sufficient web content knowledge, students can be more effective in
focusing on online courses, which can potentially contribute to their academic success.

Keywords: Web pedagogical content, distance education, sports.

Introduction

COVID-19, initially emerged in December in the city of Wuhan, Hubei Province, China, was
officially identified on January 13, 2020, through research conducted on a group of individuals
displaying symptoms of respiratory distress, including fever, cough, and shortness of breath (Til, 2020).
The pandemic is defined as a rapidly spreading epidemic disease, necessitating essential measures to
combat the virus and prevent its transmission, such as hygiene regulations, mask usage, and social
isolation (Yilmaz, 2020).

In Tiirkiye, a series of measures were taken to fight against this disease. These measures
included curfews, travel restrictions, quarantine procedures, and restrictions on educational activities
in schools (Yilmaz, 2020). Schools were initially temporarily closed on March 16, 2020, followed by a
nationwide transition to distance education (Ministry of National Education [MoNE], 2020a). The
Ministry of National Education announced the initiation of remedial education through the National
Education Information Network [EBA] on the internet and the Turkish Radio and Television
Corporation [TRT] on television by making changes to the weekly lesson plans (MoNE, 2020b). Over
twenty million students and more than a million teachers in Tiirkiye transitioned to distance education.
During this period, educators attempted to ensure the continuity of education through online platforms,
although they had not been adequately trained in distance education methods (Karip, 2020).

Web pedagogical content knowledge, a component of web-based education, encompasses the
integration of instructional content with web-based resources and pedagogical principles (Lee & Tsai,
2010). Educators need to understand both the content and how to effectively integrate web resources
into their teaching. Adequate pedagogical knowledge is essential for utilizing technology effectively in
education. Individuals who lack the necessary pedagogical knowledge may struggle to harness the
potential of technology in their teaching (Angeli & Valanides, 2009).
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In Tiirkiye, web-based distance education is primarily implemented through the Distance
Education Application and Research Centers [UZEM] of various universities, including Anadolu
University, Istanbul University, and Atatiirk University. However, the rapid transition to emergency
distance education, which required unique adaptations, was crucial for the continuity of education
during the COVID-19 pandemic. Emergency structured distance education involves shifting to online
instruction during crises or emergencies, with the potential to revert to traditional face-to-face teaching
once the crisis subsides (Hodges et al.,, 2020).

The effectiveness of remote learning is influenced by various factors, including access to
technological tools, students' learning environments, the support provided by families, pandemic-
related stress and anxiety levels, and other variables (TEDMEM, 2021). Comparing online education to
in-person learning is a complex endeavor due to multiple reasons, including the necessity to consider
different media as equal methods of knowledge delivery and the impact of various factors on learning
outcomes (Hodges et al., 2020).

The transition to remote education during the COVID-19 pandemic posed various challenges.
While students in urban areas generally had better access to online programs, those in rural areas often
faced connectivity issues. Moreover, students' lack of knowledge about using computers, tablets,
phones, and other communication devices might lead to difficulties in accessing remote education
activities. Additionally, students with insufficient web pedagogical content knowledge might struggle to
navigate online interfaces, potentially leading to negative attitudes towards distance education.

This study aims to determine the levels of web pedagogical content knowledge and the thought
levels regarding distance education among physical education and sports teacher candidates and
investigate the relationship between these two factors."

Method
Research Model

This study adopts a relational survey model. This survey model can be defined as one that aims
to determine the existence and/or degree of mutual variation between two or more variables (Karasar,
2007). Given that this research is intended to conduct a situational analysis of the relationship between
the web pedagogical content knowledge and attitudes towards distance education of students enrolled
in the Faculty of Sports Sciences at Erciyes University, it carries a descriptive nature.

Research Group

The research will be conducted through a study group. The study group consists of 2nd, 3rd, and
4th-year students studying in various departments of the Faculty of Sports Sciences, selected using a
random method.
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Table 1. Socio-demographic characteristics of participants

Variable N %
Gender Female 129 36,3
Male 226 63,7
2 58 16,3
Class 3 160 45,1
4 137 38,6
2.01-2.50 46 13,0
General Weighted Grade Point 2.51-3.00 177 49,9
Average (GPA) 3.01-3.50 114 32,1
3.51-4.00 18 51

Village 14 3,9

. District 32 9,0
Place of Residence Province 82 231
Metropolitan 227 63,9
s Yes 342 96,3

Internet Accessibility Status No 13 37
gy Yes 294 82,8
Computer Availability No 61 17.2
Participation in Information Yes 320 90,1
Technology Courses No 35 9,9
Previous Experience with Distance Yes 316 89,0
Education No 39 11,0
Very Inadequate 12 3,4
Perceptions of Your University's Inadequate 125 35,2
Distance Education Facilities Adequate 186 52,4
Very Adequate 32 9,0

Data Collection Tools

Informed consent forms were obtained from the participants before the administration of the
measurement tools. During the administration, researchers provided necessary explanations to the
participants over an extended period, without rushing, to create an assessment process that is
sufficiently comprehensive for the participants. Moreover, conducive conditions were provided for the
participants to comfortably fill out the forms. The data collection instruments used in the study were
configured as the Web Pedagogical Content Knowledge Scale, the Distance Education Attitude Scale, and
a Socio-Demographic Information Form.

Socio-Demographic Information Form

When creating the socio-demographic information form for the study, a pool of characteristics
to be examined in the students was established by researching existing web pedagogical content
knowledge and attitudes toward distance education scales in the literature. Subsequently, feedback was
obtained from statistical experts to create the socio-demographic information form. This socio-
demographic information form includes nine questions concerning participants' gender, class, general
weighted grade point average, place of residence, internet accessibility status, computer availability,
participation in information technology courses, prior experience with distance education, and their
perceptions of their university's distance education facilities.

Distance Education Attitude Scale

The Distance Education Attitude Scale [UETO], developed by Agir et al., (2008), consists of
twenty-one items. The items in the scale are rated on a five-point Likert scale (1- Strongly Disagree, 2-
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Disagree, 3- Undecided, 4- Agree, 5- Strongly Agree). In the UETO, a total of seven items are reverse-
scored, and these items also constitute the sub-dimension of "Limitations of Distance Education". The
minimum and maximum scores that can be obtained for the UETO's sub-dimensions and the entire scale
are as follows: For the sub-dimension "Advantages of Distance Education," the scores range from 14 to
70, for "Limitations of Distance Education,” they range from 7 to 35, and for the entire scale, they range
from 21 to 105. A higher score on the UETO indicates a more positive attitude toward distance
education, while a lower score reflects the opposite. The scale's reliability was calculated as a test-retest
reliability of 0.799 and a Cronbach's Alpha reliability coefficient of 0.835.

Web Pedagogical Content Knowledge Scale

The scale was developed by Lee, Tsai, and Chang (2008) and adapted to Turkish by Horzum
(2011). The scale was designed using a 5-point Likert scale. The participation levels are rated as 1, 2, 3,
4, 5. The scale comprises a total of 30 items and is composed of five factors. The factors are General Web,
Communicative Web, Pedagogical Web, Web Pedagogical Content, and Attitude Toward Web-Based
Instruction. The internal consistency coefficient of the scale is reported as 0.94. For this study, the
internal consistency coefficient of the scale was calculated as 0.98.

Analysis of Data

Personal information of the participants, inventory total scores, and factor scores are provided
in frequency (f) and percentage (%) values. The Kolmogorov-Smirnov test and skewness-kurtosis
values were examined to determine the distribution of scores from the scales. The results indicated that
the data distribution was within the +/-1 range, which is considered normal without extreme deviations.
Therefore, parametric test statistics were used for comparing the data. Independent t-tests were used
for binary comparisons of scores from the scales, while one-way analysis of variance (ANOVA) was used
for comparing three or more variables. In cases where significant differences were detected in sub-
dimensions because of one-way ANOVA, the LSD test statistic, which is used for pairwise comparisons
with homogenous distribution and unequal group sizes, was used. Pearson's product-moment
correlation analysis (r) was used to reveal the relationship between the scores obtained from the scales,
and multiple regression analysis (3) was applied to determine if the scores predicted each other.

Ethical Approvals for the Research

In this study, all rules specified under the "Higher Education Institutions' Scientific Research and
Publication Ethics Directive" have been adhered to. None of the actions listed under the second section
of the directive titled "Actions Contrary to Scientific Research and Publication Ethics" were carried out.
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Findings

Table 2. Descriptive statistics of participants' scores on web pedagogical content knowledge and attitudes toward

distance education scales

Scale N Min. Max. X+SD Skewness Kurtosis Kolmggorov-
Smirnov

General Web 355 3,00 5,00 4,32+0,54 -,575 -,766 ,000
Communicative Web 355 3,00 5,00 4,41+0,50 -,718 -,314 ,000
Pedagogical Web 355 2,71 5,00 4,49+0,54 -,891 -,160 ,000
Web Pedagogical Content 355 2,40 5,00 4,40+0,55 -,738 -,068 ,000
Attitude Toward Web-Based 355 300 500 443:061  -688 867 ,000
Instruction

Total Web Pedagogical 355 3,18 500 4,41+0,46 -,684 -,648 ,000
Advantages of Distance Education 355 1,14 4,43 2,85+0,60 ,150 -,004 ,145
Limitations of Distance Education 355 1,00 4,71 2,53+0,78 ,302 -,381 ,000

When Table 2 is examined, it is determined that the sub-dimensions of web pedagogical content

knowledge and attitudes towards distance education of students in the Faculty of Sports Sciences are as

follows: the general web dimension is 4.32+0.54, the communicative web dimension is 4.41+0.50, the

pedagogical web dimension is 4.49+0.54, the web pedagogical content dimension is 4.40+0.55, the

attitude towards web-based instruction dimension is 4.43+0.61, the total web pedagogical dimension is

4.41+0.46, the advantages of distance education dimension is 2.85+0.60, and the limitations of distance

education dimension is 2.53+0.78.

Table 3. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores

according to participants' gender

Scale Gender N X+SD t p

General Web Female 129 4,33+0,54 ,068 ,946
Male 226 4,32+0,54

Communicative Web Female 129 4,36+0,52 -1,440 ,151
Male 226 4,44+0,49

Pedagogical Web Female 129 4,52+0,51 1,021 ,308
Male 226 4,46+0,56

Web Pedagogical Content Female 129 4,36+0,57 -1,070 ,285
Male 226 4,42+0,53

Attitude Toward Web-Based Female 129 4,42+0,62 -,220 ,826
Instruction Male 226 4,44+0,60

Total Web Pedagogical Female 129 4,40+0,46 -,379 ,705
Male 226 4,42+0,46

Advantages of Distance Education Female 129 2,80+0,61 -1,356 ,176
Male 226 2,89+0,60

Limitations of Distance Education Female 129 2,47+0,84 -1,021 ,308
Male 226 2,56+0,74

When Table 3 is examined, no significant difference was found in the sub-dimensions of web

pedagogical content knowledge and attitude towards distance education among the students of the

Faculty of Sports Sciences based on the gender variable (p>0.05).
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Table 4. Comparison of web pedagogical content knowledge and attitude toward distance education scale scores by

participants’ classifications

Scale Class N X+SD f p LSD
General Web 2a 58 4,39+0,55
3b 160 4,22+0,60 5,795 ,003 ?;E
4¢ 137 4,42+0,44
Communicative Web 2a 58 4,51+0,46
3b 160 4,32+0,55 4,546 011 ;";b
4e 137 4,46+0,44 ¢
Pedagogical Web 22 58 4,51+0,58
3b 160 4,42+0,57 2,502 ,083 -
4¢ 137 4,56+0,47
Web Pedagogical Content 2a 58 4,42+0,51
3b 160 4,32+0,62 3,102 ,046 b<c
4c 137 4,48+0,44
Attitude Toward Web-Based 2a 58 4,45+0,53
Instruction 3b 160 4,38+0,64 1,309 272 -
4c 137 4,49+0,59
Total Web Pedagogical 2a 58 4,46+0,45
3b 160 4,33+0,50 4,456 ,012 b<c
4c 137 4,48+0,39
Advantages of Distance Education 2a 58 2,67+0,53
3b 160 2,94+0,57 4,503 ,012 a<b
4c 137 2,83+0,65
Limitations of Distance Education 22 58 2,36+0,64
3b 160 2,67+0,77 4,981 ,007 i:z
4c 137 2,44+0,82

When Table 4 is examined, it is observed that among the students of the Faculty of Sports

Sciences, significant differences were found in the sub-dimensions of general web, communicative web,

web pedagogical content, web pedagogical total, advantages of distance education, and limitations of

distance education based on their class levels (p<0.05); however, no significant differences were found

in the sub-dimensions of pedagogical web and attitude towards web-based instruction (p>0.05).
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Table 5. Comparison of web pedagogical content knowledge and attitude toward distance education scale scores
by participants' GPA variable

Scale GPA N X+SD f p LSD
General Web 2.01-2.502 46 4,16+0,49
2.51-3.00b 177 4,39+0,51
3.01-3.50¢ 114 4,29+0,58 2,516 058 i
3.51-4.00¢ 18 4,37+0,59
Communicative Web 2.01-2.502 46 4,37+0,41
2.51-3.00b 177 4,39+0,52
3.01-3.50¢ 114 4,45+0,51 382 766 i
3.51-4.00d 18 4,41+0,53
Pedagogical Web 2.01-2.502 46 4,25+0,61 a<b
2.51-3.00b 177 4,51+0,52 3953 009 a<c
3.01-3.50¢ 114 4,51+0,53 ’ ’ a<d
3.51-4.00d 18 4,68+0,38
Web Pedagogical Content 2.01-2.5072 46 4,25+0,44
2.51-3.00P 177 4,45+0,56
3.01-3.50¢ 114 4,37+0,55 1,805 146 i
3.51-4.00d 18 4,41+0,54
Attitude Toward Web- 2.01-2.502 46 4,28+0,60
Based Instruction 2.51-3.00b 177 4,44+0,62
3.01-350c 114  449+0,61 1,344 260 -
3.51-4.00d 18 4,43+0,44
Total Web Pedagogical 2.01-2.5072 46 4,26+0,41
2.51-3.00b 177 4,44+0,47
3.01-3.50¢ 114 4,42+0,45 1,968 118 )
3.51-4.004 18 4,46+0,44
Advantages of Distance 2.01-2.5072 46 2,93+0,74
Education 2.51-3.00b 177 2,76+0,58
3.01-3.50¢ 114 2,95£0,58 2,616 051 bec
3.51-4.004 18 2,90+0,46
Limitations of Distance 2.01-2.502 46 2,66+0,85
Education 2.51-3.00b 177 2,48+0,78
’ ’ 1,089 ,354 -
3.01-3.50¢ 114 2,58+0,78
3.51-4.00d 18 2,34+0,47

When Table 5 is examined, it is found that among the students of the Faculty of Sports Sciences,
significant differences were detected in the sub-dimensions of pedagogical web and advantages of
distance education based on their GPAs (p<0.05); however, no significant differences were observed in
the sub-dimensions of general web, communicative web, web pedagogical content, attitude towards
web-based instruction, web pedagogical total, and limitations of distance education (p>0.05).
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Table 6. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants’ place of residence variable

Scale Place of Residence N X+SD f p LSD
General Web Village? 14 4,02+0,48
Districtb 32 4,22+0,58
Provincec 82 4,32+0,50 2,272 080 a<d
Metropolitand 227 4,36+0,55
Communicative Web Villagea 14 4,24+0,53
Districtb 32 4,26+0,54
Provincec 82 4,34+0,47 2,842 038 b<d
Metropolitand 227 4,46+0,50
Pedagogical Web Village? 14 4,28+0,59
Districtb 32 4,31+0,56
Provincec 82 4,48+0,50 2,209 087 b<d
Metropolitand 227 4,52+0,54
Web Pedagogical Content Village2 14 4,36+0,54
Districtb 32 4,27+0,66 1026 381
Provincec 82 4,36+0,51 ’ ’ i
Metropolitand 227 4,43+0,54
Attitude Toward Web- Village? 14 4,11+0,84
Based Instruction Districtd 32 4,30+0,62
Provincec 82 4,41£0,62 2,391 068 a<d
Metropolitand 227 4,48+0,58
Total Web Pedagogical Villagea 14 4,20+0,51
Districtt 32 4,27+0,52 a<d
’ ! 2,734 ,044
Province¢ 82 4,38+0,42 b<d
Metropolitand 227 4,45+0,45
Advantages of Distance Village2 14 2,80+0,61
Education Districtb 32 2,94+0,71
Provincec 82 2,91+0,63 725 538 i
Metropolitand 227 2,82+0,58
Limitations of Distance Village? 14 2,66+0,75
Education Districtb 32 2,67+0,95
Provincec 82 2,60+0,80 1,080 357 )
Metropolitand 227 2,48+0,74

When Table 6 is examined, it is found that among the students of the Faculty of Sports Sciences,
significant differences were detected in the sub-dimensions of general web, communicative web,
pedagogical web, attitude towards web-based instruction, and web pedagogical total based on their
place of residence (p<0.05); however, no significant differences were observed in the sub-dimensions
of web pedagogical content, advantages of distance education, and limitations of distance education
(p>0.05).
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Table 7. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants' internet access status

Scale Internet Accessibility Status N X+SD t p

General Web Yes 342 4,34+0,54
No 13 4,03+0,54 1,989 068

Communicative Web Yes 342 4,42+0,50
No 13 4,10+£0,43 2,587 022

Pedagogical Web Yes 342 4,51+0,52
No 13 3,90+0,75 2,892 013

Web Pedagogical Content Yes 342 4,41+0,55
No 13 4,15+0,46 1,937 074

Attitude Toward Web- Yes 342 4,45+0,60
Based Instruction No 13 4,06%0,75 1,852 ,088

Total Web Pedagogical Yes 342 4,42+0,45
No 13 4,05+0,55 2447 030

Advantages of Distance Yes 342 2,86+0,60
Education No 13 2,63£0,61 1368 195

Limitations of Distance Yes 342 2,51+0,77
Education No 13 3,04+0,69 2458 014

When Table 7 is examined, it is determined that among the students of the Faculty of Sports
Sciences, significant differences were found in the sub-dimensions of communicative web, pedagogical
web, web pedagogical total, and limitations of distance education based on their internet access status
(p<0.05); however, no significant differences were found in the sub-dimensions of general web, web
pedagogical content, attitude towards web-based instruction, and advantages of distance education
(p>0.05).

Table 8. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants' computer ownership status

Scale Computer Availability N X+SD t P
+
General Web \l(\le; 26914 ﬁg;g:ig 2,975 004
. . +
Communicative Web T\Iec? 26914 3:32;8:2; 2,732 ,007
: +
Pedagogical Web Yes 26914 ijif;gjgé 4,500 000
. +
Web Pedagogical Content T\Ie; 26914 j:gz;g:gg 2,219 ,027
Attitude Toward.Web-Based Yes 294 4,48+0,60 3039 003
Instruction No 61 4,22+0,60 ’ ’
. +
Total Web Pedagogical T\Ieos 26914 i;;;giz 3,682 ,000
. +
o . +
L1m1tagglriz;€(]))ristance T\IGOS 26914 ;22;8;3 -1,245 217

When Table 8 is examined, it is found that among the students of the Faculty of Sports Sciences,
significant differences were detected in the sub-dimensions of general web, communicative web,
pedagogical web, web pedagogical content, attitude towards web-based instruction, and web
pedagogical total based on their computer ownership status (p<0.05); however, no significant
differences were observed in the sub-dimensions of advantages of distance education and limitations of
distance education (p>0.05).
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Table 9. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants' enrollment in information technology courses

Scale Participation in Information N X+SD t p
Technology Courses

General Web Yes 320 4,33+0,55
No 35 4,28+0,45 614 42

Communicative Web Yes 320 4,41+0,51
No 35 4,40+0,45 61 873

Pedagogical Web Yes 320 4,50+0,54
No 35 4,37+0,56 1,287 205

Web Pedagogical Content Yes 320 4,40+0,55
No 35 4,34+0,54 616 D41

Attitude Toward Web-Based Yes 320 4,45+0,60
Instruction No 35 4,29+0,62 1,488 144
Total Web Pedagogical Yes 320 4,42+0,46 1056 297

No 35 4,33+0,44 ’ ’

Advantages of Distance Yes 320 2,83+0,59
Education No 35 3,02+0,67 -1,591 119

Limitations of Distance Yes 320 2,47+0,75
Education No 35 3,07+0,85 ~4,013 000

When Table 9 is examined, it is observed that among the students of the Faculty of Sports
Sciences, a significant difference was found in the sub-dimension of limitations of distance education
based on their enrollment in information technology courses (p<0.05); however, no significant
differences were found in the sub-dimensions of general web, communicative web, pedagogical web,
web pedagogical content, attitude towards web-based instruction, web pedagogical total, and
advantages of distance education (p>0.05).

Table 10. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants’ prior experience with distance education

Scale Previous Experience with N X+SD t p
Distance Education

General Web Yes 316 4,35+0,53
No 39 412+0,55 2,574 010

Communicative Web Yes 316 4,44+0,51
No 39 4,17+0,38 3,884 000

Pedagogical Web Yes 316 4,51+0,53
No 39 4,30+0,56 2,203 033

Web Pedagogical Content Yes 316 4,41+0,56
No 39 4,28+0,43 1,755 085

Attitude Toward Web-Based Yes 316 4,45+0,61
Instruction No 39 4,29+0,59 1,588 113

Total Web Pedagogical Yes 316 4,43+0,46
No 39 4,23+0,41 2,820 007

Advantages of Distance Yes 316 2,87+0,59
Education No 39 2,68+0,67 1,716 093

Limitations of Distance Yes 316 2,54+0,77
Education No 39 2,41+0,85 905 370

When Table 10 is examined, it is found that among the students of the Faculty of Sports Sciences,
significant differences were detected in the sub-dimensions of general web, communicative web,
pedagogical web, and web pedagogical total based on their prior experience with distance education
(p<0.05); however, no significant differences were observed in the sub-dimensions of web pedagogical
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content, attitude towards web-based instruction, advantages of distance education, and limitations of
distance education (p>0.05).

Table 11. Comparison of web pedagogical content knowledge and attitude towards distance education scale scores
according to participants' evaluation of the opportunities provided by their university for distance education

Scale Perceptions of Your University's N X+SD f p LSD
Distance Education Facilities
General Web Very Inadequate? 12 4,32+0,55
InadequateP 125 4,26+0,60
Adequatec 186  4,35+0,53 864 460 i
Very Adequated 32 4,39+0,34
Communicative Web Very Inadequate? 12 4,33+0,46
Inadequate® 125 4,38+0,55
Adequatec 186  4,43+0,47 331,803 i
Very Adequated 32 4,40+0,48
Pedagogical Web Very Inadequate? 12 4,76+0,37
InadequateP 125 4,44+0,58
Adequatec 186  4,51+0,53 L789 149 i
Very Adequated 32 4,41+0,46
Web Pedagogical Very Inadequate? 12 4,35+0,47
Content Inadequate® 125 4,33+0,66
Adequatee 186  442:048 312 270 -
Very Adequated 32 4,53+0,40
Attitude Toward Very Inadequate? 12 4,77+0,38
Web-Based Inadequate® 125 4,35+0,64
Instruction Adequatec 186 4,48+0,59 2,538 056 B
Very Adequated 32 4,35+0,62
Total Web Very Inadequate? 12 4,51+0,38
Pedagogical Inadequate® 125 4,35+0,50
Adequatec 186  4,44+0,44 Lo71 361 i
Very Adequated 32 4,42+0,36
Advantages of Very Inadequate? 12 2,68+0,62 a<d
Distance Education InadequateP 125 2,69+0,61 7411 000 b<c
Adequatec 186 2,92+0,57 ’ ! b<d
Very Adequated 32 3,16+0,61 c<d
Limitations of Very Inadequate? 12 1,85+0,75 a<b
Distance Education Inadequate® 125 2,40+0,79 a<c
Adequatec 186 2,58+0,72 8,021 ,000 a<d
Very Adequated 32 2,95+0,80 b<d
c<d

When Table 11 is examined, it is observed that among the students of the Faculty of Sports
Sciences, significant differences were found in the sub-dimensions of advantages of distance education
and limitations of distance education based on their evaluation of the opportunities provided by their
university for distance education (p<0.05); however, no significant differences were found in the sub-
dimensions of general web, communicative web, pedagogical web, web pedagogical content, attitude
towards web-based instruction, and web pedagogical total (p>0.05).
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Table 12. Correlation analysis of web pedagogical content knowledge and attitude towards distance education scales
N=355 1 2 3 4 5 6 7

General Web (1) r 1
p
Communicative Web r ,627" 1
(2) p ,000
Pedagogical Web (3) r ,594™ ,607™ 1
p ,000 ,000
Web Pedagogical r ,684 ,608™ ,629™ 1
Content (4) p ,000 ,000 ,000
Attitude Toward Web- r ,617" 567" ,599* ,646™ 1
Based Instruction (5) p ,000 ,000 ,000 ,000
Total Web Pedagogical r ,844™ ,809™ ,822™ ,857 ,834™ 1
(6) p ,000 ,000 ,000 ,000 ,000
Advantages of Distance r ,046 ,087 ,006 ,012 -,039 ,024 1
Education (7) p ,387 ,100 ,908 ,820 ,460 ,652
Limitations of Distance r -,249" -,184* -,276" -,280" -,307" -,314* ,495™
Education (8) p ,000 ,000 ,000 ,000 ,000 ,000 ,000

While no significant relationship was found between the overall web size and the advantages of
online education (r=0.046, p=0.387), a low-level negative significant relationship was observed
between the limitations of online education and overall web size (r=-0.249, p=0.000). Similarly, there
was no significant relationship between the communicative web size and the advantages of online
education (r=0.087, p=0.100), but a low-level negative significant relationship was detected between
the limitations of online education and the communicative web size (r=-0.184, p=0.000). The
pedagogical web size showed no significant relationship with the advantages of online education
(r=0.006, p=0.908), while a low-level negative significant relationship was found between the
limitations of online education and the pedagogical web size (r=-0.276, p=0.000). There was no
significant relationship between the web pedagogical content size and the advantages of online
education (r=0.012, p=0.820), but a low-level negative significant relationship was identified between
the limitations of online education and the web pedagogical content size (r=-0.280, p=0.000). The
attitude dimension toward web-based learning had no significant relationship with the advantages of
online education (r=-0.039, p=0.460), while a low-level negative significant relationship was observed
between the limitations of online education and the attitude toward web-based learning (r=-0.307,
p=0.000). Furthermore, no significant relationship was found between the web pedagogical total size
and the advantages of online education (r=0.024, p=0.652), but a low-level negative significant
relationship was identified between the limitations of online education and the web pedagogical total
size (r=-0.314, p=0.000).

Table 13. Regression table for predicting attitude towards distance education values by web pedagogical content
knowledge

Scale B t P R R? F p
= o Advantages ,376 141 28,925 ,000
S o oo of Distance ,238 4,183 ,000
o B3 S w Education
2 %D s % 2 Limitations
$°5 of Distance ~ -432  -7,590  ,000
Education

Table 13 presents a model that demonstrates a significant relationship between web
pedagogical content knowledge and the attitude towards online education (r=0.376,r2=0.141; p<0.05).
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When examining the results of the t-test for the significance of the regression coefficient, it can be
observed that web pedagogical content knowledge predicts the level of advantages (t=4.183, p=0.000)
and limitations (t=-7.590, p=0.000) of online education, explaining 14.1% of the total variance
(f=28.925, p<0.05).

Discussion and Conclusion

In the conducted study, it was determined that there was no statistically significant difference
between the gender of students at the Faculty of Sports Sciences in terms of their web pedagogical
content knowledge and their attitudes towards distance education. A review of the literature revealed
parallel findings to our study. Arslan and Korkmaz (2019) stated that there was no difference in
attitudes towards distance education based on gender. Similarly, Agir (2007) noted that there was no
significant difference in the attitudes of primary school teachers working in private and state schools
towards distance education in terms of gender. Yavuz (2016) conducted a similar study and found no
significant difference in attitudes towards distance education scores based on the gender variable.
However, contrary to the results of our study, findings in the literature indicated otherwise. Gomleksiz
and Fidan (2011), Kaya et al,, (2011), and Kavanoz et al., (2015) concluded in their studies that there
was a significant difference in web pedagogical content knowledge between male and female teacher
candidates. Yenilmez et al,, (2017) and Bahar (2014) found a significant difference in attitudes towards
distance education based on the gender variable in their research. It is suggested that the lack of a
significant difference between students' attitudes towards distance education and web pedagogical
content knowledge based on their gender may be attributed to the fact that theoretical and practical
classes were conducted without gender discrimination both before and after the pandemic.

In our study, significant relationships were identified among students at the Faculty of Sports
Sciences in terms of their classes for the sub-dimensions of general web, communicative web, web
pedagogical content, total web pedagogical, advantages of distance education, and limitations of
distance education, while no significant relationship was found for the pedagogical web and attitude
towards web-based instruction sub-dimensions. Ergenekon (2021) found that students' attitudes
towards distance education varied significantly based on their class variable in a study. Likewise, Ekici
etal,, (2015) determined in their research that students' web pedagogical content knowledge differed
based on the class variable. However, Kazu and Erten (2011) and Kavanoz et al., (2015) did not find a
statistically significant difference in web pedagogical content knowledge based on the class variable in
their studies. When the data from our study is examined, it is generally observed that 4th-year students
create a significant difference in web pedagogical content knowledge and attitudes towards distance
education compared to other classes. The reason for this might be that higher-level students are more
experienced in using computers and the internet for the presentation of course materials and
completion of assignments, leading to an increase in their general web knowledge. As a result, it is
thought that they can access online education courses more easily.

In our study, significant differences were observed in the sub-dimensions of pedagogical web
and the advantages of distance education based on the students' overall weighted grade point averages,
while no significant relationships were found for the sub-dimensions of general web, communicative
web, web pedagogical content, attitude towards web-based instruction, total web pedagogical, and the
limitations of distance education. When considering the students' overall weighted grade point average,
it was found that students with higher averages had higher levels of pedagogical knowledge and also
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had a positive emotional disposition towards distance education. It is believed that academically
successful students actively participate in web-related courses to enhance their computer and web-
related knowledge, resulting in a deeper understanding of web content. Students with adequate web
content knowledge are also expected to have a positive attitude towards distance education, and it is
believed that the results obtained are attributed to this factor.

Upon examination of our research, significant relationships were found in the sub-dimensions
of general web, communicative web, pedagogical web, attitude toward web-based instruction, and total
web pedagogical based on the location of residence for students in the Faculty of Sports Sciences, while
no significant relationships were identified for the sub-dimensions of web pedagogical content, the
advantages of distance education, and the limitations of distance education. In a study conducted by
Ergenekon (2021), it was determined that university students studying in metropolitan areas had
significantly different levels of web pedagogical knowledge compared to those studying in other cities.
Consistent with our results, other studies have concluded that the place of residence does not have a
significant effect on attitudes toward distance education (Kurnaz et al., 2020; Yildirim, 2021). Upon
analyzing the results, it was observed that students living in metropolitan areas had higher levels of web
pedagogical content knowledge compared to students in other locations. Most educational institutions
at the primary and secondary school levels in metropolitan areas have computer laboratories. As a
result, students studying in these schools tend to have higher levels of web content knowledge. It is
believed that the positive impact of quality basic education received in the past has contributed to the
students' high levels of web pedagogical content knowledge. Additionally, the rapid spread of the
internet and technology has made it possible for people in rural areas to access the internet quickly and
smoothly, which may explain the lack of significant differences in attitudes toward distance education
based on the place of residence.

In our study, significant relationships were found in the sub-dimensions of communicative web,
pedagogical web, total web pedagogical, and the limitations of distance education based on the students’
internet access status in the Faculty of Sports Sciences. However, no significant differences were
observed in the sub-dimensions of general web, web pedagogical content, attitude toward web-based
instruction, and the advantages of distance education. Baris (2015) noted in his study on university
students' attitudes toward distance education that the average attitude scores of the participating
students differed based on the variable "continuous internet access." Similarly, in a survey conducted
by Akgiin (2013) with 214 teacher candidates, it was found that the scores for web pedagogical content
knowledge differed between those who used the internet for several hours a day and those who used it
for a few hours a week or month. Upon analyzing our data, it was evident that students with internet
access had higher levels of web pedagogical knowledge compared to those without internet access, and
this difference was statistically significant. Additionally, it was determined that students without
internet access had negative attitudes toward distance education. It is believed that internet access is a
significant variable that influences the level of web pedagogical content knowledge and attitudes toward
distance education.

In your study, significant relationships were found in the sub-dimensions of general web,
communicative web, pedagogical web, web pedagogical content, and attitude toward web-based
instruction based on the students' computer ownership status in the Faculty of Sports Sciences.
However, no significant relationships were observed in the sub-dimensions of the advantages and
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limitations of distance education. Kirali and Alic1 (2016) found in their research that students who had
computers had more positive attitudes toward distance education compared to students who did not
have access to computers. Similarly, Ates and Altun (2008) found that students' computer usage
experiences and their perceived computer skills had a positive impact on their attitudes toward distance
education. Upon analyzing your data, it was evident that students with computer access had higher
levels of web pedagogical knowledge compared to those without computers, and this difference was
statistically significant. On the other hand, computer ownership status did not lead to significant
differences in students' attitudes toward distance education. This might be attributed to the fact that all
students had smartphones, and they were able to access distance education courses through their
phones, making computer ownership less critical for their distance education experiences.

In your study, you found a significant relationship between students' participation in
information technology courses and the limitations of distance education. This means that students who
had taken information technology courses had a more positive attitude toward distance education and
were less likely to perceive limitations. Tiirker and Diindar (2020) emphasized the importance of
adequate hardware in ensuring a smooth experience in distance education. In line with their findings,
your results suggest that students who had not taken information technology courses might struggle to
access and engage with distance education, leading to negative perceptions about it. This highlights the
role of information technology courses in preparing students for effective participation in distance
education, as these courses likely enhance their technological skills and familiarity with web-based
content and tools.

Your study indicates that students who had previously experienced distance education had
higher levels of web pedagogical knowledge. This finding suggests that prior experience with distance
education contributes to a better understanding of web-based teaching and learning methods, as
students gain practical experience and skills in online learning environments. Additionally, the results
show that prior experience with distance education did not significantly impact students' attitudes
toward distance education. This suggests that students who had already gone through distance
education were well-prepared and experienced enough not to perceive significant advantages or
limitations in a new round of distance education. Their prior exposure to online learning might have
made them more comfortable with the format and less prone to concerns or hesitations. In summary,
your study highlights the importance of prior experience in distance education in enhancing students'
web pedagogical knowledge and readiness for online learning, while also demonstrating that this
experience can positively influence their attitudes toward distance education.

When examining the assessment of the opportunities provided by your university for distance
education among students in the Faculty of Sports Sciences, significant relationships were observed in
the sub-dimensions of the advantages of distance education and the limitations of distance education.
However, no significant relationships were found in the sub-dimensions of general web, communicative
web, pedagogical web, web pedagogical content, attitude towards web-based learning, and web
pedagogical total. A review of the literature did not yield any findings related to this variable. From this
perspective, it is believed that this variable will contribute to the literature and make a pioneering
contribution to the field.

When the correlation and regression results of our study were examined, a significant negative
relationship was found between web pedagogical content knowledge and the limitations of distance

781



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2023, 7(3), 766-790

education, explaining 14.1% of the total variance. It can be said that students with a high level of web
pedagogical knowledge do not experience any issues with distance education and, therefore, do not feel
any limitations. Horzum (2012) revealed in their study that web pedagogical content knowledge
significantly increased the web-based teaching scores of teacher candidates. Yazar and Simsek (2015)
found that the average scores for general web pedagogical content knowledge of students taking
computer technology courses were significantly higher. Andoh and his colleagues (2020), in their
research on the evaluation of distance education for university students, highlighted in student opinions
that technological resources should be used more effectively in distance education.

In conclusion, it was determined that students in the Faculty of Sports Sciences have a high level
of web pedagogical content knowledge, while their attitudes towards distance education are at a
moderate level. When examining the variables in our study, it was found that class, overall weighted
grade point average, place of residence, internet access status, computer status, taking computer
technology courses, level of using Office programs, previous experience with distance education,
evaluation of the university's educational quality, and evaluation of the university's distance education
facilities created significant differences, while no significant relationship was found in terms of gender
and age variables. Additionally, when analyzing the correlation and regression results, a significant
negative relationship was found between web pedagogical content knowledge and the limitations of
distance education, explaining 14.1% of the total variance. Students with a sufficient level of web
content knowledge have more positive attitudes toward distance education. Students with adequate
web content knowledge can be more effective in focusing on online classes. This is believed to contribute
to students becoming more academically successful individuals.

Recommendations

Practical training sessions can be provided to students to enhance their skills in effectively using
online resources, content creation, and sharing. This can assist students in better understanding
distance education materials and learning more effectively. Diversifying distance education materials
can increase students' levels of interest. Using different learning resources such as video lectures,
forums, and virtual laboratories can make online learning more engaging for students. To ensure that
all students have equal access to the distance education system, communal spaces with internet
connections and necessary hardware (cafes, libraries, computer labs, etc.) can be made more widely
available. It is essential to regularly gather students' opinions about online classes and receive feedback
to improve the courses. Feedback based on students' experiences can contribute to the enhancement of
course content and teaching methods. Our study was conducted with students in the Faculty of Sports
Sciences. Similar studies can be conducted for other departments in different research projects.
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Spor Bilimleri Fakiiltesi Ogrencilerinin Web Pedagojik i¢erik
Bilgileri ile Uzaktan Egitime Yonelik Tutumlarinin incelenmesi

Giris

Yeni koronaviriis hastaligy, ilk olarak Cin’in Hubei Eyaleti, Vuhan Kenti'nde aralik ayinda ortaya
cikmistir. Viriis, solunum yolunu etkileyip ates, 6kstiriik ve nefes darligi belirtileri gosteren bir grup
insan Uzerinde yapilan arastirmalarla 13 Ocak 2020’de tanimlanmistir. Pandemi, ¢ok ¢abuk yayilan
salgin hastalik olarak tanimlanmaktadir (Til, 2020). Viriis ile miicadele etmek ve bulasiciligi 6nlemek
icin temizlik kurallari, maske kullanimi ve sosyal izalosyon gibi insanlarin birbiri ile temasini en aza
indirecek uygulamalar olduk¢a 6nemli hale gelmistir. Tiirkiye’de bu hastalik ile miicadele kapsaminda
pek ¢cok énlem alinmistir. Insan saghgini korumak amagh yapilan bu uygulamalarin basinda; sokaga
¢ikma yasaklari, seyahat kisitlamalari, karantina siiregleri ve okullardaki egitim 6gretim faaliyetleri ile
ilgili kisitlamalar gelmektedir (Yilmaz, 2020).

Ilk olarak 16 Mart 2020 tarihinde okullar gegici olarak kapatilmis, daha sonra iilke genelinde
uzaktan egitime gecis yapilmistir (Milli Egitim Bakanligi [MEB], 2020a). Milli Egitim Bakanlig1 haftalik
ders programlarinda degisiklikler yaparak, Egitim Bilisim Ag1 [EBA] ile internet iizerinden ve Tirkiye
Radyo Televizyon Kurumu [TRT] ile televizyondan telafi egitimi baslatacagini duyurmustur (MEB,
2020b). Tirkiye’de yirmi milyondan fazla 6grenci ile bir milyondan fazla 6gretmen uzaktan egitime
gecmistir. Bu siire icerisinde yeteri kadar hakim olamadigimiz uzaktan egitim araciligiyla egitimin
devamliligl saglanmaya calisilmistir (Karip, 2020).

Tirkiye’de web tabanh uzaktan egitim, Anadolu Universitesi, Istanbul Universitesi ve Atatiirk
Universitesi ile baz iiniversitelerin Uzaktan Ogretim Uygulama ve Arastirma Merkezleri [UZEM]
araciligy ile gerceklestirilen bir yontem olarak kullanilmaktadir. Uzaktan egitim alt yapilar1 pek cok
tiniversitede bulunup kullanilsa da bu stireg icerisinde “acil uzaktan egitim” isimli bir yapinin olusumu
ve bu siirece 6zel yeni adaptasyonlara ihtiya¢ duyulmustur. Acil yapilandirilmis uzaktan egitim, kriz ya
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da acil durum ortadan kalktiginda eski formatina donerek yiiz yiize ders olarak verilecek olan egitim ya
da 6gretim icin tamamen uzaktan 68retim ¢éziimlerinin kullanilmasini igerir (Hodges vd., 2020). COVID-
19 nedeniyle olusan krize hizlica ¢6ziim olarak 6rgiin egitime gore sekillenmis iiniversiteler, yliz yiize
egitim yerine web tabanli uzaktan egitim araciligiyla dersleri ve programlari devam ettirmek icin hizla
calismalara baslamis, acil uzaktan egitime gecis yapmislardir (Gewin, 2020; Lau vd., 2020).

Bununla beraber 6grencilerin bilgisayar, tablet, telefon vb. iletisim araglarinin kullanimindaki
bilgi eksikliginden kaynakli, ger¢eklestirilecek uzaktan egitim etkinliklerine giris saglamada cesitli
problemlerle karsilasabilecekleri diisiiniilmektedir. Ogrencilerin yeterli diizeyde web pedagojik icerik
bilgisine sahip olmamalari onlarin cesitli internet ara yiizlerine ge¢is yapmakta zorlanabilecekleri ve
bunun sonucunda uzaktan egitime karsi olumsuz diistincelere sahip olabilecekleri diistiniilmektedir. Bu
dogrultuda ¢calismada beden egitimi ve spor 6gretmeni adaylarinin web pedagojik icerik bilgi diizeyleri
ve uzaktan egitim diisiince diizeylerinin belirlenmesi ve iliskilerinin incelenmesi amaglanmistir.

Yontem

«

Bu arastirma iliskisel tarama modelindedir. Bu tarama modeli, “...iki ve daha ¢ok sayidaki
degisken arasinda birlikte degisim varligin1 ve/veya derecesini belirlemeyi amaglayan arastirma
modelleri” seklinde tanimlanabilir (Karasar, 2007). Arastirma; Erciyes Universitesi Spor Bilimleri
Fakiiltesinde 6grenim géren 6grencilerin web pedagojik icerik bilgisi ve uzaktan egitime yonelik tutum
ile demografik 6zellikler arasindaki iliski konularinda durum tespiti yapilacagindan dolay1 betimsel

nitelik tasimaktadir.

Arastirmada katilimcilara yaptirilacak olan 6lgekler uygulanmadan 6nce bilgilendirilmis onam
formu imzalatilmis ve uygulama esnasinda arastirmacilar tarafindan adaylarin her birine genis bir
zaman dilimi igerisinde, acele edilmeden, gerekli aciklamalar yapilarak, katilimcilar i¢in yeterli diizeyde
degerlendirme siireci yaratilmaya calisilmistir. Ayrica adaylarin rahat bir ortamda formlari
doldurmalar: i¢in uygun kosullar saglanmistir. Arastirmada kullanilan veri toplama araglar;; Web
Pedagojik Icerik Bilgisi Olcegi ve Uzaktan Egitim Tutum Olgegi ile Sosyo demografik bilgi formu seklinde
ayarlanmistir. Calisma grubunu tesadiifii yontem ile secilmis Spor Bilimleri Fakiiltesinde farkl
boliimlerde 6grenim goren 2. 3. ve 4. sinif 6grencileri olusturmaktadir.

Bulgular

Calismada spor bilimleri fakiiltesi 6grencilerinin web pedagojik icerik bilgisi ve uzaktan egitim
tutum Olgekleri alt bashklarindan genel web boyutu 4,32+0,54, iletisimsel web boyutu 4,41+0,50,
pedagojik web boyutu 4,49+0,54, web pedagojik icerik boyutu 4,40£0,55, web tabanli 68retime yonelik
tutum boyutu 4,43+0,61, web pedagojik toplam boyutu 4,41+0,46, uzaktan egitimin avantajlar1 boyutu
2,85+0,60, uzaktan egitimin sinirhliklar1 boyutunun 2,53%0,78 oldugu tespit edilmistir. Cinsiyet
degiskenine gore web pedagojik icerik bilgisi ve uzaktan egitim tutum alt boyutlarinda anlamh farklilik
tespit edilmemistir. Siniflarina gére genel web, iletisimsel web, web pedagojik icerik, web pedagojik
toplam, uzaktan egitimin avantajlari, uzaktan egitimin sinirhliklar alt boyutlarinda anlamh farkhilik
tespit edilirken; pedagojik web ve web tabanli 6gretime yonelik tutum alt boyutlarinda anlamh farklilik
tespit edilmemistir. Ogrencilerin GANO’larina gére pedagojik web ve uzaktan egitimin avantajlar alt
boyutlarinda anlamh farklilik tespit edilirken; genel web, iletisimsel web, web pedagojik icerik, web
tabanl 6gretime yonelik tutum, web pedagojik toplam, uzaktan egitimin sinirhliklar1 alt boyutlarinda
anlaml farklilik tespit edilmemistir. Yasadiklari yere gore genel web, iletisimsel web, pedagojik web,
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web tabanl 6gretime yonelik tutum, web pedagojik toplam alt boyutlarinda anlaml farklilik tespit
edilirken; web pedagojik icerik, uzaktan egitimin avantajlar1 ve uzaktan egitimin simirhliklari alt
boyutlarinda anlamh farklilik tespit edilmemistir.

Ogrencilerin internet erisim durumuna gére iletisimsel web, pedagojik web, web pedagojik
toplam ve uzaktan egitimin sinirhiliklar: alt boyutlarinda anlaml farklilik tespit edilirken; genel web,
web pedagojik icerik, web tabanli 6gretime yonelik tutum, uzaktan egitimin avantajlar1 alt boyutlarinda
anlamh farklilik tespit edilmemistir. Bilgisayara sahip olma durumlarina gore genel web, iletisimsel
web, pedagojik web, web pedagojik icerik, web tabanli 6gretime yonelik tutum, web pedagojik toplam
alt boyutlarinda anlamli farklilik tespit edilirken; uzaktan egitimin avantajlar1 ve uzaktan egitimin
sinirliliklart alt boyutlarinda anlamlh farklilik tespit edilmemistir. Bilisim teknolojileri dersi alma
durumlarina goére uzaktan egitimin sinirliliklart alt boyutunda anlamh farklilik tespit edilirken; genel
web, iletisimsel web, pedagojik web, web pedagojik icerik, web tabanli 6gretime yonelik tutum, web
pedagojik toplam ve uzaktan egitimin avantajlar1 alt boyutlarinda anlamli farkhilik tespit edilmemistir.
Ogrencilerin daha 6nce uzaktan egitim siireci yasama durumlarina gére genel web, iletisimsel web,
pedagojik web, web pedagojik toplam alt boyutlarinda anlaml farklilik tespit edilirken; web pedagojik
icerik, web tabanli 68retime yonelik tutum, uzaktan egitimin avantajlari ve uzaktan egitimin sinirliliklar
alt boyutlarinda anlamh farklihk tespit edilmemistir. Universitenin uzaktan egitim icin sagladig
imkanlar1 degerlendirme durumlarina gore; uzaktan egitimin avantajlar1 ve uzaktan egitimin
siirliliklar alt boyutlarinda anlamli farklilik tespit edilirken; genel web, iletisimsel web, pedagojik web,
web pedagojik icerik, web tabanl 6gretime yonelik tutum ve web pedagojik toplam alt boyutlarinda
anlamli farklilik tespit edilmemisgtir.

Web pedagojik icerik bilgisi ile uzaktan egitime yonelik tutum arasinda olusturulan model
anlaml iliski sunmustur (r=.,376, rz2 =.141; p<0.05). Regresyon katsayisinin anlamliligina iliskin t-testi
sonuglari incelendiginde; Web pedagojik icerik bilgisinin uzaktan egitimin avantajlari (t=4,183, p=.000),
ve uzaktan egitimin sinirliliklar: (t=-7,590, p=.000) diizeyini yordadig1 ve toplam varyansin %14,1’ini
acikladigr goriilmiustiir (f = 28,925, p<0.05).

Tartisma ve Sonug¢

Gerceklestirilen calismada spor bilimleri fakiiltesi 6grencilerinin cinsiyetlerine gore web
pedagojik icerik bilgileri ve uzaktan egitime yonelik tutum seviyeleri arasinda istatistiksel olarak
anlamli bir fark olmadig1 tespit edilmistir. Elde edilen veriler sonucunda 6grencilerin uzaktan egitime
yonelik tutumlar1 ve web pedagojik icerik bilgileri arasinda cinsiyetlerine gére anlamh bir farklihigin
tespit edilmemis olmasi 6grencilerin pandemi dncesi ve sonrasi hem teorik hem uygulama derslerinin
cinsiyet ayrimi yapilmadan yiuritiliyor olmasindan kaynaklandigi disiiniilmektedir.Calismamiz
verileri incelendiginde web pedagojik icerik bilgisi ve uzaktan egitime yonelik tutumlarda genel olarak
4. Simif 68rencilerinin diger siniflara gore anlamh farklilik olusturdugu goriilmektedir.

Ogrencilerin genel agirlikh not ortalamasi degiskeni ele alindiginda yiiksek ortalamaya sahip
ogrencilerin pedagojik bilgilerinin yiiksek oldugu ve ayni zamanda uzaktan egitime karsi olumlu duygu
durumu igerisinde olduklari belirlenmistir. Elde edilen sonuglar incelendiginde biiyliksehirde yasayan
ogrencilerin diger yerlesimlere gére daha fazla web pedagojik igerik bilgisine sahip oldugu goriilmiistiir.
Biiyiiksehirlerde ilk ve ortaokul diizeyinde egitim veren kurumlarin ¢ogu bilgisayar laboratuvarina
sahiptir. Bunun neticesinde bu okullarda 6grenim géren 6grencilerin web icerik bilgi diizeyleri daha
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yliksek olabilmektedir. Elde ettigimiz verilere gore internet erisim durumuna sahip olan 6grencilerin
web pedagojik diizeylerinin olmayanlara gére daha ytliksek oldugu ve anlamli farklilastigi goriilmiistiir.
Ayrica bilgisayara sahip olan 6grencilerin web pedagojik diizeylerinin olmayanlara goére daha yiiksek
oldugu ve anlaml farklilastig1 goriilmiistiir. Daha 6nce uzaktan egitim siireci yasayan 6grencilerin web
pedagojik bilgilerinin yiiksek oldugu belirlenmistir. Bu durum daha 6nce uzaktan egitim alirken web
ortaminda edindikleri tecriibelerden kaynakli web pedagojik bilgi diizeylerini ytlikselttigi seklinde ifade
edilebilir.

Sonug¢ olarak spor bilimleri fakiiltesi dgrencilerinin yiiksek diizeyde web pedagojik icerik
bilgisine sahip olduklar1 belirlenirken uzaktan egitime yonelik tutumlarinin ise orta diizeyde oldugu
tespit edilmistir. Calismamiza degiskenler acisindan bakildiginda sinif, genel agirlikli not ortalamasi,
yasanilan yer, internet erisim durumu, bilgisayar durumu, bilisim teknolojileri dersi alma durumu,
Office programlar1 kullanma diizeyi, daha dnce uzaktan egitim yasama durumu, liniversitenin egitim
kalitesinin degerlendirilmesi, {niversitenin uzaktan egitim imkanlarinin degerlendirilmesi
degiskenlerinin anlamh farklilik olusturdugu tespit edilirken, cinsiyet ve yas degiskenlerinde anlamli
iliski tespit edilememistir. Ayn1 zamanda korelasyon ve regresyon sonuclari incelendiginde web
pedagojik icerik bilgisi ile uzaktan egitimin sinirliliklar arasinda negatif yonli anlamh iliski tespit
edilirken, toplam varyansin %14,1’ini acikladig1 goriilmiistiir. Yeterli diizeyde web igerik bilgisine sahip
ogrenciler uzaktan egitime yonelik daha olumlu diisiincelere sahiptir. Ogrenciler sahip olduklar: yeterli
diizeydeki web icerik bilgileri sayesinde cevrimici derslere odaklanmada daha etkin olabilirler. Bu
sayede Ogrencilerin akademik anlamda daha basarili bireyler olabilecegi diisiiniilmektedir.

Oneriler

- Ogrencilere, ¢evrimici kaynaklar daha etkili bir sekilde kullanma, igerik iiretme ve paylasma
becerilerini gelistirmeleri icin pratik egitimler sunulabilir. Bu, 6grencilerin uzaktan egitim
materyallerini daha iyi anlamalarina ve daha etkili bir sekilde 6grenmelerine yardimci olabilir.

- Uzaktan egitim materyallerini cesitlendirmek, 6grencilerin ilgi diizeylerini artirabilir. Video
dersler, forumlar ve sanal laboratuvarlar gibi farkli 6grenme kaynaklarinin kullanilmasi,
ogrencilerin ¢evrimici 6grenmeyi daha ilgi ¢ekici bulmalarina yardimci olabilir.

- Uzaktan egitim sistemine tiim 68rencilerin esit sartlarda ulasabilmeleri adina internet baglantisi
ve gerekli donanimlarin oldugu toplu kullanim alanlari (kafe, kiitiiphane, bilgisayar laboratuvari
vb.) yayginlastirilabilir.

- Ogrencilerin ¢evrimici dersler hakkindaki gériislerini diizenli olarak toplamak ve geri bildirim
almak, dersleri iyilestirmek icin énemlidir. Ogrencilerin deneyimlerine dayali geri bildirimler,
ders igeriginin ve 6gretim yontemlerinin gelistirilmesine yardimci olabilir.

- Calismamiz spor bilimleri fakiiltesi 6grencilerine uygulanmistir. Farkli calismalarda diger
boliimler icin de boyle bir ¢alisma yapilabilir.
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Abstract

Aiming to contribute towards building a collective picture of “good” teachers/teaching, the present study
investigated Turkish teacher candidates’ (TCs") perceptions of “bad” teachers/teaching. 182 TCs completing a
postgraduate certificate in education in a medium-size university in Turkey participated in the study. The data
was collected via an assignment and the participants were asked to provide situational examples of their
experiences with their teachers. Stages of Thematic Analysis were followed during the analysis. In relation to
“bad” teachers/teaching, around one-fourth of the coded content were grouped under the theme of professional
(in)competencies (i.e. insufficient content knowledge), and almost three-fourths within affective qualities
theme (i.e. discriminating among students) which indicated the perceived importance the latter played in
student learning. The identified categories can be treated as a list of actions that can be avoided by teachers to
create a more productive teaching/learning environment. The study concludes that consideration can be given
to non-cognitive aspects in creating professional teaching standards and/or criteria during teacher recruitment
processes.

Keywords: Bad” teacher; “good” teacher, effective teaching; teacher education, professional (in)competencies,
affective qualities.

Introduction

“Student outcomes” is an important factor in achieving societal development (i.e. a more
developed economy and a democratic society) that education and schools strive to achieve. In relation
to that, the Organization for Economic Cooperation and Development’s [OECD] (2005) comprehensive
review of literature has recognized that teacher quality, following student background and abilities, is
the second most important factor affecting student success. Similarly, the positive relationship between
teacher effects and student learning has been well documented in the literature (i.e. Burroughs et al.,
2019; Darling-Hammond, 2000; Hattie, 2009). This underlines the need for quality teaching and
teachers.

While quality teaching is interpreted differently in various contexts (Ng, 2015), there seems to
be a consensus that quality teaching is provided by good/effective teachers (i.e. Ng, 2015; Stronge et al.,
2011). Thus, for a long time, researchers have been interested in finding answers to questions such as:
‘What are the characteristics of “good” teachers? (i.e. Coe et al, 2014; Hanushek & Rivkin, 2010;
Nussbaum, 1992). Research findings in this respect can be broadly categorized into two overarching
themes; a) professional competencies and b) affective qualities (Fajet et al.,, 2005).

Professional competencies of “good/effective” teachers can be grouped under content and
pedagogical content knowledge related factors. Researchers identified sufficient knowledge of the
subject matter as part of the content knowledge of “good/effective” teachers (Fajet et al., 2005; Kaur,
2009; Smith & Yasukawa, 2017; Strikwerda-Brown et al., 2008; Witcher et al., 2001). As for pedagogical
content knowledge, researchers highlighted various characteristics of “good/effective” teachers such as;
1) an understanding and awareness of students, their needs and differences as well as utilising this
information to make content more meaningful and relevant for learners (Murray, 2011; Raufelder et al.,
2016; Smith and Yasukawa, 2017; Walker, 2008), 2) maintaining classroom management (Raufelder et
al,, 2016; Smith and Yasukawa, 2017; Stronge et al., 2011), and 3) professionalism (Coe et al., 2014;
Smith & Yasukawa, 2017).
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Affective qualities of “good/effective” teachers, on the other hand, can be categorized under two
headings; 1) character traits (i.e. being patient, compassionate, and fair; see for example Darling-
Hammond, 2000; Strikwerda-Brown et al., 2008; Walker, 2008) and 2) attitudes toward students (i.e.
respecting students, appreciating students, and having a positive relationship with students; see for
example Fajet et al., 2005; Raufelder et al., 2016; Strikwerda-Brown et al., 2008). The comparison of
findings in the related literature reveals an interesting fact; students, in general, valued their teachers’
affective qualities over their professional competencies (i.e. Fajet et al.,, 2005; Raufelder et al.,, 2016;
Smith & Yasukawa, 2017). In fact, there is also tentative statistical evidence that teachers’ affective
qualities (i.e. positive relationship with students) lead to higher student achievement (Stronge et al,,
2011).

This brief review on “good/effective” teachers/teaching suggests that while a number of
good/effective teacher characteristics seem to be acknowledged across different contexts (i.e. sufficient
knowledge of the subject matter; see for example Fajet et al., 2005; Smith and Yasukawa, 2017;
Strikwerda-Brown et al, 2008), other characteristics (i.e. ongoing participation in professional
development activities; see Coe et al., 2014) does not seem to be present in all contexts. This suggests
what is understood by “good/effective” teacher can differ from one context to another and from one
country/culture to another. Therefore, “we do not need a picture of ‘the good/effective teacher’ in the
singular, but pictures of good teachers in the plural, and good/ effective teaching in the collective sense”
(Connell, 2009, p. 226). In fact, one way of contributing to the creation of “good/effective” teaching in
the collective sense can be depicting the picture of what being a “good/effective” teacher is not.

Prior to the examination of relevant literature on “bad” teacher/teaching, it is important to
clarify what is meant with “bad”. Distinguishing between “good” and “bad” can be problematic since
these concepts are relative (“good/bad” according to what?, whom?, or even when?). In fact, such
distinctions contribute towards creating a situation where the problems of education are blamed on the
teachers, thereby, scapegoating the teachers and preventing the public from focusing on finding
solutions to the problems of education (Kumashiro, 2012). Nevertheless, in order to provide a working
definition for the study, we have focused on students’ perceptions of “bad” teaching which we described
as teacher qualities/ attitudes/ behaviours that are perceived by students to be ineffective for and/or
impede their learning. “Student perceptions of their teachers” is the focus since it can affect student
engagement (i.e. Havik and Westergard, 2020) and motivation (i.e. Orhan-Ozen, 2017) which have direct
impact on student outcomes.

The concept of “bad” teacher has not received as much attention by researchers as the “good”
teacher (Busler et al,, 2017). Research on this topic can be categorized into two overarching themes; a)
professional (in)competencies and b) affective qualities. Factors in relation to professional
incompetencies include; lack of subject matter knowledge, not being able to engage students,
incomprehensible teaching and so on (see Table 1). Factors in relation to the affective qualities theme,
on the other hand, include; a) character traits (i.e. being boring and untrustworthy) and b) attitudes
towards students (i.e. relational aggression towards students and making students feel embarrassed;
see Table 1).
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Table 1. Review of literature on ‘bad’ teacher/teaching

Theme Sub-Theme Category Sub-category

&
SEX
S € = e Not knowledgeable about subject matter (Busler, et al,, 2017; Fajet, et al,, 2005; Raufelder, et al,, 2016; Suplicz, 2009)
5SS

"

Teacher-centred instruction (Raufelder, et al.,, 2016)
Lack of

Professional competence

Affective qualities

Lack of Pedagogy knowledge

Character traits

awareness and
understanding of
students

Poor teaching

Lack of
professionalism

Unengaging (Busler, et al.,, 2017)
Unrealistically high expectations from students (Busler, et al., 2017)

Does not utilize multi-method instruction(Fajet, et al.,, 2005)

Incapacity to keep students under control (Raufelder, et al., 2016; Suplicz, 2009)
Incomprehensible teaching (Fajet, et al., 2005; Raufelder, et al., 2016; Suplicz, 2009)
Poor classroom management (Fajet, et al.,, 2005)

Poor time management (Busler, et al.,, 2017)

Unorganized lessons (Busler, et al,, 2017; Fajet, et al., 2005; Suplicz, 2009)
Unrepresentative assessment (Busler, et al.,, 2017)

Indifferent to the profession, subject, or lesson (Fajet, et al.,, 2005; Raufelder, et al., 2016; Suplicz, 2009)
Unprofessional (Fajet, et al,, 2005)

Boring and repetitive (Fajet, etal., 2005; Raufelder, et al., 2016; Suplicz, 2009)

Inconsistent and untrustworthy (Raufelder, et al., 2016; Strikwerda-Brown, et al., 2008)
Inflexible and condescending (Busler, et al,, 2017; Fajet, et al., 2005)

Not approachable/ personable (Busler, et al.,, 2017; Fajet, et al., 2005; Raufelder, et al., 2016)
Not caring (Busler, et al,, 2017; Fajet, et al., 2005)

Passive and non-confident (Busler, et al,, 2017; Fajet, et al., 2005; Raufelder, et al., 2016)
Rude and bad-tempered (Fajet, et al., 2005)

Stressed and moody (Suplicz, 2009)

Unfair and biased (Raufelder, et al., 2016; Strikwerda-Brown, et al., 2008)

Attitudes

toward

students

Disrespectful and not interested in learners (Busler, et al., 2017; Fajet, et al,, 2005; Strikwerda-Brown, et al., 2008;
Suplicz, 2009)

Insult students with inappropriate jokes or comments in class (Raufelder, et al., 2016; Strikwerda-Brown, et al., 2008)
Lack of interaction and a close relationship with students with students (Busler, et al,, 2017; Raufelder, et al,, 2016)
Make students feel embarrassed (Raufelder, et al., 2016)

Relational aggression towards students (Fajet, et al., 2005; Raufelder, et al., 2016)
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It can be understood from this review of literature that studies on the concept of “bad”
teacher/teaching have mainly been conducted in the United States of America (Busler etal., 2017; Fajet
etal, 2005), few in Europe (Raufelder et al., 2016; Suplicz, 2009; in Germany and Hungary respectively)
and one in Australia (Strikwerda-Brown et al., 2008). Researchers, nevertheless, state that similar
studies should be conducted in different settings and/or contexts. In line with that, to the best of our
knowledge, no previous study has investigated the concept of “bad” teacher in Tiirkiye (a country that
is located between Europe and Asia and moulded with both Eastern and Western values). Therefore, the
present study aimed to contribute to research in this field by studying the “bad” teacher in the context
of Turkey, thereby, supporting and/or challenging findings of previous research in this field. The
research question to which an answer was sought was:

What are Turkish trainee teachers’ experiences of “bad” teachers/teaching?

Results of the present study can help corroborate and/or challenge the findings of previous
studies, thereby, assisting researchers in reaching a holistic picture of the literature on “good/bad”
teachers. Furthermore, different from studies on “good” teachers/teaching, studying the concept of
“bad” teachers can offer pre-service and/or in-service teachers a list of actions that can be avoided in
their journey towards enhancing their practice and becoming a “good/effective” teacher, which can
otherwise be more stressful and/or challenging if they had a “to-do list”. In addition, recruiting
participants among TCs was significant in that; asking TCs to report on their past learning experiences
provided them with an opportunity to reflect on and develop their inner-criteria towards becoming a
“good” teacher, thereby, allowing a certain level of professional development.

Method

A phenomenological design (Cresswell, 2007) was applied in order to reveal teacher candidates’
(TCs’) perceptions of “bad” teachers/teaching. In an effort to prevent researcher effects (i.e. social
desirability bias) and reach as many participants as possible, we decided to collect the data via a
homework assignment (see details below). This qualitative approach allowed us to interpret
participants’ descriptions of their past experiences with their teachers and identify the
qualities/behaviours that were perceived to impede/prevent learning

Researcher’s Role and the Research Journey

The foundations for conducting the present study were laid in the Teaching Methods and
Principles Module that the lead researcher taught in a postgraduate certificate in education program.
He attempted to teach the in-depth relationship between teaching and teachers via metaphors (i.e. not
teaching, not presenting information, being a source of motivation for learning, thinking like a
philosopher, and creative thinking). He did not focus on knowledge transmission, rote learning or
memorization at all. During teaching processes, he witnessed the astonishment of many learners and
their astonishment transformed into a deep interest in learning as time passed.

Being a supporter of constructivism, the lead researcher focused on guiding learners to
construct new knowledge based on their previous learning experiences and creating links between
newly acquired concepts of learning. A specific focus was paid to ensure the development of the
cognitive processes that would:
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. enrich learners’ concept repertoire,

. allow learner independence and sense of responsibility for learning,
. guide learners to collaborate with one another,

. develop learners’ problem solving skills,

. allow analytical and critical thinking,

. allow creative, original, and aesthetic thinking, and

. encourage improvisation and role-play skills.

The learners became more engaged in the course as they learned about the different strategies
developed by the lead researcher (i.e. red and green chair, tree root, silent actor, little prince chair,
empathic sympathy, body im animation) as well as more generic strategies (i.e. fishbone, six thinking
hats, and house of quality) that they could use in the future to help their future students (co)construct
new knowledge. Thus, the lead researcher attempted to show that being a teacher was more than
transmitting knowledge and included; being role model and a source of motivation, having drama skills,
being a guide and collaborator, and getting students to think about their own learning. In the end, the
reactions he received from the learners made him question what sort of previous learning experiences
they might have had. Thus, along with other colleagues, he decided to design the present research
focusing on “bad” teacher.

Participants

The participants comprised of 182 TCs completing a postgraduate teaching certificate in
education [PGCE] at a medium-size university located in central Anatolia (Tiirkiye). They were recruited
following a convenience sampling strategy and all of them were the students of the lead researcher. 132
of the participants were female and 50 were male, and they studied to get a PGCE in different disciplines
as detailed in Table 2. Their age ranged between 22 and 35.

Table 2. Disciplines for which the participants aimed to complete their PGCE

Subject Area N Subject Area N
Male Female Male Female
Biology - 8 Philosophy 4 11
Chemistry - 3 Physics 1 -
Economics 1 1 Physical 13 8
Education
History 5 3 Public 2 2
Administration
Management 7 20 Theology 6 34
Mathematics - 3 Tourism 5 7
Nursing - 11 Turkish Language 6 21

and Literature
Total 50 132

Data Collection Tools and Procedures

In order to depict an overall picture of “bad” teachers/teaching, we wanted to include as many
participants as possible. Homework assignment was a viable option especially given the limitations we
faced (i.e. time and location limitations due to the fact that most participants travelled from various
cities to the university at weekends to attend classes). Colleagues who are expert in collecting qualitative
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data were consulted and the following open-ended homework question was formulated: “What are your
experiences of “bad” teachers? What behaviours/qualities of your past teachers impeded your learning?
Can you provide examples?"”

The ethical guidelines set by the American Psychological Association (2017) were followed and
there were no anticipated risks of participating in the study. TCs were informed that participation was
voluntary and that they did not have to participate or they could withdraw within the two weeks
following the assignment submission. In the end, TCs” assignments were anonymized and collated in a
research file which consisted of 37.9 k words, making an average assignment 209-word long.

Data Analysis

Thematic Analysis [TA] was utilized to analyse the collected data (Braun & Clarke, 2006). The
reasons for selecting TA for the analysis included; its ability to condense large datasets and offer “thick
description”, and its flexibility. The flexibility of TA allowed for its implementation in the present study
both inductively and deductively. In this sense, based on the review of literature, two general themes
(professional incompetencies and affective qualities) and their sub-themes (i.e. content knowledge and
character traits) were formed deductively. Afterwards, the data were analysed inductively to generate
(sub)categories by the first and second authors.

Firstly, the researchers familiarized themselves with the data and then coded the data using
content and descriptive analysis techniques (Saldafia, 2013). Afterwards the two researchers met and
exchanged information about the generated codes and worked on creating an initial thematic map (see
Appendix 1). The researchers read through the extracts again taking the draft thematic map into account
and recoded the data. A second meeting took place where the two researchers discussed and further
revised the initial thematic map. The two researchers went through the data one last time to ensure no
new codes/categories emerged and that data saturation was achieved. Given the amount of data and
emerging codes and categories, a third and last meeting was held to discuss merging/ deleting codes
and/or categories in an effort to reduce and simplify the findings (Saldafia, 2013).

Trustworthiness

Various strategies were employed in order to establish the trustworthiness of the study (Denzin
& Lincoln, 2005). Firstly, in terms of credibility, in an attempt to encourage honest and truthful
responses, discussions were held with TCs prior to data collection and they were informed that the
responses they provide would contribute towards developing our understanding of “bad”
teacher/teaching. The assignment also allowed participants to provide their responses in their own time
and in a comfortable way which might not have happened in an interview setting due to researcher
effect(s). Participant comments such as the following indicated that rapport was established with them
and they provided honest answers:

[ want to say that I am grateful for such an assignment. | should add that I have been
asking the same question to myself for years now. [...] Thanks to this assignment, I
will not only be completing my responsibility as a student, but also I might allow
colleagues who read these words to learn from my experiences (P83).

In terms of dependability, the first and second authors -who are experienced in qualitative
research- analysed the data and developed themes/categories and extracts representing them.
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Afterwards, the third and fourth researchers were provided with a code book and the uncoded extracts
(half of the extracts were given to the third and the other half to the fourth researcher), and they were
asked to use the code book to label the extracts (see Appendix 2). Inter-coder agreement level following
the analyses was calculated as 83 % (209 out of 252 codes) which is considered to be “good” (Miles et
al,, 2014). It was found that the disagreements mostly resulted from longer extracts of data which were
coded for more than one theme. The below quote, for example, was coded for multiple categories such
as not knowing students well enough, discriminating among students, and problems in preparing
teaching materials:

[...] | can summarize the negative issues in relation to [...] my teachers as following; not
giving me the opportunity to speak in the classroom in spite of raising my hand and

continuously selecting the same individuals to participate in classroom activities, not

using sentences that would motivate me, looking at me with discouraging mimics, not
being able to think that I might get offended, teaching the lesson to a specific group of

students and ignoring the others, and not being able to make lessons fun by using
tools (P42).

In terms of transferability, details about the themes and categories were provided as well as
direct quotations as examples (see Appendix 2). As stated before the data for the study were collected
via a homework assignment which became the documents for the analysis stage. Document analysis
technique has been criticized for gathering limited or partial data in relation to the research problem,
be biased, or not representative. Nevertheless, the researcher in this study aimed to overcome those
limitations by; a) focusing the question asked in the homework assignment to enable the collection of
relevant data, b) encouraging participants to provide honest and truthful responses to prevent biased
responses, and c) including as many participants as possible to create a somewhat representative
sample of the teacher candidate population.

Ethical Permits of Research
In this study, all the rules specified to be followed within the scope of "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were complied with. None of the

actions specified under the heading "Actions Contrary to Scientific Research and Publication Ethics",
which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Iskenderun Technical University
Scientific Research and Ethics Committee

Date of ethical review decision= 04.10.2022
Ethics assessment document issue number= E-22398675-050.02.04-74857
Findings

The themes and categories emerging from the data collected in relation to teacher candidates’
(TCs") perceptions of “bad” teacher are presented in this section. Participants’ perceptions were broadly
categorized into two themes; professional incompetencies and affective qualities (see Figure 1). A
striking fact about the results is that the data were predominantly coded under the theme of affective
qualities (n=181 out of 252; 72%) and only 71 extracts (28 %) were categorized under professional
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(in)competencies. This indicates the importance that participants attached to affective qualities.
Additionally, details regarding what each category/theme represented as well as sample extracts are
presented in Appendix 2.

Professional Incompetencies

Most of the data coded under this theme were within pedagogical content knowledge (n=67)
and the remaining categories were within content knowledge (n=4).

Pedagogy Knowledge Related Factors

The 67 codes within this sub-theme were grouped into five categories; not knowing students
well enough (n=17), preventing critical thinking (n=17), following teaching approaches that render
students passive (n=7), problems in managing the classroom (n=2), and unprofessional conduct (n=24).

Not knowing students well enough: To begin with, the category of not knowing students well enough
included codes such as teachers not being able to pay attention to student readiness, their needs, or
individual differences. For example, the extract provided by P77 (see Appendix 2) indicates how
participant perceptions of their teachers (i.e. the teacher not being able to take student readiness into
account) demotivated them.

Some participants also complained that their teachers did not consider individual differences
noting that their teachers “treated all students in the same way” (P148) or they “were not able to
discover [students’] skills” (P15). Consequently, it was noted that such teachers were not able to guide
students in the general sense and/or in choosing a profession (see Appendix 2).

Preventing critical thinking: A striking finding of the present study was the fact that preventing critical
thinking emerged as a category, which indicated participants’ awareness of and the importance they
attached to this concept. According to participant responses, teachers prevented critical thinking by
following a dogmatic approach (n=8), preventing students from asking questions/making queries (n=7),
and preventing the sharing of ideas in the classroom (n=2; see Appendix 2). As exemplified in the below
quote, such reported actions can kill students’ curiosity and creativity:

Whenever [ went to consult with my teacher regarding my investigations, [ was rejected and told
to come back another time. This caused me to gradually start wondering about fewer things. The more
[ thought that I would not be able to go beyond the things I wanted to learn about, the more my
enthusiasm to study died out (P125).

Following teaching approaches that render students passive: Another category in relation to
preventing critical thinking was noted as following teaching approaches that render students passive.
This category included data in relation to how teachers were perceived to follow direct instruction and
were reported to be too active in the classroom, thereby, making students become passive recipients of
knowledge (sample extracts are presented in Appendix 2).

Problems in managing the classroom: Participant comments also indicated learners felt their learning
was negatively affected when teachers were not able to control the classroom (data samples are
available in Appendix 2).
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Unprofessional conduct: Unprofessional conduct, in the present study, refers to teachers’ conducts
that do not pertain to characteristics of teaching, contrary to professional standards/ ethics, or not done
with professional competence. In relation to this, the following codes emerged from the data; getting
students to prepare for and present lessons (n=2), not enjoying the profession (n=3), not teaching the
course content (n=11), taking advantage of students (n=5), and talking about the self (n=3; see Figure
2).

Unprofessional

Conduct
Talking about el Taking advantage
the course
the self of students
content

(n=3) (n=15)

(n=11)

Getting students
to prepare for

Not enjoying

and present
lessons
(n=2)

the profession
(n=3)

Figure 2. Details of the unprofessional conduct category

The negative outcomes when teachers share their private life experiences and continuously talk
about themselves in the classroom were highlighted by participants. Participants also noted that they
had teachers who would not teach or only do it for a short period of time during a lesson. Occasions
were also reported where teachers assigned their roles to students by getting the students to prepare
for and teach the course content. While this indicates a certain amount of agency given to students which
can be considered to be positive in certain cases, participant comments (see P129 in the related section
in Appendix 2) indicated such experiences were negative since, for example, the comprehension check
element of the teaching was missing in the class. In addition, few participants noted that their teachers
took advantage of them and used them to provision their personal needs. Last but not least, there were
instances where participants noted the negative effects of teachers not enjoying the job they do (see
Appendix 2).

Content Knowledge Related Factors

The four codes within this category indicated that the teachers whom were mentioned by the
participants were tasked with teaching a subject that was not their area of expertise indicating a
problem within the education system rather than the teachers themselves (see Appendix 2).
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Affective Qualities

The 181 extracts of the data coded within this theme were categorized as character traits (n=
16) and attitudes towards students (n= 165). These statistics indicated that the way their teachers
treated them mattered more to the students.

Character Traits

The 16 extracts coded within this category made references to the following character traits of
teachers; being oppressive and authoritarian (n=10), angry and aggressive (n=7), and untrustworthy
(n=2) as well as contradicting oneself (n=2).

Being oppressive and authoritarian: Few students reported that their teachers established “fear-
based authority” (P3), pressured students and expected them to “obey the teacher at all times” (P17)
which students noted to have prevented them from learning course content (see Appendix 2).

Being angry and aggressive: In relation to being angry and aggressive, P32 explained that “angry and
aggressive behaviours” of their mathematics teacher caused them “to experience problems” in
mathematics classes and, as a result, P32 noted that they “skipped mathematics questions in the
university entrance exam”. Few students mentioned that their confidence in the classroom was
negatively affected and their “love for school transformed into hatred” (P47) due to their teachers’
aggressiveness (see Appendix 2).

Being untrustworthy and contradicting oneself: There were also students who implied that their
learning was negatively affected when their teachers contradicted themselves or took actions that
suggested they cannot be trusted (see Appendix 2).

Attitudes Towards Students

165 extracts were coded within this sub-theme, which indicates the importance TCs attached to
how their teachers treated them. Teacher attitudes that participants pointed out included; abusing
(n=115), discriminating among (n=25), mistreating (n=9), not caring about (n=8), and not listening to
students (n=8).

Abuse: To begin with, participants reported experiencing various forms of teacher abuse (i.e. physical,
verbal, and sexual). The consequences of abuse included; loss of self-confidence, emergence of
prejudices and loss of interest in and motivation for lessons. As reported by an extreme case, such
experiences also caused “unforgettable memories in one’s unconsciousness” (P28). The most common
form of abuse that participants reported was verbal abuse which included; offending (n=32),
threatening (n=13), shouting at (n=9), and belittling (n=7) students (see Figure 3 and Appendix 2).
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Figure 3. Details of the unprofessional conduct category

Several participants disclosed negative emotions that they experienced following incidents
where their teachers shouted at them either in private or in front of peers. TCs also reported that they
were threatened (implicitly or explicitly) by their teachers in the past. For example, P81 noted an
incident where their teacher threatened students with getting them “to step on a heated wood stove
unless they listened to [their teacher]”. In addition, participants noted that their motivation to learn
wore off following experiences of being offended or belittled (see Appendix 2).

Physical abuse, which generally was reported as beating, was the second most frequently
mentioned form of abuse. And, in few cases, participants reported instances of sexual harassment which
was considered as a serious offense. As explained by P58, it is possible that teachers abuse the power
relationship between them and students (see Appendix 2)

Discrimination among students: The most common forms of discrimination reported by TCs were;
discrimination based on family income levels (n=9), success (n=9), and gender (n=2). To begin with,
some participants perceived that their teachers did not pay as much attention to poor students when
compared to those who were economically better off. Other participants perceived similar feelings and
noted they were discriminated because of not being successful students. And, in few cases, participants
(both male and female) referred to gender-based discrimination among students. Whilst a male student
felt “negatively affected by their teachers extremely feminist approach” (P135), a female student noted
that their teacher “scolded female students when they asked questions”, but “responded rather happily
to male students” (P56; also see Appendix 2).

Not caring about students: TCs’ anecdotes (n=8) included incidents indicating that they felt they were
not cared for by their teachers because of certain actions that their teachers did or did not do. P164, for
example, noted that they did not receive the attention and love that they expected from their teachers
(see Appendix 2).
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Mistreating students: TCs also highlighted instances (n=9) where they thought they were not treated
fairly and their learning was negatively affected by their teachers’ such actions. A common example of
mistreatment involved students being punished for something that they had not done (see Appendix 2).

Not listening to students: This category is linked to mistreating students in the sense that students felt
mistreated because they were misjudged by their teachers without being given a chance to make an
explanation and defend themselves (n=8).

Discussion and Conclusion

The aim of the present study was to gather insights into Turkish trainee teachers’ perceptions
of “bad” teacher qualities/behaviours which negatively affected their learning. Slightly over one-fourth
of the data were coded within the theme of professional incompetencies (i.e. not paying attention to
student readiness or not considering individual differences whilst teaching). Professional competencies
were also highlighted in studies investigating “good/bad” teachers/teaching (Busler et al., 2017; Coe et
al., 2014; Murray, 2011; Raufelder et al., 2016; Smith & Yasukawa, 2017; Stronge et al., 2011; Suplicz,
2009). This indicates to be able to teach and facilitate student learning, teachers should appropriately
blend content and pedagogy knowledge (Shulman, 1986). It is sensible that teachers cannot be expected
to successfully guide students during learning processes unless they have pedagogical content
knowledge which allows them to present content to learners based on an understanding of student
characteristics and what makes learning easy or difficult for them.

On the other hand, however, almost three-fourths of the data were coded under the theme of
affective qualities (i.e. teachers’ being oppressive and authoritarian, and discriminating among
students) showing the significant role this theme played in participants’ learning. Considering the
relevant literature, this outcome was not surprising. Previous research has also found that students pay
more attention to teachers’ character traits and how their teachers approach them (Busler et al., 2017;
Fajetetal., 2005; Lupascu et al.,, 2014; Murray, 2011; Ng, 2015; Raufelder et al., 2016; Smith & Yasukawa,
2017; Strikwerda-Brown et al., 2008; Stronge et al., 2011). The results in this study and related literature
suggest that students want to be treated not only as learners but also as individuals who need attention
and want to feel appreciated and treated fairly. Participants’ motivation to learn a specific subject area
and/ or engage in lessons seemed to be negatively affected when they felt they were being belittled,
offended, discriminated against, or mistreated by their teachers. This situation, in return, might have
decreased their chances of learning content since motivation to learn and engagement in lessons affect
student outcomes (Havik & Westergard, 2020; Orhan-Ozen, 2017).

These results also indicate that teaching is more than having a qualification or certificate to teach
which are generally awarded based on candidates’ academic capabilities and content knowledge. The
results of the present study suggest that affective qualities of teachers (especially their attitudes
towards students) play an important role in teaching/learning processes in the eyes of the learners and,
therefore, it can be argued that such qualities should also be considered in forming criteria for accepting
teacher candidates into teacher education programs and/or recruiting teachers in schools. This
argument is supported by the fact that teacher effectiveness is a multidimensional construct (Harris and
Rutledge, 2010) and that countries where students show high performance in international exams such
as the Programme for International Student Assessment [PISA] and the Trends in International
Mathematics and Science Study [TIMSS] (i.e. Finland and Singapore) are measuring candidates’ not only
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cognitive but also non-cognitive (i.e. communication, motivation) abilities when recruiting teachers
(Klassen & Kim, 2017). Similarly, students achieve better results in countries where components of love
and care for students, commitment and dedication to the profession, and collaboration have been
integrated into professional standards for teachers (i.e. the case of Hong Kong; Goodwin, 2020).

On a different note, a striking finding in the present study was that teacher candidates (TCs)
perceived teacher-centred practices as well as prevention of critical thinking (i.e. preventing students
from asking questions) to be detrimental to their learning. This finding supports the idea that
participants had the awareness regarding the importance of building learner-centred classroom
environments where learners feel safe and can comfortably ask questions in the process of linking prior
knowledge with new knowledge (Chin & Osborne, 2008; Koechlin & Zwaan, 2014). In addition, although
it was negative, the experience of “bad” teachers (i.e. not being cared about, not being listened to) has
the potential towards helping the participating TCs to position themselves as interactive and caring
teachers in the future (e.g. Arvaja et al., 2020). As a result, it can be argued that participants are likely to
adopt constructivist teaching practices where their students would feel cared for and listened to, and be
allowed to inquire and discover knowledge indicating compatibility with the changing teacher roles (i.e.
being guides and facilitators of learning) in the 21st century.

Another finding worth discussing is that participants referred to their teachers not enjoying
their job and teachers’ unprofessional conduct as a factor negatively affecting their learning. In relation
to this, related research underlined motivation and professionalism as important factors contributing
to the quality of education (e.g. Korkmazgil & Seferoglu, 2021; Tang et al., 2014). In fact, quantitative
research also supports that students’ perceptions of their teachers’ enthusiasm to teach contributes
towards their motivation to learn and developing mastery goal orientations (Lazardies et al., 2018). This
can be considered as another supporting point for considering teacher candidates’ non-cognitive
characteristics (i.e. motivation to teach) as part of the recruitment criteria and/or creating professional
standards for teachers.

Based on these findings, the following suggestions are made: 1) teachers and teacher educators
alike should be made aware of the importance learners attach to teacher-student relationships and
building rapport; 2) the factors identified to be related to “bad” teaching can be treated as a list of actions
that should be avoided by teachers; and 3) educational authorities in Turkey and other countries should
consider integrating non-cognitive qualities into standards for teachers and/or criteria for entry into
the teaching profession and/or teacher training programs.

The present study’s contribution to knowledge lies in the fact that it provides insights into “bad”
teachers/teaching in a new context (Tiirkiye) and the results of the study corroborate the findings of
previous case studies on “bad” teachers, thereby, increasing the validity and reliability of both the
present and past research. More importantly, however, the study highlights the significance of student
perceptions of teachers and how such perceptions can affect their learning processes. This supports the
idea thatreceiving feedback from learners can provide teachers with increased opportunities to develop
their own practice (Eriksen et al., 2020). In addition, whilst reaching the standards of “good”
teacher/teaching can be challenging and stressful, the present study offers a list of actions that can be
avoided by teachers in their journey towards enhancing their practice and becoming a better teacher
which can have a direct effect on student outcomes and a country’s economy (Hanushek, 2011).
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As in most qualitative studies, the present study is limited in the generalizability of its findings.
However, our aim in the present study was not to make generalizations but rather explore and provide
a detailed account of how learners perceived their teachers’ actions. Another limitation of the study
relates to the nature of the study (phenomenology) and the amount of the collected data. Although
phenomenology requires the researcher to evaluate the phenomenon under investigation in the context
that it occurs, it would not have been feasible in this study to evaluate all the data collected from 182
participants in their own contexts. Nevertheless, considering the emerging data, we believe participants
provided honest and truthful responses which the readers can relate to. In the future, nevertheless,
researchers can attempt to conduct a meta-synthesis of research on “good” and/or “bad”
teachers/teaching. Last but not least, this manuscript was finalized during a time where the world
experienced a pandemic due to the Corona-Virus Disease [COVID] which resulted in lockdowns all
around the world and education institutions had to move to online environments to prevent breakdown
of education. It is likely that as a result of those developments, online teaching will continue gaining
attention and become more popular in the future. Thus, future research can investigate student
perceptions of “good/bad” teacher/teaching in online venues.

Recommendations
Based on these findings, the following recommendations are proposed:

1) Teachers and teacher educators alike should be made aware of the importance learners attach
to teacher-student relationships and building rapport;

2) The factors identified to be related to “bad” teaching can be treated as a list of actions that
should be avoided by teachers;

3) Educational authorities in Turkey and other countries should consider integrating non-
cognitive qualities into standards for teachers and/or criteria for entry into the teaching profession
and/or teacher training programs.
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Genisletilmis Tiirkce Ozet

http://www.tayjournal.com

https://dergipark.org.tr/tr/pub/tayjournal

“Kotii” Ogretmen Tasviri: Tiirk Ogretmen Adaylarinin
Deneyimleri Uzerine Bir Olgubilim Calismasi

Giris

Ogrencinin nitelikli bir egitim alarak egitim sisteminden mezun olmasi ve donanimli bir birey
olmasi egitimin ve okullarin basarmaya calistifi toplumsal kalkinmanin saglanmasinda 6nemli bir
faktordiir. Bununla baglantih olarak Ekonomik Isbirligi ve Kalkinma Orgiitii'niin (OECD, 2005) kapsamli
alanyazin incelemesi sonucunda 6gretmen kalitesinin 6grenci basarisini etkileyen ikinci en 6énemli
faktor oldugu belirtilmistir. Benzer sekilde, 6gretmen etkileri ile 6grenci 6grenmesi arasindaki olumlu
iliski alanyazinda gii¢li bir bicimde vurgulanmaktadir (Burroughs vd., 2019; Darling-Hammond, 2000;
Hattie, 2009). Bu durum kaliteli 6gretime ve 6gretmenlere olan ihtiyacin altin1 ¢izmektedir.

“lyi/etkili” 6gretmenlerin mesleki yeterlilikler alan ve pedagojik alan bilgisi bashklar altinda
gruplandirilabilir. Arastirmacilar, “iyi/etkili” 6gretmenlerin alan bilgisi baslig altinda konu ile ilgili
yeterli bilgiye sahip olunmasi gerektigini belirtmislerdir (Fajet vd., 2005; Kaur, 2009; Smith &
Yasukawa, 2017; Strikwerda-Brown vd., 2008; Witcher vd., 2001). Pedagojik alan bilgisi baglaminda ise
arastirmacilar “iyi/etkili” 6gretmenlerin cesitli 6zelliklerini 6ne cikarmislardir; 1) 6grencilerin, onlarin
ihtiyaclarinin ve farkhiliklarinin anlasilmasi ve farkindaliginin yani sira bu bilgilerin, icerigi 6grenciler
icin daha anlamh ve alakali hale getirmek icin kullanilmas1 (Murray, 2011; Raufelder vd., 2016; Smith
ve Yasukawa, 2017; Walker, 2008) , 2) sinif yonetimini siirdiirebilmek (Raufelder vd., 2016; Smith ve
Yasukawa, 2017; Stronge vd., 2011) ve 3) profesyonellik (Coe vd., 2014; Smith & Yasukawa, 2017).

“lyi/etkili” 6gretmenlerin duyussal nitelikleri ise iki baghk altinda toplanabilir; 1) Sabirli, sefkatli
ve adil olmak gibi karakter 6zellikleri (Darling-Hammond, 2000; Strikwerda-Brown vd., 2008; Walker,
2008) ve 2) dgrencilere saygl duymak, 6grencileri takdir etmek ve 6grencilerle olumlu iliskiler kurmak
gibi 6grencilere karsi tutumlaridir (Fajet vd., 2005; Raufelder vd., 2016; Strikwerda-Brown vd., 2008).
Ilgili alanyazindaki bulgularin karsilastirilmas ilging bir gercegi ortaya koymaktadir; 6grenciler genel
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olarak o6gretmenlerinin duyussal niteliklerine mesleki yeterliliklerinden daha fazla deger
vermektedirler (Fajet vd., 2005; Raufelder vd., 2016; Smith & Yasukawa, 2017). Aslinda, 6gretmenlerin
duygusal niteliklerinin (6rnegin, 6grencilerle olumlu iliskiler) daha yiiksek 6grenci basarisina yol
actigina dair siirh istatistiksel kanitlar da vardir (Stronge vd., 2011).

Bu ¢alismanin sonuglari, 6énceki calismalarin bulgularini dogrulamaya ve/veya sorgulamaya
yardimc1 olabilir, boylece arastirmacilarin "iyi/kotii" 6gretmenlere iliskin alanyazinin biitiinsel bir
resmine ulasmalarina yardimci olabilir. Ayrica, "iyi" 6gretmenler/68retmenlik ilizerine yapilan
calismalardan farkl olarak, "kétii" 6gretmen kavraminin incelenmesi, hizmet 6ncesi ve/veya hizmet ici
o0gretmenlere, egitim uygulamalarini gelistirme {lizerine ve/veya O0gretmen olma yolculuklarinda

kacinilabilecekleri bir eylemler listesi sunabilir.

Yontem

Ogretmen adaylarinin (0A) “kétii” 6gretmen/dgretme algilarimi ortaya ¢ikarmak amaciyla
olgubilim deseni (Cresswell, 2007) uygulanmistir. Yazarlar, arastirmaci etkisini 6nlemek ve miimkiin
oldugu kadar ¢ok katilimciya ulasmak amaciyla, verileri bir ev 6devi yoluyla toplamaya karar vermistir.
Bu niteliksel yaklasim, katilimcilarin 6gretmenleriyle olan gecmis deneyimlerine iliskin deneyimlerini
yorumlamamiza ve Ogrenmeyi geciktirdigi/engelledigi diisiiniilen nitelikleri/davranislar
belirlememize olanak saglamistir.

Katilimcilar, Tirkiye’de bulunan orta 6lcekli bir {iniversitede formasyon egitimini tamamlayan
182 6gretmen adayindan olusmaktadir. Katilimcilar kolay érnekleme stratejisi izlenerek secildiler ve
hepsi bas arastirmacinin 6grencileriydi. Katilimcilarin 132'si kadin, 50'si erkekti. Yaslari ise 22 ile 35
arasinda degismektedir.

“Kotii” ogretmenlerin/6gretmenin genel resmini cizebilmek icin miimkin oldugunca cok
katilimc arastirmaya dahil edildi. Ev 6devi, 6zellikle karsilastigimiz sinirlamalar géz 6niine alindiginda
(6rnegin, cogu katilimcinin hafta sonlar1 derslere katilmak icin ¢esitli sehirlerden iiniversiteye seyahat
etmesinden kaynaklanan zaman ve yer sinirliliklar1) dikkate alindiginda uygun bir secenek olarak
ortaya ¢ikmistir. Nitel veri toplama konusunda uzman meslektaslarimiza danisilmis ve 6neriler sonrasi
asagidaki acik iiclii soru ev 6devi olarak 6grencilere verilmistir:

"Kotii ogretmenlerle ilgili deneyimleriniz nelerdir? Gecmisteki O6gretmenlerinizin hangi
davranislari/nitelikleri 6Grenmenize engel oldu? Ornek verebilir misiniz?"

Toplanan verilerin analizinde Tematik Analiz kullanilmistir (Braun & Clarke, 2006). Analiz icin
tematik analizin secilmesinin nedenleri arasinda; bu yontemin biiyiik veri kiimelerini yogunlastirma ve
detayli aciklama sunma yetenegi ve esnekligi gosterilebilir. Tematik analizin esnekligi, bu ¢calismada
hem tiimevarim hem de tiimdengelim yoluyla uygulanmasina olanak saglamistir. Bu anlamda alanyazin
taramasindan yola ¢ikilarak iki genel tema (mesleki yetersizlikler ve duyussal nitelikler) ve bunlarin alt
temalar1 (6r: alan bilgisi ve karakter 6zellikleri) tlimdengelimsel olarak olusturulmustur. Daha sonra
veriler birinci ve ikinci yazarlar tarafindan tiimevarimsal olarak analiz edilerek (alt)kategoriler
olusturulmustur.

Arastirmanin giivenirligini saglamak icin cesitli stratejiler kullanilmistir (Denzin & Lincoln,
2005). Oncelikle giivenirlik acisindan, diiriist ve dogru yamitlar1 tesvik etmek amaciyla, veri toplama
oncesinde Ogretmen adaylarn ile gorismeler yapilmis ve verdikleri yanitlarin @ “kotd”
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o0gretmen/0gretmenlik anlayisimizi gelistirmeye katki saglayacagi konusunda kendilerine bilgi
verilmistir. Bu 6dev ayni zamanda katilimcilarin yanitlarini kendi zamanlarinda ve rahat bir sekilde
vermelerine de olanak tanimistir.

Bulgular

Ogretmen adaylarinin “kéti” 6gretmen algilarina iliskin toplanan verilerden ortaya ¢ikan tema
ve kategoriler bu béliimde sunulmaktadir. Katilimcilarin algilari genel olarak iki temaya ayrildi; mesleki
yetersizlikler ve duygusal nitelikler (bkz. Sekil 1). Sonuclarla ilgili carpici bir gercek, verilerin agirlikl
olarak duygusal nitelikler temasi altinda kodlanmis olmasi (252 kisiden n=181; %72) ve yalnizca 71
alintinin  (%28) mesleki yeterlik/yetersizlikler altinda siniflandirilmis olmasidir. Bu durum
katilimcilarin duyussal niteliklere verdikleri 6nemi gostermektedir. Ayrica her bir kategori/temanin
neyi temsil ettigine iliskin ayrintilar ve 6rnek alintilar Ek 2'de sunulmaktadir.

Mesleki yetersizlikler tamasi altinda kodlanan verilerin ¢ogu pedagojik alan bilgisi (n=67), geri
kalan kategoriler ise alan bilgisi (n=4) kapsamindadir. Pedagojik alan bilgisine iliskin 67 kez kodlama
yapilmistir ve asagidaki alt kategoriler olusturulmustur; 6grencileri yeterince iyi tanimama (n=17),
elestirel diisiinmeyi engelleme (n=17), 68rencileri pasiflestiren 6gretim yaklasimlari izleme (n= 7), sinif
yonetiminde sorunlar (n=2) ve meslek dis1 davramislar (n= 24). Alan bilgisiyle ilgili olarak dort kez
kodlama yapilmistir. Bu kategoride yer alan dért kod, 6gretmenlerin uzmanlik alani olmayan dersleri
vermelerinden kaynaklandig1 anlagilmistir ve bu durum 6gretmenlerin kendilerinden ziyade egitim
sistemindeki bir soruna isaret etmektedir (bkz. Ek 2).

Duyussal nitelikler temasi kapsaminda kodlanan 181 veri kodlama asagidaki ald kategorilerde
islenmistir: 6gretmenin karakter 6zellikleri (n= 16) ve 68retmenin 6grencilere yonelik tutumlari (n=
165) olarak kategorize edilmistir. Bu istatistikler, 68retmenlerinin onlara nasil davrandiginin 6grenciler
icin daha 6nemli oldugunu géstermektedir.

Tartisma ve Sonug¢

Bu ¢alismanin amaci, Tiirk 6gretmen adaylarinin 6grenmelerini olumsuz etkileyen “koti”
o0gretmen nitelikleri/davranislar1 hakkindaki algilarina iliskin bilgi toplamaktir. Verilerin dortte
birinden biraz fazlas1 mesleki yetersizlikler (6r: 6grencinin hazir bulunuslugunun dikkate alinmamasi
veya Ogretim sirasinda bireysel farkliliklarin dikkate alinmamasi) temasi1 kapsaminda kodlanmstir.
Mesleki yeterlikler “iyi/kotii” 6gretmen/dgretmenligi arastiran ¢alismalarda da vurgulanmistir (Busler
vd., 2017; Coe vd., 2014; Murray, 2011; Raufelder vd., 2016; Smith & Yasukawa, 2017; Stronge vd.,
2011;Suplicz, 2009). Ogretmenlerin, 6grenci 6zelliklerini ve 6grenmeyi onlar icin neyin kolaylastirdigim
veya zorlastirdigini anlayarak 6grencilere icerik sunmalarina olanak taniyan pedagojik alan bilgisine
sahip olmadiklan siirece, 6grenme siireclerinde 6grencilere basarili bir sekilde rehberlik etmeleri
beklenemez.

Ancak diger taraftan verilerin neredeyse dortte iiciiniin duyussal nitelikler (6r: 6gretmenlerin
baskic1 ve otoriter olmasi, 6grenciler arasinda ayrimcilik yapmasi) temasi altinda kodlanmasi, bu
temanin katilimcilarin 6grenmesinde oynadig1 énemli rolii géstermektedir. ilgili alanyazin goéz oniine
alindiginda bu sonug sasirtic degildir. Onceki arastirmalar da 6grencilerin 6gretmenlerinin karakter
ozelliklerine ve 6gretmenlerinin onlara nasil yaklastigina daha fazla dikkat ettiklerini ortaya koymustur
(Buslervd., 2017; Fajet vd., 2005; Lupascu vd., 2014; Murray, 2011; Ng, 2015; Raufelder vd., 2016; Smith
& Yasukawa, 2017; Strikwerda-Brown vd., 2018; Stronge vd., 2011). Bu calismanin ve ilgili alanyazininin
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sonuglari, 68rencilerin sadece 6grenen olarak degil, ayni zamanda ilgiye ihtiya¢c duyan, takdir edildigini
ve adil davranildigini hissetmek isteyen bireyler olarak muamele gérmek istediklerini gostermektedir.
Katilimcilarin belirli bir konu alanin1 6grenme ve/veya derslere katilma motivasyonlari, 6gretmenleri
tarafindan kiiclimsendiklerini, kirildiklarini, ayrimciliga ugradiklarini veya koétli muameleye maruz
kaldiklarini hissettiklerinde olumsuz etkilendigi goriilmektedir. Bu durum ise 6grenme motivasyonu ve
derse katilim 68renci sonuclarini etkilediginden icerik 6grenme sanslarini azaltmis olabilir (Havik &
Westergard, 2020; Orhan-Ozen, 2017).

Tartismaya deger bir diger bulgu ise katilimcilarin 6gretmenlerinin isinden keyif almamalarin
ve 0gretmenlerin mesleki olmayan davranislarini 6grenmelerini olumsuz etkileyen bir faktor olarak
belirtmeleridir. Bununla baglantili olarak ilgili arastirmalar motivasyon ve profesyonelligin egitimin
kalitesine katkida bulunan onemli faktorler oldugunu vurgulamistir (Korkmazgil & Seferoglu, 2021;
Tang vd., 2014). Aslinda nicel arastirmalar, 6grencilerin 6gretmenlerinin 6gretme coskusuna iliskin
algilarinin, 6grenme motivasyonlarina ve wustalik hedefi yonelimlerini gelistirmeye katkida
bulundugunu da desteklemektedir (Lazardies vd.2018). Bu durum, 6gretmen adaylarinin bilissel
olmayan o6zelliklerinin (6gretme motivasyonu gibi) ise alim kriterlerinin bir parcasi olarak dikkate
alinmasi ve/veya Ogretmenlere yonelik mesleki standartlarin olusturulmasi agisindan bir baska
destekleyici nokta olarak degerlendirilebilir.

Oneriler
Bu bulgulara dayanarak asagidaki 6nerilerde bulunulmustur:

1) Ogretmenler ve égretmen egitimcileri, 6grencilerin égretmen-ogrenci iliskilerine ve uyum
olusturmaya verdikleri dnem konusunda bilin¢lendirilmelidir;

2) “Kotl” ogretimle iligkili oldugu belirlenen faktorler, 6gretmenlerin kaginmasi gereken
eylemler listesi olarak degerlendirilebilir;

3) Tirkiye ve diger iilkelerdeki egitim yetkilileri, bilissel olmayan nitelikleri 6gretmenlere
yonelik standartlara ve/veya 6gretmenlik meslegine giris kriterlerine ve/veya 6gretmen yetistirme
programlarina entegre etmeyi diistinmelidir.

Bu calismanin bilgiye katkisi, yeni bir baglamda (Tiirkiye) “kéti” ogretmenler/6gretme
konusunda fikir vermesi ve ¢alismanin sonuglarinin, “kotii” 6gretmenlere iliskin daha 6nceki 6rnek olay
incelemelerinin bulgularini desteklemesi ve dolayisiyla mevcut ve ge¢mis arastirmalarin gecerliligi ve
givenilirligini arttirmasidir. Ancak daha da 6nemlisi, bu ¢alisma 6grencilerin 6gretmenlere yonelik
algilarinin 6nemini ve bu algilarin onlarin 6grenme siireglerini nasil etkileyebilecegini vurgulamaktadir.
Bu, 6grencilerden geri bildirim almanin 6gretmenlere kendi uygulamalarini gelistirme konusunda daha
fazla firsat saglayabilecegi fikrini desteklemektedir (Eriksen vd., 2020).
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Appendix 2.
Quotations supporting the interpretations from the data
Theme | Sub- Category Category explanation | Data extract (quotation)
theme
2 < Not paying Data extracts which | P77- For example, [ have witnessed and experienced that our teachers did not teach the lessons
i3 = attention to indicated students | at a level that we could understand, they did not empathize with us, they did not take students’
=} S . X . . . . . o
3 S student perceived their | readiness levels into account [...] they loaded us with theories without giving us a chance to
2. = readiness/ skill | teachers to not | practice it and these conditions have decreased our motivation to learn.
g 2 levels/ needs consider and/or pay
f‘é\ ‘E (n=12) attention to student | P90- In year one, there was a male student who had difficulty standing still, tore other students’
= 2 characteristics (i.e. | hair and hit them, and did not listen to the lessons. He had encopresis. [...] Rather than trying to
< é individual differences), | teach him or attempting to change his behaviour, [the teacher] insulted him. [The teacher] did
-% o0 readiness levels, or | not attempt to win him over. | am getting sad as [ am writing about this. Labelling a student
RS S needs during | without doing any research or trying to understand him, or exerting an inhuman behaviour
e = teaching/learning without understanding what is suitable to his level of perception was not a behaviour fitting a
- = processes were coded | teacher.
= in this category.
P175- [Teachers] were supposed to pay more attention to lazy and unsuccessful students, get
them to participate more in classes, and establish dialogue with them, but they [the less
successful students] were the ignored party [in the classroom].
Not being able Data extracts which | P17- But, throughout my school life, my teachers did not guide me in selecting a profession. This
to guide indicated that students | was a big drawback for me during my education.
students perceived their
(n=5) teachers to be not | P97- None of our teachers used expressions such as: ‘You are more successful in this area; you

successful in guiding
them towards a future

career/study area
based on their skills
and abilities were

coded in this category.

should try to continue [your education] in that field and you should... or we should try to make
up for the areas [of knowledge] you are lacking in’. Now we are aiming to provide our [future]
students with better opportunities by using such sentences.

P109- But, in our time, services such as counselling, professional guidance, or guidance towards
exams were not present. Therefore, | believe we were not appreciated enough and we have lost
opportunities. Those who could not afford private tuition entered the OKS [test for student
selections into high schools] as if it was just a regular test. Nobody told us about the importance
of it.

Preventing
critical
thinking

Following a
dogmatic
approach (n=8)

Data extracts which
indicated that students
perceived their
teachers to  make

students accept what
s/he taught without

P5- Therefore, in order to prepare for that exam that had “vital” importance, we used to start
learning how to become a slave of the [education] system based on rote learning as young as
eight/nine years old, three years earlier than it is now. We were confined to test books at an age
when a child really wanted to play games.
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Theme | Sub- Category Category explanation | Data extract (quotation)
theme
paying attention to | P97- Throughout our school life, our teachers tried to mould us to become like them, they did
evidence or opinions, | notattempt to utilize our creativity and we have gotten stuck in a mechanized education system.
and/or to teach in a
mechanical way | P142- I believe our teachers took away our ability to think critically and independently. In my
encouraging rote | view, the dominance of a dogmatic approach is the result of both the education system and
learning/memorization | educators who are not courageous enough to digress from it.
were coded in this
category.
Preventing Data extracts in which | P16- Sometimes, | avoid asking what the problems are. Only if [ could talk about the questions
students from students reported they | and problems I have, maybe then, all problems and misunderstandings will be sorted out.
asking were not allowed to | However, since the questions to be asked to overcome this problem were not present [cannot
questions/ and/or prevented from | be asked], then there were no answers to receive. [...] The teachers who came to the class would

making queries
(n=7)

asking questions
and/or making queries
during
teaching/learning
processes were coded
in this category.

only lecture us and go, and they would always have the tendency to shut us down.

P75- I can say that our teachers did not attempt to encourage us to ask questions or allow us to
make the queries we had in our minds. And I witnessed this causing us to gradually become
introverted and experience trust issues with ourselves as well as the teachers.

P129- Most of my teachers were against being asked questions during the lesson, maybe they
were afraid of not being able to answer questions, but [because of that approach] we could not
understand many concepts and, rather than learning them with practice, we only recited enough
of them to allow us pass the tests. [The italic part of the extract has also been coded in the
category of following a dogmatic approach]

Preventing the
sharing of ideas
(n=2)

Data extracts in which
students reported they
were not allowed to
and/or were prevented
from talking to each
other to exchange ideas
during
teaching/learning
processes were coded
in this category.

P7- For example, in the Imam Hatip [Religious Vocational] School, it was forbidden for us to
speak to the opposite gender even though we were all present in the same environment. [...]
Now, [ realize that [ cannot explain myself clearly when talking to men. They prevented us from
thinking and speaking freely. Now, whenever I am about to say something with regards to an
issue, I start worrying whether what I say may be misunderstood. I think about this even now
whilst writing this homework.

P18- After thatincident [...], [ realized that I am not able to express my thoughts and ideas freely
in crowded environments and the classroom; I was either afraid of making mistakes or
abstained [from speaking].
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Theme | Sub- Category Category explanation | Data extract (quotation)
theme
2 9 (n=7) Data extracts which | P80- As soon as the class started, the teacher would start lecturing and continue to do so using
< @ indicated that students | the same tone of voice till the school bell rang. As expected from a hardworking student, I used
8 é were passive recipients | to sit at the very front of the classroom. [However] No matter how hard I tried to follow the
é % of knowledge during | lesson, my eyes would start closing.
aé teaching/learning
£ 3 processes were coded | P151- During secondary school years, [ had a science teacher who would lecture us as if s/he
"§ a2 in this sub-theme. was reading a novel and then s/he would finish the course.
8
0 § P159- [Referring to an activity where the teacher dictated students to take notes]. For me, this
B was not any different than being a clerk. Students were not given a chance to think for
% S themselves and evaluate which parts are important for taking notes. I have frequently
23 experienced the negative effects of this during university. You listen to a lecture but cannot
decide which parts were important.
£ (n=2) Data extracts which | P80- One day when [the teacher] could not control the classroom, a fight broke out among
g = 8 indicated that students | students. Male students from two different classes got into a clash. We all tried to separate them,
o £ § perceived their | but we were frightened when one of the students took out a knife from his pocket. Our teacher
< g%’ teachers to be not able | was also scared and started crying. S/he ran out of the classroom and locked us in. She went
& g to manage and/or | and called the principal. [...] Then, [the principal] got the hold of the student who had a knife
control the students in | and took it away from him.
the classroom were
coded in this sub- | P167-1was disheartened from physics classes which I loved a lot because the physics teacher
theme. could not teach the class and was not able to control the students.
Getting students | Data extracts in which | P129- ...we also had teachers who wanted us to present the content. They would assign a topic

Unprofessional conduct

to prepare for
and present

students reported that
their teachers assigned

to everyone, ask them to get prepared [to teach it] and then they [the teachers] would sit in a
corner and listen to the presenter just like us, and that was it. Whether we learned it [the topic]

lessons the task of presenting | or whether we learned it correctly was a mystery and, of course, in the end, that topic would be
(n=2) lesson  content to | considered as covered and the lesson would be over.
learners were coded in
this category. P181- [That teacher] would get students to present the lesson content in every lesson s/he
taught. [...] S/he would give a plus (+) to the student who presented, but when it was time for
exams, nobody would be able to score high.
Not enjoying the | Data extracts in which | 144- I should not forget to mention my mathematics and literature course teachers who taught

profession (n=
3)

students did not
perceive their teachers
to enjoy their
profession and/or do it
as a means of living

me what sort of a teacher I should not become, a teacher who does not like his/her profession.

P164- . I think the reason for that is because they [the teachers] taught for ‘living’ not for
‘development’. [ still believe that most of the teachers have the licence to teach but not the skill.
And our country will continue to lose so long as we do not assign this job to those who are
competent.
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were coded in this
category. P166- There are such teachers who consider the profession as a means of living and who just
do the teaching and leave the classroom instead of being patient and making an effort, they are
ready to explode like a bomb [indicating anger| instead of showing love and affection.
Unfortunately, [ met such teachers during my whole education life.
Not teaching the | Data extracts which | P64- Since our teacher was the wife of an MP candidate, we spent most of the time playing and
course content indicated that students | doing nothing in year one and year two. Our teacher would be on leave every 15 days and would
(n=11) perceived their | assign a year five student to control us and keep us in the classroom.
teachers to not

undertake teaching or
undertaking it for a
limited period of a
lesson were coded in
this category.

95- During high school, my class was very crowded and noisy. The teacher used to tell us that
s/he would not teach us unless we became quiet. S/he would come to the class, wait, and, when
the bell rang, leave without teaching anything. I even had a teacher who slept during the lesson;
s/he was quite an old teacher.

P101-This teacher would play lottery in the class rather than teaching us content. S/he would
write numbers into small pieces of paper, fold them, and ask us to choose from those pieces.
Since we were children, we felt that it was a game and we enjoyed it. Everyone was eager to be
able to select a piece, but s/he would get angry at us when s/he could not get the expected result
from the numbers we selected.

Taking
advantage of
students (n=5)

Data extracts in which
students reported that
teachers, directly or
indirectly, tasked
students with duties to
provision their
personal needs were
coded in this category.

P113- [That teacher] would get students to go to the market to buy things such as fruit during
the lesson. I believe that I could not receive good tuition because of that teacher and [therefore]
my base education in primary school was not strong.

P132- In a handicraft lesson, [the teacher] asked us to knit a towel edging, of course, I got help
from my mother but still did it myself. To my surprise, [the teacher] was investing in his/her
child’s wedding [implying that the teacher collected the products from students and took them
home]. Other students’ mothers brought in very elegant designs. At the end of the academic
calendar, our results were announced, my colleagues who had worse scores than me were able
to receive certificates of achievement because of the presents [referring to the products made
in the handicraft lessons], and cookies and pastries that they got for the teacher.

P165- [The teacher] often asked us for things (i.e. clothes, cookies). Because of my teacher,
primary school was a nightmare for me.
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Talking about Data extracts in which | P145- When you [the teacher] are in front of your students, you drop all your other identities,
the self (n= 3) students reported that | and you are only a teacher at that moment. Other identities you may have should only contribute
their teachers talked | towards benefitting your teaching. Otherwise, you may negatively affect those who are in the
about matters relating | pursuit of becoming self-aware and who want to learn from you. My secondary school art
to their personal lives | teacher was someone like that. She/he used to narrate his/her life to us at such an extent that
during we would also feel the problems she/he experienced.
teaching/learning
processes were coded | P147- We had teachers who asked about clusters in exams, but talked about their lives in the
in this category. classroom.
P151- In the traffic lesson, our teacher would often talk about his military service memories,
then, laugh at it by himself, and ask us to tell him our fathers’ military service memories, it was
like a nightmare.
o = (n=4) Data extracts in which | P97- Whilst receiving primary education in a small town, we could not learn mathematics, one
5 g }é% 55 students reported that | of the foundation courses that affects our lives as well as exams. The teacher who taught
T8 S certain subjects were | mathematics was not even a mathematics teacher; s/he was specialized in a different subject.
e £ 2 taught by teachers who
il 5 ~ were not subject matter | P132-1had an English [in primary school] teacher whom Iloved very much. S/he was [later on]
§ 2 & experts in that | appointed to another school and left. [...] The religion teacher started coming to English classes.
g z particular area were | Rather than teaching us English, s/he started getting us to recite sections of the Holy Quran.
© = coded in this sub-
theme. P151- The physical education teacher taught us geometry, he used to forget about the formulas
and ask us [to remind him].
% =l (n=7) Data extracts which | P17- My teachers who displayed negative behaviours had the perception that they were
'§ © T indicated that students | superior [to us] and felt that they had to be in control. They always expected obedience from
s £ 8 perceived their | the students.
3 ‘5 =
5 s 2 teachers to be
g 5 ‘é oppressive and | P22- I was a primary school student and, during that period, there used to be more crowded
S = authoritarian were | classes. Teachers used to practice stricter methods and strategies to establish their authority in
20 coded in this sub- | the classroom. I could not learn Turkish at all at that time since I was afraid of our Turkish
g theme. teacher who exaggerated this situation and considered himself/herself as the only leader of the

classroom and controlled the classroom with fear.

P102- In secondary school, my English teacher dampened my spirit to learn a [foreign] language
because of his/her teaching style that is based on strictness, oppression, and rote learning. [The
italic part of the extract has also been coded in the Following a dogmatic approach category]
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o (n=5) Data extracts which | P14- ...then another teacher came, [and] s/he was very angry, s/he used to frequently get angry
7 indicated that students | and shout [...], this behaviour really disturbed me, [ used to become nervous when s/he taught.
o perceived their
% teachers to be angry or | P50-[The teacher] would act aggressively every time s/he came to the class and after 10 minutes
o showing aggression | of lecturing, s/he would sit down [and do nothing] until the end of the lesson. [The italic part of
& towards students were | the extract has also been coded in the Not teaching the course content]
;;; coded in this sub-
= theme. P110- Let me start with my primary school years, unfortunately, I never really got to like my
&o primary school teacher. She was a cold and angry woman; she used to beat us with a ruler as a
‘D punishment when we got noisy. [The italic part of the extract has also been coded in the Physical
Fa abuse category]
> (n=2) Data extracts in which | P111- As for my primary school teacher, [...] I shared my family problems, which my parents
@ students perceived | advised me not to, with my teacher since I could not carry [the burden of] it due to my age and
§ their teachers to be not | I asked for help; however, the fact that my parents learned about it [that I talked to my teacher
‘g trustworthy and/or | about the problems] has, once again, caused my trust in my teachers to decrease.
}é could not keep a secret
=i were coded in this sub- | P8- Another issue was that our teachers were indiscreet. I would not consider myself as
?_:D theme. someone who shares emotional [problems]. Nevertheless, I forced myself and shared 3 to 5 of
e the hardships I had with the teacher, but then I realized that the things I told him/her did not
stay between us. [...] Why would a teacher do that? After that, I realized that not only I am
suffering from a problem, but I also have to deal with the problems caused by sharing my
problem. [...] [Afterwards] I started keeping things to myself and trying to solve them by myself.
‘: (n=2) Data extracts in which | P53- Our teachers often advise us to ask questions if there are any points that we have not
% students perceived that | understood and they continuously remind us that we can ask questions and that they would
S there was a | answer [our questions] and re-explain the content over and over if necessary. Then, when a
o0 contradiction between | student follows this advice and says: ‘Teacher! I did not understand that’, the teacher starts
B what their teachers say | shouting: ‘Dear, what is there not to understand, I am spending all my energy and voice, use
;ci: and what they [the | your mind a little, will you?’ After such an incident, students stop listening to such advice. I have
B teachers] do were | personally experienced this.
= . .
S coded in this sub-
theme. P71- For example, the fact that a teacher who emphasized the harm of smoking cigarettes would
smoke in the school yard during the breaks has taught me that I should transfer my words
[arguments] into practice via the way I behave.
298 Y Verbal abuse Belittling: Data extracts | Belittling students
S5 S 2 (n=61) indicating that students | P2- The most important of all, I left my self-confidence back on the desk [indicating the loss of
= E E < perceived what their | self-confidence]. How? Because of our teachers’ attitudes that belittled us and statements such
< teachers said/did to be | as: “You are a lost case” [...]

making them seem
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Data extract (quotation)

little or less were coded
in this category. (n=7)

Offending: Data
extracts in  which
students reported that
they felt hurt, upset,
humiliated, ashamed
and/or embarrassed by
what their teachers
said or did were coded
in this category. (n=32)

Shouting: Data extracts
in  which students
reported that their
teachers shouted at
them were coded in this
category. (n=9)

Threatening: Data
extracts in  which
students reported that

their teachers
implicitly and/or
explicitly  threatened

them (i.e. with giving
low marks, harming the
students) were coded
in this category. (n =13)

P68- I was in the fourth grade, we were in a mathematics class and [ was not able to understand
a topic that the teacher explained. I raised my hand and asked the teacher to repeat the
explanation if possible. The teacher responded: ‘I would be surprised if you did [understand]’
then all students in the class laughed.

P69- Some of our teachers used to say things that would damage our self-confidence. For
example, they told us things like: “Besides, you will not be able to learn it, but let me teach, at
the end of the day, | am getting paid for it”.

Offending students

P25- One day, nobody was listening to the teacher in the German lesson. The teacher told us
that s/he would not get angry and asked us to give our honest opinion about why we did not
listen to him/her. And I asked for permission to speak and communicated the shared idea of the
class to him/her. I told him/her that the lesson was not related to [covered in] the YGS
[university entrance exam] to be held at the end of the academic year and that there were more
important lessons on which we focused. After those words, the German teacher offended me in
front of the whole class.

P30- Even in the smallest incident in which I was involved, our classroom teacher [...] would
humiliate me in front of the whole class. I still remember the cliché statements s/he used: “You
are the son/daughter of a teacher; you have to set an example for your friends! If you do it this
way, what would not your friends do? [indicating they would do anything]”

P40- Our teacher asked us to write a composition and then read them. S/he did not like my
composition and offended me by shouting: “Look at his/her composition!” [indicating
disappointment] and walking in the class and showing my paper to others. After that day, | have
abstained from doing things, writing in the classroom, or asking for permission to speak, and
that continued throughout my education life. My teacher broke my confidence [in myself], and
I could not get over this.

Shouting at students

P28- When a mistake was made, [the teacher] would shout or show the tendency to use violence
such as slapping, and this can leave unforgettable memories in one’s unconsciousness. [The
italic part of the extract has also been coded in the Physical abuse category]

P54- ... unfortunately, [ was one minute late to the class because [ was praying, and [the teacher]
shouted at me in front of the whole class in such a way that | would never forget in my life.
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P137- The fact that my teacher scolded me and shouted at me in front of the whole class because
I misunderstood the homework and got prepared for the wrong homework has completely
erased my self-confidence.

Threatening students
P8- [Referring to a teacher’s action] Of course, if we had mentioned it to our families, [then] the
teacher would have played merry hell with us. We kept quiet since we were afraid of it.

P73- During the class, my friend sitting next to me dropped his tasbih, but he was not using it
[...] Then the teacher took his tasbih, threw it at his face and said: ‘No matter how good you can
speak English, even if you are the best in Turkey, you will not be able to pass this lesson’.

P81- [The teacher] used to hit students with the stove skewer and threaten students that s/he
would get them to step on a heated wood stove unless they [other students] listened to [their
teacher]. [The italic part of the extract has also been coded in the Physical abuse category]

Physical abuse Data extracts in which P20- Mr Aziz, our mathematics teacher, used to randomly select students and ask them about
(n=52) students reported that | the multiplication table. If he could not get an answer or if he got a wrong answer, he would slap
they were slapped, hit [the student].

with objects, beaten, or
given physical P67- For example, | had a teacher who hit my head with a pen just because I could not answer
harm/discomfort by a question...

their teachers were
coded in this category. | P159- Let’s move on to the worst; beating. Probably, it is the worst thing that can happen to a
student [...] The direness of the situation is clear when you consider the psychology of a student
who got beaten. How positive could perceptions of students be of school if they had been beaten
in front of the whole class? No student deserves to be beaten no matter what they have done...

Sexual Data extracts indicating | P10- Although it hurts to talk about the bitter truth, I do not mind [telling about] it if it would
harassment that students perceived | increase awareness so that others would not need to experience the same things. During year
(n=2) their teachers to be | five, we had an aggressive teacher; he had qualities such as sexually harassing female students
sexually or beating students, in other words, qualities that an educator should not possess. [The italic
harassing/assaulting part of the extract has also been coded in the Being angry and aggressive category]
were coded in this
category. P58- Our male English teacher in high school used to hug female students, but this was not a

compassionate hug like a father. [...] One day, my friend sitting next to me was absent. [...] In
that lesson, the teacher touched my hair while passing by and then after going around, he came
back and sat next to me. While he was trying to put his arm around me for a hug, I acted quickly
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and moved. [ told him: ‘Never do that again! I am not like other students; it will not end well for
you'. His reaction was an ugly smile.
% Discrimination Data extracts in which | P51- ... but this new teacher, in my view, was harsher and someone who discriminated [among
= among students | students reported that | students] in the classroom. Therefore, it would not be wrong to say that I did not like him.
k= in general their teachers
E’; (n=5) discriminated among
g students without | P66- [My primary school teacher] taught me the basics and I am grateful to him/her for that,
% specifics to the aspect | but I also have small complaints about him/her; [...] c) to openly discriminate among students
= of discrimination were | [...]
2 coded in this category.
_E P76- The fact that one of our teachers in high school discriminated among students caused me
£ to lose interest in his/her classes and stop liking him/her.
é Discrimination Data extracts in which | P88- Perhaps because their families were better off financially and their parents were more
a

based on family
income levels
(n=9)

students perceived that
they were
discriminated because
of their families’ socio-
economic levels were
coded in this category.

attentive, some of our friends had shinier hair clips, shoes, and uniforms, and during teaching,
those students would receive a more special attention from the teacher.

P128- ...that teacher ignored us, paid more attention to a certain group of students, and, each
time, gave responsibilities to students in that [other] group. The teacher behaved that way not
because those students were cleverer or skilled, but because their families’ income levels were
higher.

P150- Furthermore, some teachers would discriminate [among students] based on [students’]
financial situation. Those days, we were not good [not stable financially], I could not approach
the teachers because my school uniform was old. This has always caused me to be shy and timid.

Discrimination
based on
success (n=9)

Data extracts in which
students perceived that

they were
discriminated because
of their level of

academic success in the
classroom were coded
in this category.

P89- [ was seven years old and, like everyone, [ started school with enthusiasm. It had not been
even one month since the start of the school when the teacher split the class into two;
hardworking and lazy students. [The teacher] made hardworking students read spelling cards
and write on the board, but the teacher never paid attention to us.

P47- Teacher Ahmet entered the class with a sourpuss face [...] In the question-answer session,
rather than being attentive towards everyone, he only focused on successful students.

P52- My mathematics teacher can be one of the reasons of this, s/he would discriminate [among
students] to such an extent that s/he would tell unsuccessful students to go to one side [of the
class] and successful ones to another.

Discrimination
based on gender
(n=2)

Data extracts in which
students perceived that
they were

P56- [As for] my secondary school teachers’ discrimination in the classroom, s/he scolded
female students when they asked questions, but, unlike the way females were treated, [the
teacher] responded rather happily to male students even if they said something uncalled-for.
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discriminated because
of their gender were | P135- Out teacher was an educator with a strong sense of feminism and I have witnessed this
coded in this category. | situation to negatively affect male students in classroom environment. [...] To talk on my own
behalf, our teacher’s feminist views and character created a feeling that I am a nobody and this
decreased my interest in classes to the minimum.
(n=18) Data extracts in which | P82- [Referring to being transferred to another school] I was like a fish out of water, I was

Not caring about students

students perceived that
there were not cared
for and/or paid
attention to by their
teachers were coded in
this sub-theme.

looking around with blank eyes as if [ was lost in that huge school... I am thinking about it, if I
were in the teacher’s shoes, would I be so disinterested in... Or let me rephrase it, would not I
be more attentive of my student who needed attention? Of course, | would. If I had received that
attention and care, maybe, I would have become self-confident, been able to more quickly raise
my hand [to answer] when my teachers asked a question.

P164- During that period [primary school years], a child expects to receive attention, love, and
affection. Because it is the first time children leave their families and try to adapt to a new
environment. | always expected to receive those from my teacher, but that did not happen. The
teacher did not care about the fact that my mother lost her eyesight, got divorced, or that my
father was remarried. I do not remember [hearing] any words [from the teacher] indicating
attention or love.

P175- One of the mistakes that [ have observed most teacher made, but which I only realized to
be a mistake was that [teachers] did not care for unsuccessful students in classes and were
excluding them.
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I (n=9) Data extracts in which | P12- ... [the teacher] was shouting at everyone to keep quiet. Nevertheless, there were students
g students perceived that | who continued talking. Me? | was not even talking. In spite of this, however, that teacher came
= there were mistreated | towards me and slapped me in the face saying: ‘Why are you talking?’. I was so shocked that I
E’; by their teachers | could not even say that I was not the one talking [...] [ was not disrespectful and that should not
g and/or punished for | have happened. [The italic part of the extract has also been coded in the Physical abuse category]
:fé something they did not
E do were coded in this | P36- Teacher Dilek, one of the classroom teachers in our school, entered the class. She looked
s sub-theme. around and said: “You!” It was obvious that she made a random selection. I thought that there

might be furniture to carry, so I said: “I can help, teacher!” She took me and one of my friends
who was introvert to the deputy principal’s room. Both of them [the teacher and the deputy
principal] started shouting loudly, we were frightened; we had never experienced such a
situation before. I asked my teacher about what was happening. S/he accused me of being a
sleazebag and offending female students [...]. I was very ashamed. | was not even able to speak
because I did not know how I could prove that I was innocent [...] For the whole duration of a
lesson, s/he kept stating that we can never become anyone [useful to] in the society and [...]
that we were useless for the society using a high-pitched tone crumbling our self-confidence
and opening scars that would never close. It took them several days to understand that we were
not the ones involved in the case [about offending female students], and to atone for what they
did, they only said that it was not us.

P86- [Referring to an incident of misbehaviour] Afterwards, [the teacher] asked me to come to
the blackboard and hit my hands with a stick 10 times without asking or listening to what I had
to say. The fact that [the teacher] treated me that way really upset me, and whilst being subject
to this mistreatment and getting punished, I defended myself saying that I was innocent; it was
Kirsat who pushed me. I was really angry. The teacher called Kiirsat and hit him five times.
However, | was really demotivated because I experienced this kind of treatment when it was
really Kiirsat who was responsible and because my teacher judged me without even listening to
me. [The italic parts of the extract has also been coded in the Not listening to students category]
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=3
o
=
o

(n=18) Data extracts in which | P14- When the [test] results were announced; the teacher offended me by telling the whole class:
students perceived that | ‘Your friend [participant’s name] is very hardworking; s/he even did the hardest question,
there were not listened | [because] s/he cheated’. Even though I tried to explain the situation [that | randomly selected
to by their teachers | the answer to the most difficult multiple-choice question], the teacher did not listen to or
were coded in this sub- | respect me. Next day, I decided to go to the administration and explain it to school managers,
theme. but -again- they did not listen. [The italic part of the extract has also been coded in the Offending
students category]

Not listening to students

P106- [During the class], [ needed to use the bathroom; I could not go to the bathroom during
the break since we were playing games. In addition, since I drank some drinks, I really needed
to pee. I raised my hand and told the teacher that I needed to use the bathroom, but my teacher
scolded me and asked me to sit down. But I really needed to pee, I realised my hand again;
however, the teacher scolded me more harshly this time. I was pushing myself really hard to
hold my pee that I had tears all over my face, but I could not hold it any longer, I peed on the
desk as the bell for the break rang.

P120- Just before sitting down, I asked for a spare lead [for the clutch pencil] from my friend,
but the class was noisy and my friend threw the lead box towards me. [The teacher]| suddenly
started shouting: “What is your name?” [ told my name and [the teacher] added: “Do not you
have manners? What is that move?” I answered: “Pardon me teacher, but what does it have to
do with manners? I only asked for a spare lead from my friend”. She did not even listen to me.
S/he asked me to tell my number, which I did. S/he asked for a pen and the class became quiet.
S/he wrote zero [next to my name as a classroom performance grade] and showed it to the whole
class adding: “Next time, you will be quiet in my class”. [The italic part of the extract has also been
coded in the Mistreating students category]
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Abstract

Music is related to aesthetics like any field of fine arts. Just as an understanding of art that lacks aesthetics and
philosophy cannot be conceived, there is no general music education devoid of these. In this study, it was aimed
to examine the cognitive structures of the aesthetics concept of the students studying professional music
education. The participants were 88 students in the 1st, 2nd, 3rd and 4th grade at the Department of Music,
Musicology and Turkish Music at a public university in Turkey in 2022-2023 academic year. It was followed the
qualitative research method and used descriptive research design. A word association test (WAT) was used as
data collection tool. In word association tests, the words that are associated with a series of keywords given to
the research group are expected to be listed within the given time. In this context, participants were given the
concept "aesthetics” and asked to write their associations and to make a related sentence about that concept.
The content analysis was used in the analysis process. The results of the study showed that the majority of music
students had misconceptions about the concept of aesthetics.

Keywords: Aesthetics, music students, cognitive structure, word association test.

Introduction

Although the approach of aesthetics as a science, its naming and examination through certain
definitions date as recently as the 18t century, it can be said that aesthetic relations with objects,
arguments that investigate and question beauty, date back as far as the history of reasoning. Since
Baumgarten's definition of aesthetics as "the science of sensory knowledge" (Tunali, 1998, p. 14) and
naming it as a science, many contradictory and parallel ideas have been grounded: Contrary to the idea
that aesthetics is a branch of science, there is the view that treats it as a philosophical area; on the other
hand, some views keep aesthetics apart from the ideas dealing with the philosophy of art in the same
frame. They offer proposals defining aesthetics over each of the elements they cover, and when all these
contemplations are taken into consideration, it is realized that it is impossible to make a single definition
of aesthetics. However, Ziss's (2016, p. 130) definition proposes the opportunity to understand
aesthetics not only as the science of beauty but also in a broader framework: Aesthetics is "the science
of the artistic assimilation of reality, and above all the science of the laws of art and the theory of artistic
creation”. Considering the emotive nature of art, it is understood that the knowledge gained from artistic
experiences differs from that acquired through reason, and therefore, aesthetics is acknowledged as a
means of perception through the senses (Aykut, 2018). Art does not only appeal to the mind through
knowledge but also to the soul and self of the person (Soykan, 2020).

To fully understand aesthetics, first, it is useful to recognize the concepts in which it is integrated
into existence. When we look at the concept of aesthetic value, which is one of them, or the concept of
beauty with its more widespread use, aesthetic definitions that focus on beauty such as "science of
beauty" and "philosophy of beauty" are frequently encountered in many sources written on aesthetics.
It can be said that aesthetics is a body of thought that seeks beauty and aims to determine the criteria of
beauty, to understand and perceive it. Nevertheless, as Tunali (1998) stated, considering aesthetics only
as a science that examines the value of beauty or as a pure philosophy of beauty narrows the realm of
his research. Every artwork that has aesthetic value cannot be characterized by the term 'beautiful’ used
in everyday language; disturbing, tragic, frightening, funny, irritating, and even ugly value applies within
aesthetic limits. The main reason for this is that the concept of aesthetic beauty has a different meaning
from the beautiful used in daily language, and this difference lies in its power to convey the situations
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and feelings that cannot be described as beauty to the receivers through the artwork and to evoke
aesthetic pleasure.

Aesthetic experience, in which the subject's attention is completely focused on the aesthetic
object, goes beyond time and space and is different from everyday experiences, arises from encounters
with works of art (Fubini, 2014). The fundamental elements covered by aesthetic experience stand out
as aesthetic object, aesthetic subject, the subject's aesthetic attitude towards the object, aesthetic
pleasure in the subject, aesthetic taste, aesthetic feeling, and aesthetic judgment. Although the progress
of music aesthetics, a specific area of aesthetics with well-founded propositions, dates to the post-19th
century, reflections on music date back to Ancient Greece. Music aesthetics, as an effort to create and
find beauty in the context of musical works, investigate the criteria of beauty and the perception of taste
in music (Yildirim & Kog, 2006). The aesthetic analysis process of music also requires blending different
styles and period information. In this sense, it is important to develop musical manners (Torun, 2021).

Musical beauty, in its historical development from antiquity to the present, was first evaluated
on a mathematical basis and then discussed with its pleasing and soulful aspects. It took on a religious
identity for a while, then it was placed on a humanist basis, and the idea that it was spiritual and
universal came to the fore. Later, it focused on social problems, and by getting rid of them, a new
understanding of music, which was independent of emotion and time, developed in the last century. It
is essential to have knowledge and sensitivity about the historical development of the understanding of
beauty in music and the meanings attributed to music, and different ways of thinking about music, to
approach a musical work in a holistic rather than a singular way while analyzing a musical work
aesthetically. In addition to the development of the world we live in and the technique, the phenomenon
of art and aesthetic evaluation become an inseparable part of human activities due to the development
of human consciousness, emotion, and intuition (Dogan, 1975). To perceive and interpret art and to
have a critical view, it is necessary to know aesthetic concepts and to comprehend their relations with
each other. Considering the intertwining of art and aesthetics, individuals who choose to create,
produce, interpret, and think about art as a profession are expected to have knowledge about aesthetics
and the basic concepts of aesthetics and to adopt an aesthetic perspective. Like every field of fine arts,
music is also related to aesthetics; music aesthetics explores the relations between composer,
performer, and listener and the criteria of these relations regarding beauty. It is impossible to think of
an understanding of art independent of aesthetics and philosophy, and there is no general music
education without them. Soykan (2020), the influence of music on the individual and society has been
known since ancient Chinese teachings and that aesthetics and music education form a basis for social-
moral education, and adds: "A person who has the soul-body integrity created with mental education
and by becoming able to perceive real musical works becomes free with the competence he has acquired
in using his judgment on the one hand and in revealing his behavior style on the other hand”. Besides,
the aesthetic point of view goes beyond just an attitude towards art and works of art and becomes a way
of life; its effect is observed in every aspect of our lives. In line with these reasons, it is essential to reveal
the knowledge levels, approaches, and misconceptions of the aesthetic concepts of the artists, educators,
and art scientist candidates who receive vocational art education.

Word association tests are a method that has been used widely and for a long time among the
various methods used to evaluate the connections between the related concepts that have taken place
in the long-term memories of people regarding a certain concept, and to reveal whether there are
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sufficient and meaningful relationships between these concepts (Bahar & Ozatli, 2003, p. 75). It is based
on the assumption that giving a stimulus word on the relevant topic and asking the respondent to freely
associate the ideas that come to his mind with this word/concept provides access to the mental
representations of the stimulus concept (Hovardas & Korfiatis, 2006).

In recent years, research has been carried out with participant groups in different fields and with
different characteristics, that word association tests are used as the main data collection tool. Some of
these can be listed as follows: Aykag, Bilgin, and Bacakoglu (2016), regarding the concepts related to
drama; Unal and Er (2017), regarding abstract concepts within the scope of social studies course;
Gerekten (2018), on the concept of authority; Balbag and Kaya (2019) and Cetin and Unsal (2019)
regarding the values; Atabek Yigit and Balkan Kiyici (2019), regarding the concept of teacher; Alaca,
Yaman, and Nas (2020), regarding concepts that represent certain life skills; Nacaroglu and Kizkapan
(2021), conducted studies on the concepts of knowledge and learning and Ozaydin (2022), studies on
the concept of a chorus. In terms of art and aesthetics, Karip (2019) and Ozalp (2020) studied visual arts
teacher candidates' perceptions of the concept of aesthetics. In the fields related to music, there is no
study in this direction. In this principle, in this study, it was aimed to determine how the concept of
aesthetics is perceived by the students who receive professional music education through the word
association test, which is used to analyze the cognitive structures of important concepts in many
different disciplines, and the answers to the following questions were sought:

1. What are the cognitive structures of the students receiving professional music education
regarding the concept of aesthetics?

2. What are the misconceptions of the students who receive professional music education
regarding the concept of aesthetics?

Method

This research, in which the qualitative method is followed, has a descriptive identity. In the
description of qualitative research by Yildirim and Simsek (2021), there is an emphasis on trying to
present perceptions and events in their natural conditions and realistically in line with research
problems. In the qualitative tradition, which is based on an interpretive understanding, there is a
concern not to establish cause and effect relationships, but to analyze facts and events with an in-depth
and descriptive approach. It can be said that most of the social studies aim to describe situations and
events (Rubin & Babbie, 2011). Descriptive research, which is frequently done in the field of education,
aims to describe a phenomenon or situation in detail and tries to explain what entities, events, objects,
institutions, and groups are (Biiytkoztiirk et al.,, 2009; Karasar, 2006). In this study, it is tried to reveal
the "what" of the cognitive perceptions of the study group regarding the concept of aesthetics.

Study Group

The study group of the research consists of 88 students who continue their education in the 1st,
2nd, 3rd, and 4th grades of the Music, Musicology, and Turkish Music departments of a public university
in Turkey in the 2022-2023 academic year and participate voluntarily in the study. In the selection of
the sample, the purposive sampling method was followed. Purposive sampling is a nonrandom sampling
technique and the researcher determines some criteria in line with the research purpose and selects the
people or institutions that meet these criteria (Johnson & Christensen, 2019, p. 714). The specified
criteria are that the sample group has not taken an aesthetic course and that professional music
education departments with different programs and mission are located under the same roof.

830



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2023, 7(3), 827-845

Table 1. The profile of the participants

N %
Gender F 39 44,31
M 49 55,68
Grade 1 35 39,77
2 15 17,04
3 10 11,36
4 28 31,81
Department Music 9 10,22
Musicology 39 44,31
Turkish Music 40 45,45
Total 88 100

Data Collection Tool and Data Collection Process

Research data were collected with the Word Association Test (WAT). Word association, one of
the strategies developed to provide and measure conceptual understanding, is used as an alternative
assessment and evaluation technique. In addition, it is frequently used in the literature to detect
misconceptions and reveal the cognitive structure of a certain concept. In this technique, the
participants express other concepts that are associated with a given key concept related to the
determined topic, mostly within 30 seconds. It is assumed that the sequential answers “reveal the
connections between the concepts in the cognitive structure and show the semantic closeness. In line
with semantic closeness, the closeness of two concepts to each other in semantic memory is an
indication of the close relationship between them, and the answers to the concepts in this close
relationship will be faster (Bahar et al.,, 2003).

The word association test used as a data collection tool consists of two stages. First, after the
participants were provided with information about their department, class, and gender. In the first
stage, they were then asked to write down an aesthetic key concept five times in a row, leaving the
answer blank each time. After that, participants were given 30 seconds to write down five words that
the key concept reminded them of. In the second stage, they were expected to write a sentence about
what the key concept meant to them. This “relevant sentence” was considered necessary in terms of
providing more detailed information about the participants' view of the concept of aesthetics. Because
a 'related sentence' is typically more complex and higher-level than a single-word answer, various
factors such as the scientific validity and potential misconceptions of the sentence can affect the
evaluation process (Ercan, Tasdere, & Ercan, 2010).

What are the concepts you associate with “aesthetics”? Write down the first 5 concepts that come to your mind within a
period of 30 seconds.

Aesthetics:

Aesthetics:

Aesthetics:

Aesthetics:

Aesthetics:

What does the concept of “aesthetics” mean to you?

A sample sentence related with aesthetics

Figure 1. A sample page of WAT
Data Analysis

The data obtained with the word association test were analyzed by the content analysis method.
Content analysis is a research method that provides an objective tool to make inferences from written,
oral, or visual data sources to define and measure certain situations. It is based on conceptualizing the
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data in line with the meaning they contain and explaining the meaningful connections between these
concepts through themes. It is more than a counting process and aims to interpret the results in terms
of the context or the environment in which they are produced (Downe & Wamblot, 1992; Yildirnm &
Simsek, 2018). A concept is an abstract representation of an event, object, or action that the researcher
deems significant in the data; it serves as a nomenclature. The purpose of this naming is to group events
and phenomena according to their common or similar characteristics (Strauss & Corbin, 1998). These
concepts lead the researcher to the themes, and through the themes, the phenomena can become more
organized and understandable (Yildirim & Simsek, 2021). Microsoft Excel program was used to organize
the data in the analysis process. First, the responses of 88 participants were listed and analyzed.
Responses with missing concepts or no clear connection between the concepts and the sentence were
considered invalid and excluded from the analysis. The valid responses were numbered and
subsequently analyzed in detail. Prominent and repetitive concepts or words were identified and coded,
and all words were listed alphabetically. Finally, a frequency table was created. In line with the number
of repetitions of concepts/words, those that are used only once are not included in the next steps. The
expressions that were repeated twice or more and that were valid were gathered under the
categories/themes created in line with their similarities to each other. Finally, frequency tables related
to the themes were created, and the findings were interpreted with sample sentences.

Validity and Reliability

To ensure the reliability of the research, two researchers independently matched concepts and
categories. After the agreement and disagreement between the two encoders were determined
numerically by comparing the category lists, the reliability calculation was made using Miles and
Huberman's (1994) reliability formula [reliability = consensus / (consensus + disagreement) x 100].
The agreement rate between the two encoders was calculated as 89% [=41/ (41+5) x 100] out of a total
of 46 valid words.

Ethical Permits of Research
In this study, all the rules specified to be followed within the scope of "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were complied with. None of the

actions specified under the heading "Actions Contrary to Scientific Research and Publication Ethics",
which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Ordu University Socai and Human
Sciences Ethics Committee

Date of ethical review decision=27/10/2022
Ethics assessment document issue number=2022-206
Findings

In this part of the research, the analysis of the data obtained with the WAT is included. The
frequency and percentage distributions of the concepts and categories that emerged because of the data
analyzed using the content analysis method were evaluated.

A total of 24 answers, in which the same word was repeated more than once by the same person,
were excluded from the research. When examining the answers of the 64 participants included in the
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study, it was determined that 111 different concepts related to aesthetics were derived from their

responses. Within the scope of the study, 66 words that were used only once out of the 111 words

derived by the students were excluded. According to the content analysis, 45 words were collected under

4 different categories. These categories are the source of aesthetics has emerged as aesthetic

qualifications and terms, aesthetic values, and misconceptions. The concepts in Table 2 are listed

alphabetically with their frequency distributions.

Table 2. Words derived concerning the concept of eesthetics

Concepts f % Concepts f % Concepts f %

Abstract 1 0,4 Fragrance 1 0,4 Seda Sayan 2 0,8
Ajda Pekkan 2 0,8 Hairdresser 1 0,4 Self-confidence 1 0,4
Appearance 9 3,6 Harmony/ Sensation 1 0,4
Art 12 4.8 Harmonious 4 1,6 Size 1 0,4
Artificial 5 2 Human 2 0,8 Sky 1 0,4
Artistic 1 0,4 Intake 3 1,2 Smile 1 0,4
Attenuation 1 0,4 Landscape 2 0,8 Socrates 1 0,4
Attractive 1 0,4 Life 1 0,4 Song 1 0,4
Beautiful/ Light 1 0,4 Spirit 4 1,6
Beauty 51 20,4 Lip 5 2 Status 1 0,4
Binding 1 0,4 Literature 1 0,4 Stylish 1 0,4
Body 5 2 Love 3 1,2 Subjective 1 0,4
Botox 4 1,6 Luminous 1 0,4 Surgery 3 1,2
Bulent Ersoy 1 0,4 Makeup 1 0,4 Symmetric 2 0,8
Car 1 0,4 Masculinity 1 0,4 Symmetry 3 1,2
Care 4 1,6 Melody 1 0,4 Taste 3 1,2
Change 1 0,4 Music 2 0,8 Theory 1 0,4
Charm 2 0,8 Natural 3 1,2 Therapy 1 0,4
Chorus 1 0,4 Nature 3 1,2 Thought 2 0,8
Concrete 1 0,4 Neat 5 2 Tone 1 0,4
Constructivism 1 0,4 Nose 14 5,6 Turku 1 0,4
Cosmetics 2 0,8 Nuance 1 0,4 Unnatural 1 0,4
Creativity 2 0,8 Operation 6 2,4 Variation 1 0,4
Culture 1 0,4 Orchestra 1 0,4 Visual Arts 1 0,4
Dance 1 0,4 Order 4 1,6

Demo 1 0,4 Ornament 1 0,4

Design 1 0,4 Passion 1 0,4

Desired 2 0,8 Patient 1 0,4

Difference 1 0,4 Pattern 1 0,4

Doctor 4 1,6 Perception 2 0,8

Drawing 1 0,4 Perfect 2 0,8

Dream 1 0,4 Philosophy 2 0,8

Elegance 4 1,6 Physical appearance 1 0,4

Embellishment 1 0,4 Physics 2 0,8

Emotion 1 0,4 Piano 1 0,4

Eye 2 0,8 Plastic 1 0,4

Eyebrow 2 0,8 Pleasant 9 3,6

Eye Pleasure 1 0,4 Point of view 3 1,2

Face 2 0,8 Positive 1 0,4

Fashion 1 0,4 Proportion 4 1,6

Figure 1 0,4 Regulation 1 0,4

Fineness 3 1,3 Relativity 1 0,4

Flexibility 1 0,4 Required 1 0,4

Formalism 1 0,4 Scene 1 0,4

Format 1 0,4 Sculpture 3 1,2

Total 250 100
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According to Table 2, 111 different words in total, 250 words related to the concept of aesthetics,
were derived by the participants. The expressions most frequently repeated by individuals receiving
professional music education are beauty (f=51), nose (f=14), stage (f=12), appearance (f=9), pleasant
(f=9), surgery (f=6), lip (f=5), neat (f=5), body (f=5), botox (f=4), harmony/harmonious (f=4), doctor
(f=4), grace (f=4), order (f=4), care (f=4), proportion (f=4), spirit (f=4).

Table 3. Categories created in line with the concepts related to the concept of aesthetics

Categories N f %
Aesthetic Qualifications and Terms 19 8 9,35
The source of aesthetics 31 9 15,27
Aesthetic Values 57 7 28,07
Misconceptions 96 22 47,29
Total 203 46 100

As can be seen in the Table 3 large part of the cognitive structures of the participants regarding
the concept of aesthetics consists of the category of misconceptions (n=96) derived from 22 different
words. These words constitute 47.29% of the total words derived and have the highest rate revealing
the quality of the cognitive structures of the participants regarding the concept of aesthetics. The
distribution of other cognitive structures into categories according to the frequency of use; it is the
category of aesthetic values derived from 7 different words (n=57), the source of aesthetics from 9
different words (n=31) category, and the category of aesthetic qualifications and terms derived from 8
different words (n=19). The total number of frequencies was calculated as 46, as the concept of beauty
was used in two different senses in the categories of aesthetic values and misconceptions.

Table 4. Distribution of words derived concerning the concept of aesthetics

Categories Concepts N f %
Aesthetic Terms Elegance (3), Neat (3), Point of View (3),
and Qualifications Charm (2), Taste (2), Creativity (2), 19 8 9,35
Delicacy (2), Perception (2)
The Source of Art (12), Nature (3), Sculpture (3),
Aesthetics Love (3), Music (2), Philosophy (2), Human 31 9 1527

(2), Thought (2), Landscape (2)
Beauty (36), Pleasant (7),

Aesthetic Values Order (3), Symmetry (3),
Harmony/Harmonious (3), Proportion (3),
Perfect (2) Beatuful/Beauty (15), Nose (14,) 57 7 28,07
Appearance (9), Operation (6), Body (5),
Artificial (5), Lip (5), Botox (4), Doctor (4),

Misconceptions Care (4), Surgery (3), Symmetric (2),
Smooth (2), Physics (2), Eye (2), Eyebrow
(2), Face (2), Unnatural (2), Ajda Pekkan (2), 96 22 47,29
Seda Sayan (2), Cosmetics (2),
Desired (2)
Total 250 46 100

As aresult of the analysis of the data obtained in Table 4 the category with the least word derived
was the category of aesthetic qualifications and terms (f=8). 8 words were repeated 19 times in total.
The words in this category have a share of 9.35% in other categories. The most repeated words were
elegance (f=3), neat (f=3), and point of view (f=3). In addition, the words "charm, taste, creativity,
delicacy, and perception” were also included as words produced under this category.

The source of aesthetics category (f=9) has a share of 15.27% among other categories. 9 words
were repeated 31 times in total. The most repeated words in this category were art (f=12), nature (f=3),
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sculpture (f=3), and love (f=3). In addition, the words “philosophy, human, thought, and landscape” are
also included as words produced under this category.

The category of aesthetic values (f=7) represents 28.07% of the total categories. Seven words
have been repeated a total of 57 times, with "beautiful /beauty” being the most frequently used (f=36)

non

followed by "pleasant” (f=7). Additionally, this category includes words such as "order," "symmetry,"

nn

"harmony/harmonious," "proportion,” and "perfect".

If the category with the most words is derived, the category of misconceptions (22) has a share
of 47.29% among other categories. Among the most repetitive words in this category, the word
beauty/beautiful (f=15) was included in this category because it was also included in the category of
aesthetic values, but because it was determined to represent a human-specific appearance. The words
most frequently repeated by the participants were nose (f=14), appearance (f=9), operation (f=6), body
(f=5), artificial (5), lip (f=5), botox (f=4), doctor (f=4), care (f=4). Again, in this category, the words
"surgery, symmetrical, smooth, unnatural, physique, eye, eyebrow, face, Ajda Pekkan, Seda Sayan,
cosmetics, and desired" were included.

Table 5. Sample sentences derived by participants in the concept of aesthetics

Categories Sample Sentences
Aesthetic Qualification and It is the sublime.” (P89, 4th degree)
Terms “It is the personal development of perspective on the world.” (P65, 4th degree)

“To be naiver and more elegant. It is the reflection of that elegance people in
the works one does.” (P86, 4th degree)
Source of Aesthetics “It is the beauty of nature.” (P34, 2nd degree)
“Appealing to the eye, ear, and mind; evoking art; these are the structures and
concepts that are good for the soul.” (P46, 1st degree)
“It is the concept and science of artistic creativity, which is beautiful in
art and life.” (P55, 1st degree)
“Itis the beauty of art that is performed not only in the musical sense, but also,
in every field.” (P57, 1st degree)
“Aesthetics for me is human thought.” (P71, 3rd degree)
Aesthetic Values “It is the harmony of all beauties in each other.”(P3, 4th degree)
“It is a beautiful concept that is pleasant when we look at it and listen to it.”
(P36, 2nd degree)
“It is a regular and systematic beauty.” (P58, 1st degree)
“Aesthetics is a perspective that evaluates the concept of beauty without
intellectual consciousness or intellectual consciousness.” (P69, 4th degree)
“It is perfection; the perfection of something.” (P84, 4th degree)
“Aesthetics is something that looks beautiful when understated.” (P2, 3rd
degree)
“They are unnatural processes.” (P20, 1st degree)
Misconceptions “What a person does to feel good and beautiful.” (P24, 2nd degree)
“They are procedures applied with plastic surgery.” (P30, 1st degree)
“It is the correction of the limbs that are not liked or cause health problems.”
(P31, 1st degree)

In Table 5 the related sentences formed by the individuals who receive vocational music
education by associating them with the concept of aesthetics are given. Related sentences were
classified in 4 different categories within the scope of the study. In the "Aesthetic Qualifications and

non

Terms", "Source of Aesthetics" and "Aesthetic Values" categories, it is seen that the sentences formed by
the participants regarding the concept of aesthetics are related to the philosophical existence of
aesthetics, and in the "Misconceptions" category, aesthetics is associated with the surgical/medical

aesthetic field.

835



Study of cognitive .... Cetinkaya, P. R., & Kalay Meydan, S.

Discussion and Conclusion

In line with the findings for the question, it was concluded that the cognitive structures of
students who receive vocational music education regarding the concept of aesthetics are most strongly
associated with the classification of 'aesthetic values,' specifically the concept of beautiful/beauty
(f=36). When the relevant literature is examined, it is seen that the same findings have been reached in
similar studies on the concept of aesthetics (Karip, 2019; Ozalp, 2020; Isték et al., 2009). The concept of
beauty has been at the center of aesthetic debates from the ancient age to the present. Aesthetic thinking,
which started with the question “What is beautiful?”, has evolved into different approaches and views,
and aesthetics has become a multidimensional body of thoughts beyond questioning only what is
beautiful. As Tunali (1998) emphasizes, to consider aesthetics as a science or thought that examines
only the beautiful is to limit the discussion area of aesthetics; because values such as ugly, tragic, elegant,
and sublime, as well as beautiful, fall into the research field of aesthetics.

The concept of art (f=12), which is the second most frequently associated and classified under
'sources of aesthetics', is the main research area in which aesthetics is directly related and nourished.
Artistic creation is the most obvious of the sources with which aesthetics is related, and aesthetic beauty,
unlike the concept of beauty used in daily life, exists in the value of the artwork created by the artist and
the emotion it conveys to the receivers (Dogan, 1975).

In addition, pleasant (f=9), another concept most associated with aesthetics, is one of the
prominent concepts in the discussions focusing on the concept of beauty in aesthetics. According to
Hartman (1996), pleasant is a feeling value that belongs to subjects, not objects, as a value related to
beauty (as cited in Tiirker, 2011). Yet, aesthetic beauty differs from an everyday notion of beauty that is
perceived only as "pleasant” or "pleasant to the eye"; in this sense, it also describes "not beautiful”,
frightening and disturbing things in daily language (Dogan, 1975).

When the expressions of harmony/harmonious (f=3), symmetry (f=3), proportion (f=3), and order
(f=3), which are classified under 'aesthetic values', are considered holistically as interrelated concepts,
other important expressions come to the fore. Since ancient times philosophers, it has been known that
there are philosophers who consider art based on the material world, defend the objectivity of beauty,
and therefore observe the features that reinforce harmony in the artwork such as symmetry and
proportion. Looking at the history of aesthetics, it can be said that the materialist aesthetic theories,
which raised beauty over concepts such as harmony, size, and proportion, from the Aristotelian
understanding to the present, put forward an understanding of beauty through the external properties
of objects and reduced beauty to a mathematical base (Ziss, 2016).

The most repeated expressions in the category of 'aesthetic terms and qualities’ were the
concepts of elegance (f=3) and sublime (f=3). Kagan (1982), he says, "There are some appearances that
turn into beautiful in terms of their essence and for this, they become the subject of research for
aesthetics." According to him, the elegant, as well as the sublime, attractive, dramatic concepts, are
among these 'transforming' values. On the other hand, he states that the opposites of these concepts,
such as the ugly, vulgar, and funny concepts, are among aesthetic values. In this direction, he argues that
aesthetics is a science that investigates all the aesthetic values that exist in art, rather than just being a
science of beauty. Kant, one of the most important philosophers in aesthetics, defines the sublime as
that which evokes awe or reverence in size and degree. He resembles the sublime and the beauty in
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some angles, but separates it from daily, usual emotions. The sublime covers the beauty, but transcends
it (Tunali, 1998).

The second question of the research is, "What are the misconceptions of the students who
receive vocational music education about the concept of aesthetics?" Findings for the question show
that there are misconceptions about the concept of aesthetics among the participants in a significant
amount (47.29%). Among these concepts, it is seen that the concepts of beautiful/beauty (f=15), nose
(f=14), and appearance (f=9), which are determined to be used only in the same context with the
external appearance of the person and the surgical operation, come to the fore. It may be expected that
the concept of aesthetics is perceived in this way by people who do not have a professional interest or
relationship with art or who are in younger age groups: Demirel (2018), in his study with children aged
9-12, concluded that although the participants associated the concept of aesthetics with beauty, this
association generally included surgical intervention and physical appearance, and he commented that
they could not "assimilate" aesthetics artistically. Similarly, Kilcan and Akbaba (2014) in their research
with eighth-grade students, one of the findings they reached in line with the analysis of the metaphors
developed regarding aesthetics and the analysis of the drawings, is that the students perceive aesthetics
as a surgical intervention. Based on the answers given by the students in the interviews, the researchers
interpreted that the negative effects of the media might have caused this result. Karip (2019), in his
research conducted with visual arts teacher candidates, found that only 1.1% of the participants had
some misconceptions in which they associate aesthetics with the medical aspect. An important criterion
for the participants is that they have taken an aesthetics course in their undergraduate program. In his
study, Seyhan (2020), in which he investigated the metaphorical perceptions of social studies teacher
candidates regarding the concept of aesthetics and emphasized that aesthetic value is important in
social studies learning, found that very few of the participants had misconceptions about aesthetics
(operation and artificiality) and stated that the false perception was at a very low level. Based on this
information, it is quite thought-provoking that in the present study, the majority of people who received
professional music education at the undergraduate level have an aesthetic perception in this direction.

Although it is a common way of thinking to associate aesthetics with visual arts in the field of
art, it is undeniable that music aesthetics is also a deep and multidimensional field of thinking.
Awareness about aesthetic experience, aesthetic appreciation, aesthetic judgment, and attitude in music
are important supporters for understanding music. In the research, itis seen that there is no relationship
between the concepts such as experience, value, pleasure, judgment, subject, work/object, which
constitute the field of existence of aesthetics, and the concept of aesthetics, therefore, these concepts are
not included in the cognitive schemes of students regarding aesthetics. It is demanding to have
knowledge and perception about aesthetics without being aware of the basic concepts of aesthetics.
Aesthetic perception is a state of awareness, and without this awareness, it becomes difficult for people
who pursue art as a profession to make positive contributions to their own aesthetic experience and
understanding, as well as to the aesthetic life of their environment and ultimately, society.

In a study investigating music teacher candidates' perceptions of music aesthetics, it was found
that participants focused on concepts such as aesthetic judgment, universality in music, aesthetic
pleasure, aesthetic taste, harmony, beauty, and interpretation, and they had a certain perception of
music aesthetics. In addition, pre-service teachers stated that there is a need for education to have an
aesthetic understanding and to make comments. The researcher interpreted these results as a positive
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contribution of the 'philosophy’ course included in the curriculum during the study years and suggested
that courses such as aesthetics and philosophy of art should also be included in an art education
program in addition to philosophy courses (Sen, 2014). It should be noted that as of 2018, the
compulsory philosophy course in the music teaching undergraduate program was abolished, and the
philosophy of education course was added instead, with the 'art and aesthetics' course being included
in the general culture elective course pool (Tiirkiye Higher Education Council, 2018).

Ralph A. Smith, one of the important figures in aesthetic education, suggests that to develop an
advanced artistic perception, it is necessary not only to create and apply skills but also to have a mastery
of aesthetic concepts and to approach them critically (Aykut, 2012). It can be argued that aesthetic
education is a prerequisite for the formation and development of a refined artistic sense. Art and music
education that emphasizes aesthetics is expected to have a positive impact on the level of appreciation,
artistic perception, and sensitivity.

Recommendations
In line with the results of the research, the following suggestions can be made:

o Institutions offering vocational music education should include, as a compulsory or elective
course according to current conditions, a philosophy or aesthetics course that focuses on basic
aesthetic concepts, the development of aesthetic experience and taste, music aesthetics, and the
aesthetic analysis of works of art, to increase aesthetic awareness in their undergraduate
programs.

e Planning extracurricular studies and workshops that will provide students with aesthetic
experience and critical approach opportunities, in addition to the inclusion of aesthetics in
teaching within the scope of a course.

e Reviewing the possibilities of aesthetic analysis and experience in different fields of art, starting
from the idea of having an aesthetic understanding not only in one field of art but also in all fields
of life.

e Conducting similar studies with different participants in terms of age, class level, institution of
education, and department of music education.

e It may be recommended to carry out similar studies by following different research designs and
using different data collection tools.
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Mesleki Miizik Egitimi Alan Ogrencilerin Estetik Kavramina
iliskin Bilissel Yapilarinin incelenmesi

Giris

Estetigin bir bilim olarak ele alinisi, isimlendirilmesi ve belirli tanimlar tizerinden irdelenmesi
18. yiizy1l gibi yakin bir zamana tarihlense de nesnelerle kurulan estetik iliskilerin, giizeli arastiran ve
sorgulayan diisiiniilerin, diisiince tarihi kadar eskiye uzandig1 sdylenebilir. Estetigin bir bilim dah
olduguna iliskin goriisiin karsisinda onu felsefi bir alan olarak ele alan gortis, estetigi sanat felsefesi ile
ayni cercevede ele alan diisiince karsisinda birbirinden ayr tutan diisiince ve kapsadig1 her bir unsur
lizerinden estetigi tanimlayan 6nermeler diisiiniildiigiinde, tek bir estetik tanimi yapmanin olanaksizlig1
fark edilir. Ancak Ziss'in (2016, s. 130) tanimi, estetigi yalnizca glizelin bilimi olarak degil, daha genis
bir cercevede anlama olanag sunar: Estetik, “gercekligin sanatsal 6ziimsenmesinin bilimidir ve her seyden
once de sanatin yasalarinin bilimi ve sanatsal yarati kuramidir”.

Yasadigimiz diinyanin ve teknigin gelisiminin yaninda, insan bilincindeki, duygu ve sezgisindeki
gelisim nedeniyle, sanat olgusu ve estetik degerlendirme, insan etkinliklerinin ayrilmaz bir parcasi
haline gelir (Dogan, 1975). Sanat1 tam anlamiyla algilayabilmek, yorumlayabilmek ve elestirel bir bakis
edinebilmek i¢in estetik kavramlari bilmek ve birbirleriyle iliskilerini kavrayabilmek gerekir. Sanat ile
estetigin ic iceligi diisiiniildiigiinde, 6zellikle de sanat1 yaratmayi, liretmeyi, yorumlamay1 ve sanat
lizerine diisiinmeyi meslek olarak secen bireylerin estetik ve estetige iliskin temel kavramlar hakkinda
bilgi sahibi olmasi ve estetik bakisi benimsemeleri beklentisi s6z konusu olur. Glizel sanatlarin her alani
gibi, muzik de estetikle ilintilidir; miizik estetiginin, besteci, yorumcu ve dinleyici arasindaki bagintilari
ve bu bagintilarin giizele iliskin 6lciitlerini arastirdigi sdylenebilir. Estetikten ve felsefeden bagimsiz bir
sanat anlayis1 dusiiniillemeyecegi gibi, bunlardan yoksun bir genel miizik egitimi de diisiiniilemez.
Estetik bakis acisi, yalnizca sanat ve sanat eserlerine karsi edinilen bir tutum olmanin 6tesine gecerek
bir yasam bicimi haline gelir; yasantilarimizin her alaninda etkisi gézlemlenir. Bu nedenlerle, mesleki
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sanat egitimi alan sanatgi, egitimci ve sanat bilimci adaylarinin estetik kavramina iliskin bilgi
diizeylerini, yaklasimlarini ve varsa kavram yanilgilarini ortaya koymak 6nem kazanir.

Kelime iligkilendirme testleri, kisilerin belli bir kavrama iliskin uzun dénemli hafizalarinda yer
edinmis ilgili kavramlarin arasindaki baglar1 degerlendirmek, bu kavramlar arasinda yeterli ve anlamh
iliskiler olup olmadigini ortaya koymak icin kullanilan ¢esitli metotlarin icinde yayginca ve uzun siiredir
kullanilan bir yéntemdir (Bahar & Ozatli, 2003, s. 75). Bu arastirmada da, pek ¢ok farkh disiplinde
onemli kavramlara iliskin bilissel yapilar1 ¢éziimlemek icin basvurulan kelime iliskilendirme testi
araciligiyla mesleki miizik egitimi alan 6grenciler tarafindan estetik kavraminin nasil algilandigini
belirlemek amaclanmis ve su sorulara yanit aranmistir:

1.Mesleki miizik egitimi alan 68rencilerin estetik kavramina iliskin bilissel yapilari nasildir?
2.Mesleki miizik egitimi alan 6grencilerin estetik kavramina iliskin kavram yanilgilar nelerdir?
Yontem

Nitel yontemin izlendigi bu arastirma, betimleyici bir kimlik tasimaktadir. Egitim alaninda
siklikla yapilan betimsel, bir diger adiyla betimleyici arastirmalar, bir olgu ya da durumu detaylica
tanimlamay1 hedefler ve varliklarin, olaylarin, nesnelerin, kurumlarin, gruplarin “ne” oldugunu
aciklamaya c¢alisir (Biiyiikoztiirk vd., 2009; Karasar, 2006). Bu arastirmada da calisma grubunun estetik
kavramina iligkin bilissel algi durumlarinin “ne” oldugu ortaya konmaya calisiimaktadir.

Arastirmanin ¢alisma grubunu, 2022- 2023 6gretim yilinda Tiirkiye’'de bir devlet iiniversitesine
baglh Miizik, Miizikoloji ve Tiirk Miizigi boliimlerinin 1., 2., 3. ve 4. siniflarinda 6grenimine devam eden
ve ¢alismaya goniillii katihm saglayan 6grenciler olusturmaktadir. Arastirma verileri, belli bir kavrama
iliskin bilissel yapiy1 ortaya koymak ve kavram yanigilarini tespit etmek icin alanyazinda kullanilan
alternatif bir 6lcme-degerlendirme teknigi olan kelime iliskilendirme testi (KiT) ile toplanmistir. Kelime
iliskilendirme testlerinde, arastirma grubuna verilen bir dizi anahtar kelime ile iliski kurulan
kelimelerin, verilen stire icinde siralanmasi beklenir.

Kelime iligkilendirme testi ile elde edilen veriler, igerik analizi yontemiyle ¢6ziimlenmistir.
Verilerin icerdikleri anlam dogrultusunda kavramsal hale getirilmesi ve temalar aracilifiyla bu
kavramlarin arasindaki anlamli baglantilarin agiklanmasi temeline dayanan igerik analizi stirecinde,
tekrarlayan ve oOne c¢ikan kelimelerin belirlenmesiyle kodlama yapilmis ve bir frekans tablosu
olusturulmustur. Tekrarlanan ve gecerli olan ifadeler, birbirlerine olan benzerlikleri dogrultusunda
olusturulan kategoriler/temalar altinda toplanmistir. Son olarak temalara iliskin frekans tablolari
olusturulmus ve elde edilen bulgular 6érnek ciimlelerle birlikte yorumlanmistir.

Bulgular

Gegersiz yanitlar kapsam dis1 birakildiktan sonra arastirmaya dahil edilen 64 katilimci yaniti
incelendiginde, estetik kavramu ile ilgili birbirinden farkli 111 kavram tiiretildigi tespit edilmistir. Bu
sozciikler icinde yalmzca bir kez kullanilmis olan 66 sozciik arastirmaya dahil edilmemistir. Icerik
analizi dogrultusunda 45 sozciik 4 farkl kategori altinda toplanmistir. Bu kategoriler; estetigin kaynagj,
estetik nitelemeler ve terimler, estetik degerler ve kavram yanilgilari olarak ortaya ¢cikmistir.

Katilimcilarin estetik kavramina iliskin bilissel yapilarinin buyiik bir kismini, 22 farkl sozciik
tiretilen kavram yanilgilari (n=96) kategorisi olusturmaktadir. Bu soézciikler tiiretilen toplam
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sozciklerin %47,29'nu olusturarak katilimcilarin estetik kavramina iliskin bilissel yapilarinin niteligini
ortaya c¢ikaran en yliksek orana sahiptir. Diger bilissel yapilarin kategorilere dagilimi kullanim sikligina
gore; 7 farkh sozciik tlretilen estetik degerler (n=57) kategorisi, 9 farklh sozciik tiiretilen estetigin
kaynagi (n=31) kategorisi, 8 farkli s6zctk turetilen estetik nitelemeler ve terimler (n=19) kategorisidir.
Giizel/giizellik kavraminin estetik degerler ve kavram yanilgilar: kategorilerinde iki farkli anlamda
kullanilmasi iizerine toplam frekans sayisi1 46 olarak hesaplanmistir.

Elde edilen verilen analizi sonucunda en az sézciik tiiretilen kategori estetik nitelemeler ve
terimler (f=8) kategorisi olmustur. Bu kategoride yer alan sozciikler diger kategoriler icerisinde
%9,35’lik bir paya sahiptir. En ¢ok tekrar edilen s6zciikler zarafet (f=3), diizgiin (f=3) ve bakis agis1 (f=3)
olmustur. Estetigin kaynagi kategorisi (f=9) diger kategoriler icerisinde %15,27’lik bir paya sahiptir. Bu
kategoride en ¢ok tekrar eden sozciikleri sanat (f=12), doga (f=3), heykel (f=3) ve ask (f=3) olmustur.
Bir diger kategori olan estetik degerler kategorisi (f=7) diger kategoriler icerisinde %28,07°lik bir paya
sahiptir. En ¢ok tekrar edilen giizel/giizellik (f=36) ve hos (7) sozciikleri olmustur. En ¢ok sézciik
tliretilen kategori ise kavram yanilgilar1 (22) kategorisi diger kategoriler icerisinde %47,29’luk bir paya
sahiptir. Bu kategori icerisinde en ¢ok tekrar eden sozciikler arasinda estetik degerler kategorisinde de
yer alan, ancak insana 6zgl dis goriiniisii temsil ettigi saptandigl i¢in bu kategoride yer verilen
giizel/giizellik (f=15) so6zciigii olmustur. Katilmcilar tarafindan en ¢ok tekrar edilen sézctikler burun
(f=14), goriiniim/gorinis (f=9), ameliyat (f=6), viicut (f=5), yapay/yapaylik (5), dudak (f=5), botoks
(f=4), doktor (f=4), bakim (f=4) olmustur.

Tartisma ve Sonug

Arastirmanin “Mesleki miizik egitimi alan 6grencilerin estetik kavramina iliskin bilissel yapilari
nasildir?” sorusuna yonelik ulasilan bulgular dogrultusunda, mesleki miizik egitimi alan 6grencilerin
estetik ile en cok iliskilendirdikleri ifadelerin ‘estetik degerler’ altinda siiflandirilan giizellik/giizel
(f=36) kavrami oldugu sonucuna ulagilmistir. Ilgili alanyazin incelendiginde estetik kavramina iliskin
yapilmis benzer arastirmalarda da ayni yénde bulguya ulasildig1 goriilmektedir (Karip, 2019; Ozalp,
2020; Istok et al., 2009). Iliskilendirilme sikhgr ikinci sirada yer alan ve ‘estetigin kaynaklar’ altinda
siniflandirilan sanat (f=12) kavrami, estetigin dogrudan ilintili oldugu ve beslendigi temel arastirma
alanidir. Bunun yaninda, calismada estetik ile en ¢ok iliskilendirilen bir diger kavram olan hogs (f=7),
estetikte giizel kavramina odaklanan tartismalarda da 6ne ¢ikan kavramlardandir. ‘Estetik degerler’
altinda smiflandirilan uyum (f=3), simetri (f=3) oran (f=3) ve diizen (f=3) ifadeleri birbiriyle ilintili
kavramlar olarak biitiinciil sekilde ele alindiginda, 6ne ¢ikan diger 6nemli ifadelerdir. ‘Estetik terim ve
nitelikler’ kategorisinde en ¢ok tekrar eden ifadeler ise zarafet (f=3) ve yiice kavramlari (f=3) olmustur.

Arastirmanin ikinci sorusu olan “Mesleki miizik egitimi alan 6grencilerin estetik kavramina
iliskin kavram yanilgilar1 nelerdir?” sorusuna yoénelik ulasilan bulgular, katilimcilar arasinda olduk¢a
onemli bir yogunlukta (%47,2) estetik kavramina iliskin kavram yanilgilarinin bulundugunu
gostermektedir. Bu kavramlar arasinda yalnizca kisilerin dis goriintiileriyle ve cerrahi operasyonla ayni
baglam igerisinde kullanildig1 belirlenen giizel/gtizellik (f=15), burun (f=14) ve goériiniim/g6riiniis (f=9)
kavramlarinin 6ne ¢iktig1 goériilmektedir. Sanatla mesleki bir ilgi ve iliskisi bulunmayan ya da kiiciik yas
gruplarindaki kisilerce estetik kavraminin bu yonde algillanmasi beklendik olabilir ve bu yonde
bulgulara ulasan ilgili calismalar da (Demirel, 2018; Kilcan & Akbaba, 2014) bulunmaktadir. Ancak
lisans diizeyinde mesleki miizik egitimi alan kisilerin, azimsanamayacak bir cogunlukta bu yénde bir
estetik algiya sahip olmalar1 oldukc¢a diisiindiiriiciidiir. Estetige iliskin temel kavramlarin farkinda
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olmadan, estetik hakkinda bilgi ve alg1 sahibi olmak giictiir. Estetik algi, bir farkindalik halidir ve bu
farkindalik olmadan sanati meslek edinen kisilerin gerek kendi estetik yasanti ve anlayislarina, gerekse
cevrelerinin ve nihayetinde toplumun estetik yasantisina olumlu katkilarda bulunabilmeleri giiclesir.

Oneriler
Arastirmada ulasilan sonuclar dogrultusunda su 6neriler getirilebilir:

e Ozellikle temel estetik kavramlar, estetik deneyimi, estetik begeni gelisimini, miizik estetigini
ve sanat yapitlarinin estetik ¢6ziimlenmesini odagina alan, estetik farkindaligi artirma
amacindaki bir felsefe ya da estetik dersinin mevcut kosullara gére zorunlu ya da se¢cmeli ders
olarak mesleki miizik egitimi veren kurumlarin lisans programlarinda yer almasi,

e Estetigin bir ders kapsaminda 6gretime katilmasinin yaninda, 6grencilere estetik deneyim ve
elestirel yaklasim olanaklari sunulacak ders disi ¢alismalar ve atdlyelerin planlanmas;,

e Sanatin yalnizca bir alaninda degil, tiim alanlarinda ve hatta tiim yasamda estetik anlayisa sahip
olma iilkiisiinden yola c¢ikarak farkli sanat alanlarinda estetik ¢dziimleme ve deneyim
olanaklarinin gbzden gecirilmesi,

e Yas, sinif diizeyi, egitim alinan kurum ve miizik alaninda egitim alinan bé6lim degiskenleri
acisindan farkl katihmecilarla benzer ¢alismalarin yiiriitiilmesi,

e Farkli arastirma desenleri izlenerek ve farkli veri toplama araclar1 kullanilarak benzer
¢alismalarin yapilmasi onerilebilir.
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Abstract

Individuals with autism spectrum disorder often struggle with essential skills like mathematics, which are vital
for independence. This includes understanding numbers, managing money, shopping, grasping time concepts,
recognizing shapes, and arithmetic problem-solving. This research evaluates the effectiveness of the "Touch
Math" method, delivered via tablet, in teaching basic addition to individuals with autism spectrum disorder.
This technique is recognized in literature for its potential in teaching numbers and arithmetic. The study was
conducted using the participant-across multiple probe design, a single-subject research method. The
participant-across multiple probe design is a single-subject research method conducted with multiple
participants to reveal the effects of an independent variable on a dependent variable. Four students aged 8-10
with autism spectrum disorder participated in the study. The findings indicate that the tablet-based "Touch
Math" method effectively teaches them basic addition skills. The data of the study show that the "Touch Math"
technique demonstrates 100% success in teaching addition skills to participants after an average of 7 to 9
teaching sessions. The follow-up data of the research show that participants maintained their acquired skills at
a 100% level in the follow-up sessions conducted on the seventh, fourteenth, and twenty-first days after the
teaching sessions. The study's findings show that participants applied their learned skills across various settings
and people. Feedback from participants, their parents, and teachers affirmed the positive social validity of the
study's methods, especially the tablet presentation. Based on these findings, suggestions have been made for
future studies and practitioners.

Keywords: Touch Math technique, tablet, simple addition process, autism spectrum disorder.

Introduction

Autism Spectrum Disorder [ASD] is a developmental disorder that is part of a widely observed
spectrum of developmental disorders. It is characterized by challenges in interpersonal communication
and interaction, limited, repetitive patterns in behavior, interests, and activities, and a delay or atypical
functionality in at least one of the language or symbolic play skills used in interpersonal interaction and
communication before the age of 3 (American Psychiatric Association [APA], 2013). Individuals
diagnosed with ASD may exhibit repetitive behaviors and limited areas of interest. Moreover, they may
experience deficiencies in daily living skills and academic abilities. Sensory sensitivities in individuals
with ASD are also frequently observed, which can manifest in various ways, such as hypersensitivity to
light or sound (Lord, Elsabbagh, Baird, & Veenstra-Vanderweele, 2018; Rogers & Ozonoff, 2005). Among
academic skills, the importance of mathematical skills for being independent in daily life is significant.
Counting, numbers, using money, shopping, time, shapes, and problem-solving requiring arithmetic
prodedures are mathematical skills that individuals with developmental deficiencies need in their daily
lives (Ministry of National Education [MoNE], 2008, p. 5). To enable individuals diagnosed with ASD to
be independent in daily life, these skills need to be imparted. To teach basic mathematical skills to
individuals diagnosed with ASD, the tools and materials used in the lesson must be suitable for the
student's needs and level, and mathematical skills should be provided systematically and according to
the level. If this teaching environment is not established, the difficulty of acquiring mathematical skills
increases even more (Cawley, 1978, p. 201).

[t is believed that when appropriate methods and techniques are applied to teach mathematical
skills to students diagnosed with ASD (Autism Spectrum Disorder), acquiring these skills will be easier
and more permanent (King, Lemons, & Davidson, 2016). One of these methods is the Touch Math
technique. The Touch Math technique emerged as a result of research by Kramer and Krug (1973) on
teaching addition prodedures to students with intellectual disabilities. Later, this technique was
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developed for the purpose of teaching arithmetic prodedures (Bullock, Pierce, & McClelland, 1989). The
Touch Math technique is a multi-sensory approach used to teach addition, subtraction, multiplication,
and division, where dots corresponding to the numerical value are placed on numbers, excluding zero.
Students see the numbers, touch the designated dots, say the numbers, and hear the problems spoken
aloud. This technique is especially used when teaching numbers and arithmetic prodedures (Nuhoglu &
Elicin, 2013; Vinson, 2004). In addition to smart boards used in schools, tablets have now been
incorporated into educational life. In studies conducted to help individuals diagnosed with ASD acquire
academic skills, it has been observed that technological devices are utilized (Acungil, 2014; Bosseler &
Massaro, 2003; Burke, Andersen, Bowen, Howard, & Allen, 2010; Coleman-Martin, Heller, Cihak, &
Irvine, 2005; Degirmenci & Ozen, 2013; Elicin, 2015; Haliskii¢clik, 2007; Massaro & Bosseler, 2006;
Murdock, Ganz, & Crittendon, 2013; Onciil, Yiicesoy, & Ozkan, 2010; Ozkan, 2013; Oztiirk, 2016; Sani &
Bozkurt, 2011; Williams, 2013).

Technology-based tools, especially tablet computers, have initiated a revolutionary era for
individuals with autism spectrum disorder, providing multifaceted benefits for education and
communication needs. In particular, tablet computers are believed to be highly effective as
augmentative and alternative communication devices. Touchscreen interfaces are intuitive and help
individuals who may struggle with traditional verbal communication to express themselves more
effectively (Schlosser et al., 2014). Applications designed for users diagnosed with autism spectrum
cater to each individual's unique strengths and challenges, providing environments suitable for
personalized and adaptable learning experiences (Fletcher-Watson et al.,, 2016). Additionally, another
technological advancement, virtual reality, can offer safe environments for individuals with ASD to
practice social scenarios and coping mechanisms without the pressure of real-world interactions
(Parsons & Cobb, 2014). Digital games and simulations have been shown to enhance cognitive and
motor skills and can be particularly engaging for individuals with ASD, potentially encouraging longer
and more effective learning sessions (Whyte et al., 2018). Moreover, technology often provides the
predictability and routine preferred by individuals with autism, helping to reduce anxiety (Koegel et al.,
2013). Although the literature praises technology, especially tablet computers, for providing therapeutic
and educational advantages for individuals with autism spectrum disorder (Kagohara et al., 2013), it is
essential to acknowledge and consider the challenges and adverse outcomes associated with its use.

A significant concern is the potential for individuals diagnosed with autism to become overly
dependent on tablets, which could lead to a decrease in social interactions (Parsons & Cobb, 2014). Since
individuals with ASD already face challenges in social communication, excessive focus on screens could
further limit opportunities to practice and develop these crucial skills (Pavlopoulou & Dimitriou, 2020).
Moreover, the immersive nature of tablet applications could exacerbate obsessive and repetitive
behaviors often associated with autism (Lorah et al.,, 2015). Screen time can also impact sleep patterns;
research indicates that excessive exposure to screens, especially before bedtime, can lead to sleep
disorders in children with ASD (Engelhardt et al., 2019). Additionally, while tablets offer personalized
learning experiences, they can also be a source of sensory overload for some individuals with ASD due
to their heightened sensitivities to auditory and visual stimuli (Robertson & Ne'eman, 2012). From this
perspective, the use of tablet computers in individuals with autism should be well-planned, and
considerations mentioned in the literature should be taken into account during their use.
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When looking at the national literature, there are a limited number of studies where the Touch
Math technique is presented with technological applications (Geng, Issi, & Yildiz, 2017; Kot, 2019;
Oztiirk, 2016). In the literature, no research has been found regarding the effectiveness of presenting
the Touch Math technique on a tablet in teaching the basic addition prodedure to students diagnosed
with ASD. It is anticipated that conducting research in this area would be beneficial, both because it is
believed to be beneficial for students diagnosed with ASD and because there are not enough studies in
the literature related to teaching the basic addition prodedure using the Touch Math technique. The aim
of this research is to determine the effectiveness of presenting the Touch Math technique using the
explicit teaching method on a tablet in teaching simple addition prodedures to children with ASD. In the
research, answers to the following questions have been sought:

1. "Is the presentation of the Touch Math technique on a tablet effective in acquisition, follow-
up, and generalization when teaching simple addition prodedures to children diagnosed with ASD
(Autism Spectrum Disorder)?

2. "After the presentation of the simple addition skill to children diagnosed with ASD (Autism
Spectrum Disorder) using the Touch Math technique, to what extent are the acquired skills retained
after 1 week, 2 weeks, and 3 weeks?

3. After presenting the simple addition skill to children diagnosed with ASD (Autism Spectrum
Disorder) using the Touch Math technique, to what extent are the acquired skills generalized to different
people and environments?

4. What are the opinions (social validity) of the students, teachers, and parents of students
included in this research regarding the simple addition prodedure using the Touch Math technique?

Method
Research Model

In this research, the multiple baseline design across participants, which is one of the single-
subject research methods, was used. Single-subject research is an experimental method where the
causal or functional relationship between independent and dependent variables is investigated with a
single participant over a specific period (Horner, Carr, Halle, McGee, Odom, & Wolery, 2005). The
multiple baseline design across participants is a model where the effect of the independent variable is
investigated with at least three different participants. The goal is to impart the target to at least three
subjects. Participants should be determined independently from each other and from individuals who
might be influenced by the independent variable being researched (Tekin-iftar, 2012). In the study, the
effectiveness of the Touch Math technique presented on a tablet in teaching simple addition prodedures
to three participants diagnosed with ASD was examined. It was aimed to impart the determined target
to all 3 participants, ensuring that the environment and application remain the same. One participant
took part in the pilot application phase, and it was considered to continue with this participant in case
of any participant loss. In the multiple baseline design across participants, a baseline session is first
applied to collect starting level data to determine the target skill performance of the participants. After
obtaining stable data, the teaching session begins with the first participant to apply the independent
variable. The teaching session continues with the first participant until the determined criterion is met.
After the criterion is met, second baseline sessions are applied to all participants. Once stable data is
obtained, the teaching session begins for the second participant. The teaching session continues with
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the second participant until the determined criterion is met, and once the criterion is met, third baseline
sessions are applied to all participants. After obtaining stable data, the teaching session begins for the
third participant. The teaching session continues until the determined criterion is met, and once the
criterion is met, the final baseline sessions are applied to all participants. (Tekin-iftar & Kircaali-iftar,
2004)

The multiple baseline model allows for the generalization of data results across different
participants since it investigates the effectiveness of teaching applied to different participants. The
prerequisites for implementing the multiple baseline model are that prerequisite skills are independent
of each other and functionally similar (Tekin-iftar, 2012). In the study, participants met the prerequisite
skills. The application was carried out one-on-one on different days and times for each participant. In
this study, the first baseline session was conducted to obtain the initial performance data of the
participants regarding the basic addition skill. This session was conducted with worksheets prepared
in advance, each containing 10 basic addition prodedures. The difficulty level of the basic addition
prodedures on the papers is the same for all papers. Once stable data was obtained, teaching sessions
began with the first participant. The touchpoint technique was presented with a tablet. After the
teaching sessions conducted with the first participant, a baseline session was applied. When the
determined criterion was met, the second baseline session was organized with all participants. Once
stable data was obtained, teaching sessions began with the second participant. After the teaching
sessions conducted with the second participant, a baseline session was applied. When the determined
criterion was met, the third baseline session was organized with all participants. Once stable data was
obtained, teaching sessions began with the third participant. After the teaching sessions conducted with
the third participant, a baseline session was applied. When the determined criterion was met, the fourth
and final baseline session was conducted. Following the termination of the teaching session, follow-up
data was collected once from all participants at the end of the first, second, and third weeks to evaluate
the continuity of the basic addition skill.

Dependent Variable

The dependent variable is the characteristic or attribute affected by the independent variable
(Cresswell, 2012, p. 115). The dependent variable of this research is the level of performance of
individuals diagnosed with ASD in executing the basic addition skill. Basic addition skills are
fundamental mathematical proficiencies that individuals typically begin to acquire in early childhood.
These skills involve combining two or more groups of objects to determine their total amounts
(Baroody, 1987). For many children, initial addition learning begins with fingers, counting beads, or
tangible objects to physically combine groups. As students achieve cognitive development, they
transition to mental strategies and begin to recognize number patterns, use number bonds, and
memorize specific addition prodedures for efficiency. Teaching strategies such as the use of number
lines, ten frames, and visual representations have been found to reinforce understanding. More
importantly, mastering basic addition prodedures not only aids in daily tasks but also serves as a
prerequisite for more advanced mathematical concepts like subtraction, multiplication, and division
(Jordan et al.,, 2007).

Independent Variable

The independent variable of this study is the instructional presentation of the point
determination technique, also known as "TouchPoint Math" or Touch Math, on a tablet for teaching basic
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addition prodedures to children diagnosed with ASD (Autism Spectrum Disorder). Touch Math,
commonly referred to as "TouchPoint Math", is an instructional approach designed to assist students,
especially those with learning difficulties and intellectual disabilities, in grasping fundamental
arithmetic skills through tactile and kinesthetic strategies. In this method, numbers are presented with
designated "touch points.” Every digit from one to nine has touch points associated with its numerical
value. For instance, the number three has three touch points (Sneider & Beals, 2006). When performing
addition or subtraction prodedures, students touch these points in a specific sequence, vocalizing the
count aloud, thereby making abstract mathematical processes more tangible and hands-on.

Setting

The study was conducted at the "Ath Karincalar Special Education and Rehabilitation Center"
located in the city center of Tokat. The applications were carried out in an individual education room
within the institution. The room measures 12 square meters. The room is equipped with one bookshelf,
one cabinet, one table, three chairs, one small table, two small chairs, one writing board, and one camera.

Materials

In the study, a tablet was used as the primary material, along with a camera and a photo camera
for data collection. Additionally, various data collection forms were utilized, including the teaching
session implementation reliability form, the collective-daily check-in and follow-up session
implementation reliability form, and the generalization session implementation reliability form. Forms
for daily check-ins, collective check-ins, monitoring, and generalization sessions were also employed.
Furthermore, a reward box was used as a reinforcer during the sessions.

Participants

The researcher who conducted the study is a graduate of the Classroom Teaching program at
Tokat Gaziosmanpasa University. The researcher is currently pursuing a master's degree in classroom
education at the same university and is enrolled in the Graduate School of Tokat Gaziosmanpasa
University, Department of Basic Education, Classroom Education Program. The researcher is a specialist
instructor and serves as an expert teacher at a special education and rehabilitation center. All
applications were carried out by the researcher. The research was conducted at the Tokat Special
Atlikarincalar Special Education and Rehabilitation Center. Before starting the research, detailed
information about the study was provided to the families of the students. Parental consent forms were
signed by the parents. Four participants were included in the study, one for the pilot application and
three for the experimental process. Two of the participants reside in the city center, while the other two
reside in the district. One of the participants continues their education in a special lower class, while the
other three continue their education as inclusive students. Participants were selected based on their
possession of predetermined prerequisite skills. The identified prerequisite skills are;

1. Follows instructions.
Recognizes, verbalizes, and writes numbers.

Counts rhythmically by ones.

2
3
4. Understands the concepts of big and small, and can identify larger and smaller numbers.
5. Counts objects.

6

Counts by adding on.
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Ahmet, who participated in the research process, is an 8-year-old male student. He can follow
instructions, recognize, verbalize, and write numbers, count rhythmically by ones, understand the
concepts of big and small, count objects, and count by adding on. He is currently continuing to receive
support education at a special education and rehabilitation center in the city where the research was

conducted.

The second participant, Asli, is a 9-year-old female student. She can follow instructions,
recognize, verbalize, and write numbers, count rhythmically by ones, understand the concepts of big
and small, count objects, and count by adding on. She is currently continuing to receive support
education at a special education and rehabilitation center in the city where the research was conducted.

The third participant, Cinar, is an 8-year-old male student. He can follow instructions, recognize,
verbalize, and write numbers, count rhythmically by ones, understand the concepts of big and small,
count objects, and count by adding on. He is currently continuing to receive support education at a
special education and rehabilitation center in the city where the research was conducted.

Implementation Process

In this section, information related to the pilot implementation process, baseline sessions,
teaching sessions, follow-up, and generalization sessions of the study will be provided.

Pilot Implementation

Before initiating the main phase of this research, a pilot study session was conducted to identify
and rectify potential challenges that might be encountered during the implementation process. Erdem,
a 10-year-old male student diagnosed with Autism Spectrum Disorder [ASD], participated in the pilot
study. He is capable of following instructions, recognizing, vocalizing, and writing numbers, counting
rhythmically by ones, understanding the concepts of "big" and "small”, counting objects, and adding by
counting on. Given that he possesses the necessary prerequisite skills, 10 teaching sessions were
conducted using the touch math technique presented via a tablet to teach basic addition. The results of
these sessions indicated that no modifications to the approach were necessary.

Multiple Probe Sessions

Multiple probe sessions were utilized to assess the participants' baseline performance on the
target skill before the introduction of any intervention. For the first participant, these sessions
continued until data from three consecutive sessions demonstrated stability. Once stable data were
secured, the instructional intervention was initiated for the first participant. After the first participant
met the predetermined criterion in the instructional sessions, another multiple probe session was
conducted across all participants. This procedure was replicated for each participant. After every
participant achieved the predetermined criterion in the instructional sessions, a final multiple probe

session was carried out to evaluate their performance.

During the multiple probe sessions, the participant and the practitioner sat face-to-face. The
practitioner initiated the session by saying to the participant, "I have a paper here with addition
problems, let's look at them together," and then placed a worksheet containing 10 simple addition
problems without reference points on the table. After the participant had a chance to review the
worksheet, the practitioner instructed, "I'd like you to solve the addition problems on this paper. Let me
know when you're ready to start." The practitioner waited for a positive response from the participant.
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Once the participant signaled readiness, the practitioner directed, "Please read the numbers aloud as
you solve the addition problem, and after finding the result, say it out loud and then write it down." The
expectation was for the participant to count the touch points on the first number and then continue
counting using the touch points on the second number to arrive at the sum. No reactions were given to
the participant's correct or incorrect answers. Responses were recorded on a data collection form. After
the session was completed, the participant was thanked for their participation, and the session was
concluded.

Daily probe sessions were conducted during the instructional phase to assess the participants’
performance on the targeted skill. Throughout the instructional sessions, the touch math technique was
actively employed, utilizing reference points. Therefore, to monitor the participants’ performance
without the use of reference points, daily probe sessions were designed using worksheets containing 10
simple addition problems without reference points. The criterion was set as the participant's ability to
respond correctly independently across three consecutive sessions. Once this was achieved, the
instructional sessions were concluded, and a multiple probe session was conducted with all participants.

The procedures followed in the daily probe sessions were identical to those in the multiple probe
sessions. The instructor presented the participant with a statement, "I have a paper with addition
problems, let's look at it together," and then placed a worksheet containing 10 simple addition problems
without reference points on the table. After the participant examined the worksheet, the instructor said,
"I'd like you to solve the addition problems on this paper. When you're ready, let's begin," awaiting a
positive response from the participant. Once the participant gave a positive response, the instructor
instructed, "Read the numbers aloud as you solve the addition problem, and after stating your answer,
write it down." The instructor did not react to the participant's correct or incorrect answers. Responses
were recorded on a form. After the session was completed, the participant was thanked for their
participation, and the session was concluded.

Teaching Sessions

Following the determination of the baseline performance in the probe sessions and the
attainment of stable data, the teaching sessions for simple addition instruction using the tablet
presentation of the touch math technique were initiated. The teaching sessions were conducted at the
Tokat Special Merry-Go-Round Special Education and Rehabilitation Center. The touch math technique
with tablet presentation was implemented using the explicit instruction method. Accordingly, the
teaching process consists of three stages: modeling, guided practice, and independent application.

Modeling stage: The instructor sits face-to-face with the student and reminds them of the numbers
with touch points. Then, the instructor says, "Now, ['m going to teach you how to do addition." capturing
the student's attention. The instructor explains the importance of doing addition with touch point
numbers and says, "Now, we will do addition using touch point numbers on the tablet. By counting the
touch points on the numbers for addition, you won't need to open your fingers, and you'll complete the
addition in a shorter time. If you listen to me and follow my instructions, you can choose a reward from
the basket at the end of the lesson.” This motivates the student. The instructor places the tablet, which
contains simple addition tasks with touch point numbers, on the table and asks, "Are you ready?" After
receiving a positive response from the student, the lesson begins.
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The instructor says, "I will do the prodedures by explaining them to you, so listen carefully." and
demonstrates the first prodedure. The instructor asks, "What is the name of this prodedure?" and
without waiting for an answer from the student, says, "This is an addition prodedure." The instructor
points to the first prodedure on the tablet and asks, "What is 4+2?" Without waiting for an answer, the
instructor says, "I will rhythmically count the number of touch points on the second number, starting
from the first number, and then mark the number that matches the result I found." The instructor shows
the number options on the tablet screen. Pointing to the top number, the instructor says, "The number
4 is the first addend in this prodedure.” Then, pointing to the bottom number, says, "The number 2 is
the second addend in this prodedure.” The instructor continues, "Let's add 4 and 2 now. Let's keep the
number 4 in our mind and add the touch points on the number 2 to it." Pointing to the touch points on
the number 2 and counting on from 4, the instructor says, "5, 6" and then asks, "What did I find?"
Afterward, the instructor says, "I found 6. So, 4 plus 2 equals 6. Now, I'm selecting the result I found from
the numbers on the tablet."

Guided practice stage: The instructor points to the prodedure on the tablet and asks, "What is the name
of this prodedure?" After the student responds with "Addition prodedure,” the instructor asks, "Which
numbers do we need to add?" The student answers, "4 and 2." The instructor then instructs, "Now, just
like I showed you, keep the top number in your mind, and add the number of touch points on the bottom
number to it. Then, mark the result you found from the numbers on the tablet." Following the guidance,
the student counts, "5, 6," and selects the number 6 on the tablet.

Independent practice stage: The instructor says, "Now, you will do it on your own, just like I showed
you. 4+2=? What's the result? Perform the addition prodedure on the tablet and mark the result from
the numbers displayed on the tablet." The student counts the touch points on the bottom number and
adds it to the top number. After determining the result, the student selects the corresponding number
on the tablet. If the student makes an error, the instructor reverts to the guided practice stage to assist
and guide the student.

Concluding the instruction sessions: After completing the exercises on the tablet, the instructor says,
"Well done! You did a great job in the lesson. In our next session, we will continue to practice addition.
You can choose a reward from the reward basket." After listening, the student selects a reward from the
reward box, and the lesson is concluded. At the end of the lesson, the session's activities are summarized,
and the student is given the chosen reinforcer from the reward box to conclude the lesson.

Follow-Up and Generalization

Once the participants were able to independently perform basic addition prodedures using the
point determination technique presented on the tablet, follow-up sessions were conducted to determine
the retention of this skill. Follow-up sessions were held at the end of the first, second, and third weeks
after learning was achieved. Similar to the initial assessment sessions, the follow-up sessions were
implemented to determine the participants' performance in achieving the targeted skill.

During the follow-up sessions, the participant and the practitioner sat face-to-face. The
practitioner said to the participants, "I have a paper with addition prodedures here, let's take a look
together." and placed a worksheet containing 10 basic addition prodedures without reference points on
the table. After the participant examined the worksheet, the practitioner said, "I want you to do the
addition prodedures on the paper, let's start when you're ready." waiting for a positive response from
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the participant. Once the participant gave a positive response, the practitioner instructed, "Read the
numbers aloud as you do the addition prodedure and write down the result after saying it out loud." and
asked the participant to start. No reaction was given to the participant's correct or incorrect answers.
The answers were recorded on the data collection form. After the session was completed, the participant
was thanked for their participation, and the session was concluded.

To determine the generalization effect of presenting the touch math technique with a tablet on
the basic addition prodedure skill, generalization sessions were organized. The generalization sessions
were conducted by teachers working at the Tokat Atlikarincalar Special Education and Rehabilitation
Center in their own classrooms. Like the initial level sessions, they were conducted as a pre-test - post-
test. The pre-test was applied after the first collective probe level sessions were completed, and the post-
test was applied after the last collective probe sessions were completed. The teachers who conducted
the generalization sessions only gave instructions, did not react to correct or incorrect answers, and
recorded the answers.

Reliability

In the study, interobserver reliability data and implementation reliability were collected. The
reliability data of the study were collected by a special education expert who completed postgraduate
education and another person who completed postgraduate education in another field.

Interobserver reliability and implementation reliability data were collected in 30% of the
sessions recorded on video. Within the scope of the research, data were collected by watching video
recordings of collective probe sessions, daily probe sessions, follow-up sessions, and generalization
sessions and recording them on data collection forms. To calculate the interobserver reliability data, the
formula "(agreement) / (agreement + disagreement) x100" was used (Tekin-iftar, 2012).

Interobserver reliability was calculated as 100%. For the calculation of implementation
reliability, the formula "(observed implementer behavior) / (planned implementer behavior) x100" was
used (Tekin-Iftar, 2012). The implementation reliability related to the multiple probe, daily probe,
instruction, follow-up, and generalization sessions of the study was found to be 100%.

Social Validity

Social validity refers to the data collected to determine the social necessity of dependent and
independent variables. It involves evaluations made by the relatives of the participants regarding the
dependent and independent variables (Kurt, 2012, pp. 375-376). To collect social validity data, three
forms were created: the student social validity data collection form, the parent social validity data
collection form, and the teacher social validity data collection form. Teachers and parents were informed
about the study, and they were asked to fill out the forms.

Ethical Permissions of the Research
In this study, all the rules that need to be followed within the scope of the "Regulations on
Scientific Research and Publication Ethics of Higher Education Institutions" have been adhered to. None

of the actions specified under the title "Actions Against Scientific Research and Publication Ethics" in the
second section of the regulation have been performed.
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Findings

Effectiveness Findings

Looking at the graph area for Ahmet in Figure 1, it is observed that the percentage of correct
responses is 0% based on the data obtained from the collective probe sessions conducted to determine
the baseline level. In the 10 simple addition problems prepared in advance to determine the baseline
level, the number of correct answers is 0. In the three collective probe sessions conducted for the
baseline level, it was determined that the percentage of correct responses was 0, and with the
acquisition of stable data, teaching sessions were started with Ahmet.

In the daily probe session conducted with Ahmet, the percentage of correct responses in the first
session was 0%, in the second session 0%, in the third session 0%, in the fourth session 30%, in the fifth
session 50%, in the sixth session 80%, in the seventh session 100%, in the eighth session 100%, and in
the ninth session 100%. A total of 9 teaching sessions and 9 daily probe sessions were conducted with
Ahmet. In each daily probe session, a set of 10 simple addition problems was given. When the correct
response rate was 100% in three consecutive daily probe sessions, stable data was obtained, and the
teaching and daily probe sessions were terminated. In the subsequent nine collective probe sessions, it
was observed that Ahmet gave a 100% correct response in the simple addition prodedure. Based on this
data, it was observed that the presentation of the touch math technique with a tablet in teaching the
addition prodedure was effective on Ahmet.
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Figure 1. The percentages of correct responses in the baseline, daily probe, collective probe, and follow-

up sessions for Ahmet, Asli, and Cinar regarding the simple addition prodedure.

In Figure 1, looking at the graph area for Asl, it is observed that the percentage of correct
responses in the collective probe session conducted to determine the baseline level is 0%. For the 10
simple addition problems prepared in advance to determine the baseline level, the number of correct
answers is 0. After obtaining stable data in the daily probe sessions with Ahmet, three collective probe
sessions were conducted with all participants. It was determined that Asl's percentage of correct
responses in these collective probe sessions was also 0%. After obtaining stable data, teaching sessions
with Asli commenced.
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In the daily probe sessions conducted with Asli, the percentage of correct responses in the first
session was 0%, in the second session it was 10%, in the third session it was 20%, in the fourth session
it was 60%, in the fifth session it was 100%, in the sixth session it was 100%, and in the seventh session
it was 100%. A total of 7 teaching sessions and 7 daily probe sessions were conducted with Asli. In each
daily probe session, 10 simple addition problems were presented. Once a stable data of 100% correct
response rate was achieved in three consecutive daily probe sessions, the teaching and daily probe
sessions were concluded. In the subsequent 6 collective probe sessions, it was observed that Asli gave a
100% correct response in the simple addition task. Based on this data, it was observed that the
presentation of the touch math technique on a tablet was effective in teaching the addition task to Asl.

When looking at the graph area for Cinar in Figure 1, it is observed that the correct response rate
is 0% based on the data obtained from the collective probe session conducted to determine the starting
level. The number of correct answers in the previously prepared 10 simple addition problems is 0. After
obtaining stable data in the daily probe sessions with Ahmet, three collective probe sessions were
conducted with all participants. It was determined that Cinar's correct response rate was also 0% in
these conducted collective probe sessions. After obtaining stable data in the daily probe sessions with
Asly, three more collective probe sessions were conducted. It was again determined that Cinar's correct
response rate was 0% in these sessions. After obtaining this stable data, teaching sessions were initiated
with Cinar.

In the first daily probe session conducted with Cinar, the correct response rate was 0%. In the
second daily probe session, it was 0%, in the third session, it was 20%, in the fourth session, it was 50%,
in the fifth session, it was 80%, and in the sixth, seventh, and eighth sessions, it was 100%. A total of 8
teaching sessions and 8 daily probe sessions were conducted with Cinar. In each daily probe session, 10
simple addition problems were given. Once a stable data was obtained with a correct response rate of
100% in three consecutive daily probe sessions, the teaching and daily probe sessions were concluded.
In the subsequent 3 collective probe sessions, it was observed that Cinar gave a 100% correct response
in the simple addition prodedure. Based on this data, it is observed that the presentation of the touch
math technique on a tablet is effective on Cinar in teaching the addition prodedure.

Follow-Up Findings

After the study conducted to teach the simple addition prodedure using the touch math
technique presented on a tablet with the explicit teaching method, three follow-up sessions were
conducted 7, 14, and 21 days later to determine whether the participants, Ahmet, Asli, and Cinar,
maintained the simple addition prodedure skill they acquired. The graph in Figure 2 shows that the
correct answer percentage for the simple addition prodedure in the follow-up sessions conducted for
Ahmet, Asli, and Cinar was 100%. When looking at the data, it is observed that even 7, 14, and 21 days
after the completion of the simple addition prodedure teaching using the touch math technique
presented on a tablet with the explicit teaching method, the participants' correct answer percentages
remain at 100%.

Generalization Findings

In the study, generalization sessions were organized to determine whether Ahmet, Asli, and
Cinar could perform at the desired level with the simple addition prodedure skill they acquired in
different environments and with different individuals. For the generalization sessions, they were
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conducted with the teachers at the special education and rehabilitation center where the research was
carried out and in the teachers' classrooms. Data was collected using a pre-test - post-test application.
The data from the conducted pre-test — post-test application can be seen in the graph in Figure 2.
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Figure 2. Ahmet, Asly, and Cinar's generalization percentages for the simple addition prodedure skill to
different individuals and environments through the pre-test - post-test application.

As seen in Figure 2, while Ahmet, Asli, and Cinar's correct response percentages are 0% in the
pre-test session, they are observed to be 100% in the post-test session. Considering these findings, the
fact that Ahmet, Asli, and Cinar's correct response percentages are 100% indicates that the presentation
of the touch math technique via tablet in teaching addition prodedures to children diagnosed with ASD
is effective in generalizing the acquired skill to different environments and individuals.

Social Validity Findings

To collect the social validity data of the study, the student social validity data collection form, the
parent social validity data collection form, and the teacher social validity data collection form were filled
out by the participants. Opinions were obtained from the students, their parents, and the teachers
working at the rehabilitation center.

Based on the information obtained from the social validity form applied to the participants, all
participants expressed that the addition prodedure is significant in their lives. They were satisfied with
the use of the touch math technique in teaching and stated that they were able to learn the addition
prodedure through this method.

All parents stated that the addition prodedure is a lifelong necessary and essential skill. They
noticed an improvement in their children's ability to perform addition prodedures with the provided
instruction. Therefore, they expressed that the touch math technique is beneficial and effective.

All teachers mentioned that there was a positive difference in the students' ability to perform
addition prodedures during the teaching process. They found that presentations made with tablets
effectively increased student motivation. They also expressed their intentions to use this method for
different students and would recommend the touch math technique presented on tablets to their
colleagues.
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Discussion and Conclusion

Based on the findings obtained in the study, it has been determined that the presentation of the
Touch Math technique on tablets is effective in teaching the addition prodedure to children diagnosed
with ASD. Students were able to maintain the basic addition skill they acquired even after the first,
second, and third weeks following the completion of the application. They were also able to generalize
this basic addition skill to different individuals and environments. Furthermore, it was observed that
students, parents, and teachers have positive opinions regarding the social validity of the study.

Before delving into a detailed discussion of the research findings, one of the most crucial topics
that needs to be addressed is whether instructional activities presented on tablet computers are
beneficial, especially for individuals diagnosed with autism. The use of tablets for students diagnosed
with autism can sometimes lead to overstimulation due to the multifaceted sensory inputs provided by
the devices, such as bright screens and auditory stimuli (Kuznekoff et al., 2015). Additionally, tablets
can inadvertently encourage repetitive and restrictive behaviors, which are characteristic challenges for
individuals with autism (Boucenna et al.,, 2014). On the other hand, it is undeniable that there are many
studies in the literature that have yielded positive results when using tablets. In this context, presenting
the Touch Math technique via tablets stands out as a tangible, predictable, and low-tech method that
caters to multiple senses and aims to enhance motivation while minimizing distractions. Beyond
mathematics, this tactile strategy can be extended to other learning areas. For instance, understanding
reading sequences, marking progressions on historical timelines, and even tracing patterns in basic
scientific concepts can be achieved with touch-based techniques (Anderson et al., 2017).

Indeed, while technology offers countless advantages, it is believed that the presentation of
traditional tactile methods like the Touch Math technique on tablets can be extremely beneficial for
certain students. In this context, the primary finding of this research is the effectiveness of presenting
the Touch Math technique on tablets for teaching addition to children diagnosed with Autism Spectrum
Disorder [ASD]. According to the findings, this study appears to be effective. When looking at the
literature, there are many studies that have proven the effectiveness of the Touch Math technique. The
findings of this study are consistent with those of previously conducted quasi-experimental (Badir,
2014; Berry, 2007; Cihak and Foust, 2008; Can-Calik, 2008; Elicin et al., 2013; Fletcher et al., 2010;
Littlefield, 2003; Newman, 1994; Pupo, 1994; Simon and Hanrahan, 2004; Yikmis, 2016) and
experimental (Velasco, 2009) studies. Individuals diagnosed with ASD often struggle to grasp abstract
concepts. Consequently, they face challenges in learning mathematical skills. The Touch Math technique
is believed to be more effective as it caters to multiple senses.

In the study investigating the effectiveness of presenting the Touch Math technique on tablets
for teaching addition to children diagnosed with Autism Spectrum Disorder [ASD], there is no difference
in the students' initial levels. However, there are differences in the data obtained from the number of
instructional sessions conducted to impart the targeted skill and daily check-in sessions. 9 instructional
sessions were conducted with Ahmet, 7 with Asli, and 8 with Cinar. From this, it can be inferred that
even though students learn a skill using the same method, individual differences also play a role in the

learning process.

The findings of the study share common results with studies investigating the effectiveness of
the Touch Math technique in teaching addition to children diagnosed with Autism Spectrum Disorder
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[ASD]. Yikmis (2016), who researched the effectiveness of the Touch Math technique in teaching
addition to children diagnosed with ASD, and Cihak and Foust (2008), Fletcher et al. (2010), who
compared the effectiveness of the Touch Math technique and the number line technique in teaching
addition to children diagnosed with ASD, have concluded that the Touch Math technique is effective in
teaching addition. The findings of this study are consistent with previous research and support this
study. There are also differences between previous research and this study. Unlike previous studies, in
this study, the Touch Math technique was presented on a tablet. In this respect, it is believed to
contribute to the literature and serve as an example for future studies.

The second finding of the study is whether the students can maintain the basic addition skill they
have acquired. Looking at the findings, it is observed that all children with ASD can maintain the basic
addition skill they have acquired even after the first, second, and third weeks following the completion
of the application. When the follow-up findings are examined, it is seen that the correct response
percentage for the basic addition skill in the follow-up sessions conducted at the end of the first, second,
and third weeks for all three students is 100%. Accordingly, it is consistent with previous studies that
investigated the permanence of the Touch Math technique (Badir, 2014; Calik 2008; Elicin et al., 2013;
Simon & Hanrahan, 2004).

The third finding of the study is whether the students can generalize the basic addition skill to
different people and environments. Looking at the findings, it is observed that all three participants
were able to generalize the basic addition skill they acquired to different people and environments. This
is consistent with the generalization findings of previous studies (Avant & Heller, 2011; Badir, 2014;
Can-Calik, 2008; Elicin et al., 2013; Yikmis, 2016).

The fourth and final finding of the study pertains to the social validity data based on the opinions
of students, parents, and teachers. The findings indicate that students, parents, and teachers have
expressed positive views regarding the Touch Math technique. Only one student responded with
"undecided" to the question "Do you like math class?". It is believed that this response may be due to the
student's lack of confidence in their math skills. Students, parents, and teachers have expressed the view
that the presentation of the Touch Math technique via tablet is useful, effective, generalizable, and
lasting. The social validity findings of this study are consistent with those of previous studies (Badir,
2014; Can-Calik, 2008). This research is also expected to contribute to the literature as it is the first
study that examines the opinions of students, parents, and teachers regarding the tablet presentation of
the Touch Math technique for teaching addition prodedures to children diagnosed with ASD.

The research findings highlight the effectiveness of the Touch Math technique presented via tablet in
teaching addition prodedures to children diagnosed with ASD. Despite the different presentations in
other studies, the effectiveness of the Touch Math technique in teaching addition prodedures remains
consistent. This consistency stems from the flexible nature of the Touch Math technique's presentation.
The fact that the Touch Math technique was presented via tablet for the first time to children diagnosed
with ASD will also contribute to the literature.

The findings of the study indicate that the Touch Math technique presented via tablet is effective for
students diagnosed with ASD in teaching basic addition prodedures. Additionally, the findings
demonstrate that the skills imparted to the students can be generalized to different environments and
individuals and are lasting. These findings are consistent with previous research. The implementation
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of the study using the explicit instruction method has facilitated easier learning for the students due to
the modeling and guiding stages. It is believed that the research can be further developed based on the
findings and observations obtained. Some recommendations have also been provided to shed light on
future research.

Recommendations

Suggestions for Implementation

1. Itis recommended to provide training to teachers on the planning and implementation of the
Touch Math technique.

2. The presentation of the Touch Math technique via tablet is not only recommended for addition
prodedures but also for subtraction, multiplication, and division prodedures.

Suggestions for Future Research:

1. The participants of the study consist of students diagnosed with ASD (Autism Spectrum
Disorder). In future research, it is suggested that studies be conducted on the presentation of
the touch math technique on tablets for teaching basic addition prodedures to individuals with
special needs who have other disabilities.

2. The number of participants in this study is three students. It is suggested that studies
investigating the effectiveness of the touch math technique be conducted with larger study
groups.

3. In this study, the effectiveness of presenting the touch math technique on tablets has been
researched. It is suggested that studies be conducted to compare the effectiveness of the touch
math technique's presentation on tablets with different presentations.

4. Itis suggested that the touch math technique be compared with different teaching techniques in
terms of efficiency.

5. In this study, the effectiveness of presenting the touch math technique on tablets for teaching
basic addition prodedures has been researched. It is suggested that the effectiveness of the touch
math technique for teaching more complex addition prodedures be investigated.
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Genisletilmis Tiirkce Ozet
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Otizm Spektrum Bozuklugu Bulunan Cocuklara Basit Toplama
islemi Ogretiminde Nokta Belirleme Tekniginin Tablet ile
Sunumunun EtKililigi

Giris

Otizm spektrum bozuklugu [0SB], yaygin olarak goriilen gelisimsel bozukluklar arasinda yer
alir. OSB, Kisiler arasi iletisim ve etkilesimde zorluklar, tekrarlayici davranislar ve sinirh ilgi alanlari ile
karakterizedir (American Psychiatric Association [APA], 2013). Bu bireyler, dil veya sembolik oyun
becerilerinde 3 yasindan dnce gecikme veya atipik bir fonksiyonellik gosterebilirler. Ayrica, giinliik
yasam becerileri ve akademik yeteneklerde eksiklikler yasayabilirler. OSB tanili bireylerde siklikla

sensoriyel duyarhliklar gozlemlenir; bu, 1518a veya sese asir1 duyarlilik seklinde belirebilir (Lord et al,,
2018; Rogers & Ozonoff, 2005).

Giinliik yasamda bagimsizlik icin matematik becerileri biiyiik 6nem tasir. Sayma, sayilar, para
kullanimi, alisveris, zaman kavrami, sekiller ve problem ¢6zme gibi matematik becerileri, gelisimsel
yetersizligi olan bireyler icin hayati 6neme sahiptir (Millf Egitim Bakanligi [MEB], 2008). Bu nedenle,
0SB tanisi almis bireylerin giinliik yasamda bagimsiz olabilmeleri i¢in bu becerilerin kazandirilmasi
esastir.

OSB tanili dgrencilere matematik becerileri kazandirmak icin uygulanan yontemlerin, bu
becerilerin daha etkili ve kalic1 6grenilmesine yardimci olabilecegi belirtilmistir (King vd., 2016). Nokta
belirleme teknigi, bu yontemlerden biridir ve zihinsel yetersizligi olan 6grencilere toplama islemi
Ogretimi icin Kramer ve Krug (1973) tarafindan gelistirilmistir. Bu teknik daha sonra dort islem
becerisinin 6gretimi icin genisletilmistir (Bullock vd., 1989). Teknik, cok duyulu bir yaklasim sunar ve
ogrencilere rakamlar1 hem gorsel hem de dokunsal olarak 6gretir (Nuhoglu & Elicin, 2013; Vinson,
2004). Teknolojik araglarin, dzellikle tabletlerin, OSB tanili bireylerin akademik beceri kazaniminda
etkili oldugu gézlemlenmistir (Acungil, 2014; Bosseler & Massaro, 2003; Eli¢in, 2015; Oztiirk, 2016).
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Teknolojik araglar, 6zellikle tabletler, otizm spektrum bozuklugu [OSB] olan bireyler icin egitim
ve iletisimde devrim yaratmistir. Tabletler, dokunmatik ekranlariyla bireylerin kendilerini ifade
etmelerine yardimci olurken, OSB icin 6zel uygulamalar kisisellestirilmis 6grenme deneyimleri sunar
(Schlosser vd., 2014; Fletcher-Watson vd., 2016). Sanal gerceklik ve dijital oyunlar, sosyal becerilerin
gelistirilmesi ve bilissel-motor becerilerin artirilmasinda faydalidir (Parsons & Cobb, 2014; Whyte vd.,
2018). Ancak, tabletlerin asir1 kullanimi, sosyal etkilesim azalmasi ve takintili davranislarda artis gibi
olumsuz sonuclara yol agabilir (Pavlopoulou & Dimitriou, 2020; Lorah vd., 2015). Ayrica, ekran
stresinin uyku diizenini bozabilecegi ve bazi bireyler icin duyusal yliklenmeye neden olabilecegi
belirtilmistir (Engelhardt vd., 2019; Robertson & Ne'eman, 2012). Bu nedenle, tablet kullanimi1 dikkatli
bir sekilde planlanmaldir.

Yontem

Bu arastirmada, tek denekli arastirma yontemlerinden biri olan katilimcilar arasi ¢oklu yoklama
modeli tercih edilmistir. Tek denekli arastirma, belirli bir zaman diliminde, bagimsiz ve bagimh
degiskenler arasindaki iliskiyi tek bir katilimci iizerinde inceleyen deneysel bir yaklasimdir (Horner vd.,
2005). Katilimcilar arasi ¢oklu yoklama modeli ise, bagimsiz degiskenin etkisinin en az ti¢ farkli katilimci
tizerinde degerlendirildigi bir modeldir ve bu modelle en az ti¢ denege belirli bir beceri veya bilginin
kazandirilmasi hedeflenir. Secilen katilimcilar, arastirilan bagimsiz degiskenin potansiyel etkisinden
bagimsiz olmalidir (Tekin-iftar, 2012). Bu ¢alismada, OSB tanili ii¢ denege tablet kullanilarak sunulan
nokta belirleme teknigi ile basit toplama islemi 6gretiminin etkililigi ele alinmistir. Coklu yoklama
modeli, farkli bireyler iizerinde gerceklestirilen 6gretimin etkililigini degerlendirir ve bu, sonuclarin
farkli bireyler icin de gecerli olup olmadigini belirlemeye yardimci olur. Bu modelin bagarili bir sekilde
uygulanabilmesi icin, katilimcilarin 6n kosul becerilere sahip olmasi, durumlarin birbirinden bagimsiz
ve islevsel olarak benzer olmasi gerekmektedir (Tekin-Iftar, 2012).

Bagiml Degisken

Bagimh degisken, bagimsiz degisken tarafindan etkilenen 6zellik ya da niteliktir (Cresswell,
2012, s. 115). Bu arastirmanin bagimli degiskeni, arastirmaya katilan OSB tanis1 almis bireylerin, temel
toplama islemi becerisini gerceklestirme diizeyleridir.

Bagimsiz Degisken

Bu arastirmanin bagimsiz degiskeni, OSB tanis1 almis olan ¢ocuklara basit toplama isleminin
O0gretiminde nokta belirleme tekniginin tablet ile sunumunun yapildigi 6gretimdir. Genellikle
"TouchPoint Math" olarak adlandirilan Touch Math, 6zellikle 6grenme giicliigli ve zihinsel yetersizliik
ceken 6grencilerin dokunsal ve kinestetik stratejiler yoluyla temel aritmetik becerileri kavramalarina
yardimci olmak i¢in tasarlanmis bir 6gretim yaklasimidir.

Ortam

Arastirman Tokat il merkezinde bulunan Ath Karincalar Ozel Egitim ve Rehabilitasyon
Merkezinde gerceklestirilmistir. Uygulamalar kurum igerisinde bulunan bireysel egitim odasinda
gerceklestirilmistir. Oda 12m2 biiytkligiindedir. Odada 1 adet kitaplik, 1 adet dolap, 1 adet masa ve 3
adet sandalye, 1 adet kii¢iik masa ve 2 adet kii¢lik sandalye, 1 adet yazi tahtas1 ve 1 adet kamera
bulunmaktadir.
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Arag-Gerecler

Arastirmada materyal olarak tablet ve veri toplamak amaciyla kamera ve fotograf makinesi,
O0gretim oturumlar uygulama gilivenirligi veri toplama formu, toplu -giinliik yoklama ve izleme
oturumlar1 uygulama giivenirligi veri toplama formu, genelleme oturumlari uygulama giivenirligi veri
toplama formu, giinliik yoklama, toplu yoklama, izlenme ve genelleme oturumlari veri toplama formu
kullanilmistir. Ayni zamanda peKkistire¢ icin de 6dil kutusu kullanilmistir.

Katilimcilar

Arastirmay1 gerceklestiren uygulayici Tokat Gaziosmanpasa Universitesi Simif Ogretmenligi
mezunudur. Arastirma Tokat Ozel Ath Karincalar Ozel Egitim ve Rehabilitasyon Merkezi’'nde
gerceklestirilmistir. Arastirmaya baslamadan 6nce 6grencilerin ailelerine yapilacak ¢alisma ile ilgili
ayrintili bilgi verilmistir. Velilerine, veli onay formu imzalatilmistir Arastirmaya; biri pilot uygulama,
ici deney siirecinde olmak iizere 4 katilimci dahil edilmistir

Pilot Uygulama

Bu arastirmanin uygulanma siirecinde karsilasilabilecek engellerin uygulamaya baslamadan
once belirlenebilmesi, diizeltilebilmesi amaciyla, aragtirmanin uygulama siirecine baslanmadan pilot
calisma oturumu gergeklestirilmistir.

Yoklama Oturumlari

Toplu yoklama oturumlari, ilk 6grencide tist iste 3 oturumun verileri kararli olana degin devam
ettirilmistir. Kararlh verirlerin elde edilmesiyle birlikte ilk 6grenciyle 6gretim oturumuna baslanilmistir.
ilk 6grenci 6gretim oturumlarinda belirlenen 6lgiitii karsiladiginda tiim katiimcilarla birlikte tekrar
toplu yoklama oturumu gerceklestirilmistir. Giinliik yoklama oturumlari, 6gretim oturumu siirecinde
katilimcilarin istendik beceriye yonelik performansini tespit etmek icin yapilmistir.

Ogretim Oturumlari

Baslama diizeyi performans belirlemek icin gerceklestirilen yoklama oturumunda kararlh
verilerin elde edilmesinden sonra, nokta belirleme tekniginin tablet sunumu ile gergeklestirilen basit
toplama islemi 6gretimi oturumlarina baglanmistir. Ogretim oturumlar Tokat Ozel Ath Karincalar Ozel
Egitim ve Rehabilitasyon Merkezi'nde gerceklestirilmistir. Nokta belirleme tekniginin tablet ile sunumu
acik anlatim yontemi ile uygulanmistir. Buna bagh olarak 6gretim siireci model olma, rehber olma ve
bagimsiz uygulama asamasi olmaz lizere 3 asamadan olusmaktadir.

izleme ve Genelleme

Tablet ile sunulan nokta belirleme teknigi ile basit toplama islemi 6gretiminde katilimcilar
bagimsiz bir sekilde basit toplama islemi becerisini gerceklestirebildiklerinde kaliciligini tespit etmek
amaciyla izleme oturumlar gerceklestirilmistir. izleme oturumu 6grenme gerceklestikten birinci, ikinci
ve Ug¢lincl hafta sonunda gerceklestirilmistir. Baslama diizeyi yoklama oturumunda oldugu gibi izleme
oturumu da katilimcilarin hedeflenen beceriyi gerceklestirme performanslarini tespit etmek icin
uygulanmistir.
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Gitvenirlik

Arastirmada gozlemciler arasi giivenirlik verileri ve uygulama giivenirligi toplanmistir.
Arastirmanin giivenirlik verileri lisansiistli egitimi tamamlamis olan bir 6zel egitim uzmani ve baska bir
alanda lisansiistii egitimini tamamlamis bir kisi tarafindan toplanmistir.

Sosyal Gecerlik

Bagiml ve bagimsiz degiskenlerin sosyal yonden gerekliligini tespit etmek icin katilimcilarin
yakinlarinin bagimli ve bagimsiz degiskenlere yonelik degerlendirmeleri i¢in toplanan veridir (Kurt,
2012, ss. 375-376). Sosyal gecerlik verilerinin toplanabilmesi i¢in 6grenci sosyal gecerlik veri toplama
formu, veli sosyal gecerlik veri toplama formu ve 68retmen sosyal gecerlik veri toplama formu olmak
lizere 3 adet form olusturulmustur.

Bulgular

Ahmet’e ait bulgular bakildiginda, baslama diizeyini belirlemek icin gerceklestirilen toplu
yoklama oturumunda elde edilen verilere gore dogru tepki yiizdesinin %0 oldugu goériilmektedir.
Ogretimin baslamasindan sonra gerceklestirilen dokuz toplu yoklama oturumu sonundan Ahmet’in
basit toplama isleminde %100 dogru tepki verdigi goriilmiistiir. Bu verilere bakilarak toplama islemi
o0gretiminde nokta belirleme tekniginin tablet ile sunumunun Ahmet tzerinde etkili oldugu
goriilmiistiir. Asli’ya ait bulgular incelendiginde, baslama diizeyini belirlemek icin gerceklestirilen toplu
yoklama oturumunda elde edilen verilere gore dogru tepki yiizdesinin %0 oldugu goriilmektedir.
Baslama diizeyini belirlemek icin 6nceden hazirlanan 10 basit toplama isleminde dogru cevap sayisi
0’dir. Ogretim oturumlar: sonrasinda gerceklestirilen 6 toplu yoklama oturumlarinda da Asl’'nin basit
toplama isleminde %100 dogru tepki verdigi goriilmustiir. Bu verilere bakilarak toplama islemi
o0gretiminde nokta belirleme tekniginin tablet ile sunumunun Ash tlizerinde etkili oldugu gorilmiustir.
Cinar’a ait veriler incelendiginde, baslama diizeyini belirlemek icin gerceklestirilen toplu yoklama
oturumunda elde edilen verilere gore dogru tepki ylizdesinin % 0 oldugu goriilmektedir. Cinar'in basit
toplama isleminde %100 dogru tepki verdigi gorilmustiir. Bu verilere bakilarak toplama islemi
ogretiminde nokta belirleme tekniginin tablet ile sunumunun Cinar iizerinde etkili oldugu gorilmiistiir.

Ahmet, Ash ve Cinar'in gerceklestirilen izleme oturumlarinda basit toplama islemine yonelik
dogru cevap yuizdesinin %100 oldugu, verilere bakildiginda a¢ik anlatim yontemiyle uygulanan nokta
belirleme tekniginin tablet ile sunumunun basit toplama islemi 6gretimi tamamlandiktan 7, 14 ve 21
giin sonra da katilmcilarin dogru cevap yiizdelerinin %100 oldugu goriilmektedir.

Ahmet, Ash ve Cinar’in 6n test oturumunda dogru tepki ytizdeleri %0 iken son test oturumunda
dogru tepki ytizdelerinin %100 oldugu goriilmektedir. Bu bulgulara bakildiginda Ahmet, Asli ve Cinar’in
dogru tepki yiizdelerinin %100 olmasi, OSB tanisi almis olan ¢ocuklara toplama islemi 6gretiminde
nokta belirleme tekniginin tablet ile sunumunun, kazanilan becerinin farkli ortam ve farklh kisilere
genellenmesinde etkili oldugunu gostermektedir.

Katilimcilara uygulanan sosyal gecerlilik formundan elde edilen bilgiler dogrultusunda, tim
katilimcilarin toplama isleminin yasamlarinda o6nemli oldugunu, nokta belirleme tekniginin
ogretiminde kullanilmasindan honut olduklarini ve bu sayede toplama islemini 6grenebildiklerini ifade
etmislerdir.
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Ebeveynlerin tamami; toplama isleminin yasam boyu gerekli ve 6nemli bir beceri oldugunu,
yapilan 6gretim ile birlikte cocuklarinin toplama islemi yapma becerisinde gelisme oldugunu ve bu
nedenle nokta belirme tekniginin faydali ve etkili oldugunu ifade etmislerdir.

Ogretmenler tamami ise 6gretim siirecinde dgrencilerin toplama islemi yaoma becerilerinde
olumlu yonde farklilik oldugunu, tablet ile yapilan sunumlarin 6grenci motivasyonunu artirmada etkili
oldugunu, bu yontemi farklhi 6grenciler icinde kullanicakalrini ve tablet lizerinden sunulan nokta
belirleme teknigini diger meslektaslarina énereceklerini ifade etmislerdir.

Tartisma ve Sonug

Arastirma sonugclari, OSB tanili ¢ocuklara tablet ile sunulan nokta belirleme teknigiyle toplama
islemi Ogretiminin etkili oldugunu gostermektedir. Bu teknik, 6grencilere kazandirilan beceriyi
strdiirebilmeleri ve farkli ortamlara genelleyebilmeleri icin faydalidir. Ancak, tabletlerin OSB tanili
bireylerde asir1 uyarilmaya yol acabilecegi ve tekrarlayici davranislar: tesvik edebilecegi belirtilmistir
(Kuznekoff vd., 2015; Boucenna vd., 2014). Yine de tabletlerle yapilan egitimin bir¢ok olumlu yonii
vardir ve nokta belirleme teknigi, dokunsal bir yaklasim sunarak 6grenmeyi destekler (Anderson vd.,
2017). Arastirma bulgulari, alan yazininda da desteklenen nokta belirleme tekniginin etkililigini teyit
etmektedir (Badir, 2014; Velasco, 2009; Yikmis, 2016). OSB tanili ¢cocuklara tablet ile sunulan nokta
belirleme teknigiyle toplama islemi 6gretimi etkilidir. Ancak, 68renciler arasinda 6grenme siirecinde
bireysel farklilklar gozlemlenmistir. Ornegin, Ahmet icin 9, Ash icin 7 ve Cinar icin 8 6gretim oturumu
gerceklestirilmistir. Bu calismanin bulgulari, Yikmis (2016), Cihak ve Foust (2008) ve Fletcher ve
digerleri (2010) gibi dnceki ¢alismalarla tutarhdir. Ancak bu ¢alisma, nokta belirleme teknigini tablet
lizerinden sunarak alan yazinina yeni bir katki saglamaktadir.

Arastirmada, OSB tanili cocuklarin tablet ile sunulan nokta belirleme teknigiyle toplama islemi
becerisini stirdiirebildikleri, bu beceriyi farkli ortamlara ve kisilere genelleyebildikleri ve teknik
hakkinda olumlu gériiglere sahip olduklar: tespit edilmistir. Ogrencilerin, velilerin ve 6gretmenlerin bu
teknigi etkili buldugu gériilmiistiir. Ogrencilerin %100 bagariyla toplama islemi becerisini
stirdiirdiikleri belirlenmistir (Badir, 2014; Calik 2008; Elicin ve digerleri, 2013). Genelleme yetenegi,
onceki caligmalarla tutarlidir (Avant & Heller, 2011; Yikmus, 2016). Ogrenci, veli ve 6gretmen goriisleri
de teknik hakkinda olumlu bulgular sunmaktadir (Badir, 2014; Can-Calik, 2008). Bu calisma, teknik
hakkinda 6grenci, veli ve 68retmen gorislerini inceleyen ilk arastirma olup, alan yazinina katki
saglamaktadir.

Oneriler

Uygulama Onerileri

1. Ogretmenlere nokta belirleme tekniginin planlanmasi ve uygulanmasi konusunda egitim
verilmesi onerilmektedir.

2. Nokta belirleme tekniginin tablet tizerinden sunulmasi sadece toplama islemleri icin degil ayni

zamanda ¢ikarma, carpma ve bolme islemleri icin de 6nerilmektedir.

Gelecekteki Arastirmalara Yonelik Oneriler:

1. Arastirmanin katilimcilar1 OSB (Otizm Spektrum Bozuklugu) tanisi alan dgrencilerden
olusmaktadir. Gelecekte yapilacak arastirmalarda, 6zel gereksinimli ve diger engelleri olan bireylere
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temel toplama islemlerinin 6gretilmesi amaciyla nokta belirleme tekniginin tabletlerde sunulmasina
yonelik calismalarin yapilmasi 6nerilmektedir.

2. Bu calismanin katilimci sayisi ti¢ 68rencidir. Nokta belirleme tekniginin etkililigini arastiran
calismalarin daha genis calisma gruplari ile yapilmasi 6nerilmektedir.

3. Bu calismada nokta belirleme tekniginin tabletlerde sunulmasinin etkililigi arastirilmistir.
Nokta belirleme tekniginin tabletlerde sunumunun etkililigini farkli sunumlarla karsilastiracak
calismalarin yapilmasi 6nerilmektedir.

4. Nokta belirleme tekniginin verimlilik acisindan farkl 6gretim teknikleriyle karsilagtirilmasi
Onerilmektedir.

5. Bu ¢alismada, temel toplama islemlerinin 6gretiminde nokta belirleme tekniginin tabletlerde
sunulmasinin etkililigi arastirilmistir. Daha karmasik toplama islemlerinin 6gretilmesinde nokta
belirleme tekniginin etkililiginin arastirilmasi 6nerilmektedir.
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Abstract

The research is a mixed method study that aims to examine the utilisation of social media platforms by
undergraduate vocational music education students to improve their instrumental skills from various aspects.
The questionnaire form prepared by the researchers was used to collect the quantitative data obtained from the
study group and the interview form prepared by the researchers was used to collect qualitative data. The data
obtained in the study were analysed bidirectionally as quantitative and qualitative. The quantitative data
analysis of the research was carried out by descriptive analysis method. The quantitative data obtained were
presented with relevant frequency and percentage calculations. Qualitative data were analysed through content
analysis. The data obtained after the analysis were presented to the reader as codes, categories and themes. In
the study, quantitative data on the social media platforms that undergraduate students use predominantly when
they turn to social media platforms with the motivation of improving their instrument playing skills, the
distribution of the main factors in choosing these platforms, and the post owners they follow the most were
accessed. In addition, qualitative findings were obtained regarding the reasons why students prefer social media
platforms, their opinions on the advantages offered by these platforms, and the effective factors in choosing the
music genres on the platforms. As a result of the study, it was seen that students used platforms effectively in
developing their instrument playing skills and it was understood that they actively included the content on these
platforms in their self-regulated learning processes

Keywords: Social media, music education, instrument education, instrument playing, mixed method research.

Introduction

People on earth now live 'in an interconnected network society that is globally and locally
interwoven' (Castells, quoted in Toprak et al., 2009, p. 25). For this networked society, the internet has
begun to be accepted as a 'social space’ (Kaplan & Haenlein, 2009, p. 60). The internet has startederic to
be used primarily in areas such as communication and information (Valkenburg and Peter, 2009), and
especially through social media platforms, the sharing of information and news has evolved to a
different position than in the past (Newman et al., 2012).

Social media is a concept that refers to web-based platforms that 'represent the totality of tools,
services and applications that enable users to interact using network technologies' (Boyd, 2008, p. 92).
It is known that the number of users has reached 4.7 billion worldwide according to data from July 2022
(Statista, 2022). Social media platforms, as a communication tool through which people can get the
information they need (Kim et al., 2016; Lin and Liu, 2012; Timisi, 2003), have become a widely used
tool in the context of access to information and skills development (Haase & Young, 2010).

There are many studies (Kabilan et al., 2010; Seaman and Tinti-Kane, 2013; Wang et al,, 2013)
that show that social media platforms are also used in the field of education. These platforms offer many
opportunities to students in terms of social interaction and quick access to information sources in any
environment (Paul et al., 2022). The quality of the teaching-learning process can be enhanced by some
of the advantages they offer (Moran etal., 2011; Tess, 2013) and they allow people to shape the learning
process directly or indirectly (Jones et al., 2010). It can be seen that these platforms are preferred in the
field of education, especially in prominent topics such as "collaborative learning" (Cayari, 2018;
Pettenati and Ranieri, 2006), "informal learning" (Sabaawi and Dahlan, 2017), "microlearning" (Mujica
etal,, 2021) and "self-regulated learning" (Matzat, & Vrieling, 2016; Turhal, 2022).

Music is another area of education that benefits from the advantages offered by social media
platforms. The role of social media in music teaching and learning has increased in recent years (Chan
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et al, 2015; Salavuo, 2008). Social media platforms have started to emerge as an environment where
many performers, educators and academics share their musical performances, experiences, teachings
and knowledge (Cayari, 2018). So much so that, according to Lei et al., (2021), video sharing platforms
and social networking sites are among the most intensively used tools in music education. In fact, it is
noteworthy that the YouTube application has come to the fore as an important tool used by teachers to
present examples in their lessons in music education, teaching and research (Cayari, 2018; Dougan,
2014; Waldron, 2012).

At the level of instrumental education, performers, academics or teachers who have become
instructors of their instruments also increase some qualifications in their teaching processes by using
internet-based applications and digital content (Lochtefeld et al., 2011; Rogers et al., 2014; Yin et al.,
2005). In addition to written and audio materials, such audiovisual materials have begun to be used in
instrumental teaching and learning processes (Lei et al, 2021). Teachers can also share their
productions related to their instruments with students through social media platforms (Giebelhausen,
2015). Thus, it is observed that these videos, performance recordings and other shared contents have
become important materials in informal instrument teaching processes in the near future.

On the other hand, with the development of internet-based information technologies,
individuals have become self-directed 'sharing learners' (Goksel et al., 2018). This study focuses on the
situations in which students use social media applications with the motivation of improving their
instrumental playing skills. It is based on the assumption that students shape their informal
instrumental learning processes with 'learning to learn' and 'managing their own learning' strategies.
In this context, the problem of the study is: 'What are the characteristics of the tendencies of students in
vocational music education to use social media platforms to improve their instrument playing skills?
Within this problem, answers were sought to the following sub-problems:

1. What are the platforms that students prefer and why, the profiles they follow on these
platforms, the types of music they listen to, the types of content, and their tendencies in terms of
performance techniques?

2. What are the reasons why students prefer the platforms, the factors that influence their choice
of music genre to listen to, the benefits offered by these platforms and students' opinions about their
expectations from the platforms?

Method

Research Design

The study is a mixed method research. Mixed method research is 'a research approach that
involves the collection of qualitative and quantitative data and the integration of these two types of data'
(Creswell, 2017, p 4). In mixed research method, the researcher collects and analyses quantitative and
qualitative data while seeking answers to research questions (Creswell & Clark, 2018, p. 26; Tashakkori
& Creswell, 2007, p. 4). Mixed methods research is preferred because it provides a wide variety of
methods to enrich the research (Gorard & Taylor, 2004, p. 2). On the other hand, it allows the research
problem to be addressed more comprehensively and increases validity and reliability (Creswell, 2012).

The research was conducted using a nested mixed design, which is one of the mixed methods
research types. In the nested mixed design, data can be used sequentially or combined and the main idea
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is addressed more comprehensively in one type of data (Biitiin, 2014 as cited in S6giit & Polat, 2020). It
is used in cases where answers are sought to research questions that require the researcher to use
different data sets (Creswell & Plano-Clark, 2015). This type of design is based on one data set
supporting the other data set. The data set with a high importance in the research is defined as the
'primary’ data set, while the data set with a lower importance value is defined as the 'secondary’ data
set. In other words, the research is qualitative or quantitative research, but data from alternative
methods are needed to support, generalise or explain the data (Creswell & Plano-Clark, 2015). In this
study, which was conducted using a nested mixed design, quantitative data was identified as 'primary’
and qualitative data was identified as 'secondary’. The qualitative phase was used to enrich and support
the quantitative findings.

QUANTITATIVE
RESEARCH DESIGN

interpretation

based on the
results

obtained
qualitative

research

Figure 1. Nested complex mixed methods research (Toraman, 2021, p. 19)

The quantitative screening model was preferred in the part where numerical data was obtained
on the use of social media to improve the instrumental skills of students in vocational music education,
and