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Teacher Opinions about Auditory Verbal Therapy
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Abstract. As a Class II evidence based approach, Auditory Verbal Therapy (AVT) hasn’t been implementing widely. The
aim of this study was determined the opinions of teachers” who use AVT in their practices about practicality of AVT, their
expectations from each other and AVT practices in Turkey, and also specify the teachers’ perspective about AVT course
intensity in undergraduate education. For this purpose semi-structured interview was conducted with five teachers who
implemented AVT at least three years and with five families who were involved in AVT training for the last 2 years. This
study was conducted as a descriptive design which is one of the qualitative research studies. Content analysis and descriptive
analysis were used. In the results, teachers stated that working in person with hearing impaired children’s families has positive
impact on speech perception, language development and speech production. Additionally, they agreed that AVT hasn’t been
known adequately in Turkey and they needed more courses in their undergraduate educations. As a result it is thought that if
AVT takes more place during undergraduate education and teachers can have in-service education about it, AVT may become
widespread and may become more useful for children with hearing loss and their families.

Keywords: Auditory-verbal therapy, hearing loss children, cochlear implant, qualitative research, opinions of teacher

Ozet. ikinci simnif kanita dayali bir yaklasim olan Isitsel Sézel Terapi (IST) Tiirkiye’de ¢ok yaygin olarak uygulanmamaktadir.
Bu ¢alismanin amaci IST uygulayan 6gretmenlerin, aileler ve dgretmenler agisindan terapinin uygulanabilirligi ve onlarin
birbirlerinden beklentileri ile lisans egitiminde IST’ye ne kadar yer verildigi, Tiirkiye’de IST uygulamalari ile ilgili
goriislerinin alinmasidir. Bu amagla en az ii¢ yil IST uygulamis bes 6gretmenle ve en az 2 yildir IST egitimi alan 5 aileyle yar
yapilandirilnus goriisme yapilmustir. Bu arastirma nitel arastirma desenlerinden betimsel desen olarak tasarlanmustir. Icerik
analizi ve betimsel analiz bir arada kullanilmigtir. Sonug olarak 6gretmenler isitme kayipli ¢ocuklar ile ilgili becerilerin bizzat
aileye 6gretilmesinin konusma algisi, dil gelisimi ve konusma iiretimi agisindan olumlu oldugunu, aileler ve 6gretmenlerce
uygulanabilir oldugunu, lisans egitiminde bu konuya daha fazla yer verilmesi gerektigini, Tiirkiye’de ¢ok fazla bilinmedigini
ifade etmislerdir. Tiirkiye’de lisans egitiminde IST konusuna daha fazla yer verilmesinin ve mevcut dgretmenlerin de hizmet
ici egitim almasi yoluyla yontemin yayginlastirtlmasinin isitme kayipli gocuk ve aileler agisindan faydali olabilecegi
diistiniilmektedir.

Anahtar sozciikler: Isitsel-sdzel terapi, isitme kayipli gocuklar, koklear implant, nitel arastirma, 6gretmen goriisleri

1 Corresponding Author: Ankara University, Institute of Educational Sciences, Department of Special Education Campus of
Cebeci, Cemal Gursel Street, 06590, Cebeci Ankara, Turkey, e-mail: hakcakaya@ankara.edu.tr
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Introduction

The hearing screening for newborns becoming widespread across the globe has allowed for diagnosing
hearing loss at young ages. Moreover, advancements in hearing aids (HA) and cochlear implant (Cl)
technology allowed for audiological interventions at the early stages for infants or children with early
diagnosis (Rhoades, 2006). Newborn Hearing Screening Program in Turkey started in 2004. The
purpose of the program is to screen newborns during the first month of life, to complete diagnostic
tests for hearing loss in children who have failed the screening tests during the first 3 months of life,
and to perform necessary intervention during the first 6 months of life (Bolat & Geng, 2012). Thus
sensory deprivation is prevented.

If the auditory input is not provided for a long time at the critical stage the areas specific to the function
in the brain cannot be used for their own functions (Kral, 2007). Once the critical stage is over this
condition is irreversible. Perceptual limitations during the critical periods may negatively affect
language (semantic, syntactic, and morphological), speech, and literacy skills of children with hearing
loss (Moeller, Tomblin, Yoshinaga-Itano, Connor, & Jerger, 2007). Therefore for children with early
diagnosis who are equipped with appropriate aids educational interventions are critical.

There are different communication approaches in educating children with hearing loss. These
approaches consist of natural auditory-oral approach, AVT, cued speech, sign language, total
communication, simultaneous communication and bilingual-bicultural approach (Altinyay & Sahli,
2015, pp. 555-562; Gravel & O'Gara, 2003; Grimes, Thoutenhoofd, & Byrne, 2007).

The superiority of auditory verbal therapy to all of the other communication methods is that it teaches
listening to children with early diagnosis thus without reliance on additional alternative communication
systems such as lip reading and signing children can independently communicate. AVT, which is
similar to auditory oral approach in terms of this characteristic, is different than AVT that it does not
include lip reading and visual cues (Altinyay & Sahli, 2015, pp. 555-562). Natural auditory oral
approach is also a family based approach likewise AVT. In Education and Research Centre for
Hearing Impaired Children (i.e., ICEM) family education based on natural auditory oral approach is
implemented zero to three years of age (Turan, 2010). For AVT education lasts until the child is
graduated from the program one or two times a week. However rather than frequency of the education
participation of the family in the interaction based verbal communication is more important (Stith,
2014).

Auditory-verbal therapy is a Class Il evidence based approach which is implemented with children
with hearing loss who are early diagnosed and provided with audiological intervention at the early
stages (Estabrooks, 2006 pp. 276; Rhoades, 2006). Having children with hearing loss focus on
especially listening and generalize these skills to other settings is another purpose of AVT. Moreover,
language development, literacy and academic skills of children with hearing loss being at the same
level as their peers enables them to have a place in the society and become productive individuals
(Goldberg & Flexer, 1993; Sahli, 2015).

The principles of AVT were initially defined by Doreen Pollack in 1970 and modified in 1993 by
Auditory Verbal International and then in 2005 by Alexander Graham Bell Academy for Listening and
Spoken Language. These principles are as follows: (1) By providing appropriate auditory stimuli to
babies and infants with hearing loss who have been early diagnosed and immediately provided with
educational intervention with audiological intervention, to make them have optimal benefits from these
stimuli. (2) Having diagnosed providing with audiological intervention support and instruction with
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spoken language, to support listening and spoken language skills. (3) To provide development of
spoken language without using signs or lip reading, guiding families in a way to ensure that the hearing
is the primary sense. (4) By having the parent actively and consistently participate in individualized
AVT lessons, to guide parents to become primary facilitators in child’s listening and speech
development. (5) To have the child develop listening skills and speech in daily activities, to guide
parents to form a creative environment. (6) To guide children to help them integrate listening and
spoken language into every aspect of their lives. (7) To guide parents to use natural developmental
skills in listening, speech, language, cognitive development, and communication. (8) To guide parents
to monitor their child in providing speech development via listening. (9) With the help of formal and
informal assessment conducted by therapists to evaluate AVT’s effectiveness by monitoring the
process with individualized AVT plans. (10) To support inclusive education of children with hearing
loss by providing appropriate support services (Brennan-Jones, White, Rush, & Law, 2014; Rhoades,
2006; Rhoades & Duncan, 2010; Sahli, 2015).

The number of studies for AVT is very few in the literature. Goldberg and Flexer (1993) conducted a
survey research with 157 individuals who were 18 years old or older and received AVT for at least 3
years or graduated from AVT. Of all the participants 152 were graduates of high school with general
equivalency degree, 124 were enrolled in colleges or universities, only 15 were enrolled in Gallaudet
National Technical Institute which carried out education for individuals with hearing disabilities
(Goldberg & Flexer, 1993).

In another study, 25 children who received AVT were matched with 25 children with normal hearing
in terms of language age, receptive language vocabulary, gender, and socioeconomic level. In this
longitudinal study, 21 months later children who received AVT showed significant gains in terms of
speech perception, receptive and expressive language development, and speech and also they had
similar performance to the matched children with normal hearing (Dornan, Hickson, Murdoch, &
Houston, 2009). This study was conducted longitudinally and after 38 and 50 months total language
scores, receptive language vocabulary, speech, math, and self-respect levels were evaluated. The
results showed that except the receptive language vocabulary skills, in all of the other evaluations
children who received AVT had similar performance to children with typical development. In that
study, the results for 7 children who received literacy and math lessons were examined and it was
concluded that they had comparable performance as to their peers without hearing loss (Dornan,
Hickson, Murdoch, & Constantinescu, 2010).

This approach which is widely implemented in North America and Australia is not very common in all
countries (Hogan, Stokes, & Weller, 2010). As AVT is not widely implemented in European countries,
it is not widely implemented in Turkey either. As part of a project in Turkey during 2008 to 2010,
AVT’s global consultant and professional implementer Warren Estabrooks conducted workshops for
experts in the area of hearing disabilities and gave certificates of “Educator of AVT Practitioners and
Educators.” Approximately 10 experts received this certificate (Sahli, 2015). Even though it is not
known how many teachers received an education about this method from experts who had the
certificate of educator of educators, it is estimated to be very few. In Turkey, 1 300 000 babies are
given birth per year and the rate of hearing loss is 2.2 out of 1000 (Bolat & Geng, 2012). This means
that approximately 2860 children are born with hearing loss per year. Since AVT is a method which is
implemented with children with early diagnosis and who receive early audiological interventions, it is
obvious that the number of educators who can conduct AVT in Turkey is very few. It is thought that
awareness can be raised to make the method widespread by revealing dynamics about teacher and
family factors and by identifying the duration and level of implementation of the AVT in Turkey.
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Our study is formed in a way to draw attention to the fact that the number of studies and educators
about AVT is very few and to raise awareness for families and teachers about the method. There is not
any studies about AVT in the literature that was conducted with qualitative research paradigm and
utilized interviews. The problem of this study is to identify the practicality and the effects of the
method in Turkish culture. If AVT is revealed to be an approach which is appropriate for our culture it
is thought that attempts to make it widespread might increase.

The purpose of this study was to understand teacher and family roles in the scope of AVT according to
teacher opinions, to identify positive and negative circumstances in the implementation of AVT, its
practicality, how much information do teachers receive about AVT during their education, and whether
or not this education was sufficient. Another purpose of this study was to identify opinions of families
about their responsibilities in the scope of AVT, support of other family members in education,
whether they could implement the method or not, and their expectations from the teachers. The
research questions are as follows: (1) How do teachers evaluate the positive and negative
circumstances they encounter during AVT? (2) How do teachers and families evaluate practicality of
AVT? (3) How do teachers define family in the scope of AVT? (4) What are the expectations of
teachers and families from each other? (5) How do families evaluate their responsibilities in the scope
of AVT and support of other family members? (6) How do teachers evaluate their undergraduate
education proficiency about AVT and how do they evaluate AVT practices in Turkey?

Method

Design of the Study

The design of this study is qualitative descriptive design which is one of the qualitative research
designs. Magilvy and Thomas (2009) defined qualitative descriptive design as follows:

“Qualitative Descriptive design is one that is philosophic in tradition, influenced or
informed by one of the major qualitative designs, yet is limited in scope (e.g., research
question, sample size, data generation and analysis methods, and interpretation) to allow
a clear description of a specific phenomenon or experience from the perspective of the
experiencing child or family”

This research is descriptive design because of the limited number of research questions, limited sample
size and because the purpose is to describe the teachers’ experience.

Participants

Participants consisted of five teachers who had been giving AVT education for at least three years and
5 families of children who had been receiving AVT education for at least two years. Criterion sampling
which is one of the purposive sampling types was chosen since criteria were predetermined such as
having given AVT for at least three years for teachers and having received AVT education for at least
two years (Yildirnm & Simsek, 2013, pp. 135). All the teachers who had been giving AVT education in
Ankara city for at least three years were included in this study. Demographical characteristics of
teachers are shown in Table 1. On Table 2 demographical characteristics of family members are given.
F5’s child with CI was graduated from AVT on the day of the interview.
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Table 1.
Demographical characteristics of teachers who were giving AVT education
Name Gender Age AVT Other Education
Experience Method
Year Experience
Year
T1 F 27 5 1 Teaching Individuals with Hearing
Disabilities, Bachelor’s Degree
T2 F 56 7 1 Audiology and Speech Pathology,
Master’s Degree
T3 F 29 7 0 Child Development and Education,
Bachelor’s Degree
T4 F 28 3 15 Teaching Individuals with Hearing
Disabilities, Bachelor’s Degree
T5 F 30 6 1 Teaching Individuals with Hearing
Disabilities, Bachelor’s Degree
Table 2.
Demographical characteristics of families who received AVT education
Name Gender Age Affiliation Education CI Condition of Child AVT
Experience in
Years
F1 F 34 Mother Elementary Moderate — moderate to 3years
school severe hearing loss with HA
F2 F 26 Mother High Bilateral profound hearing 4years
School loss with ClI
F3 F 44 Grandmother Elementary  Bilateral profound hearing 2years
school loss with ClI
F4 F 53 Grandmother High Bilateral profound hearing 3years
School loss with ClI
F5 F 40 Mother Elementary  Bilateral moderate hearing Qyears
school loss with HA

ClI: Cochlear implant HA: Hearing aid

Data Collection Techniques

Semi-structured interviews were preferred in order to examine in detail the opinions of families and
teachers related to AVT. Interviews were chosen in order to understand how families and teachers
generated the truth about AVT, to take their own opinions and to take them in their own words (Jones,
1985 as cited in Punch, 2005). Semi-structured interview guestions were prepared by taking opinions
of two faculty members one of whom was an expert in special education and the other in measurement
and evaluation in order to gather consistent information and to focus on similar topics. These questions

11
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were asked in teachers’ individualized education classrooms at their special education institutions
where teachers were working. Questions were asked to families before the education in the special
education centers. A pilot interview was held with a teacher who had 2.5 years of AVT experience and
with a mother who had received 4 years of AVT education and was a graduate of elementary school
who had similar characteristics to the sample in order to examine whether the questions were easy to
understand and they clearly reflected the topic. The questions listed on (Appendix-A and B) were
asked in the same order, when there was not a clear answer or the answer went off-topic the questions
were reorganized and asked one more time (Yildirim & Simgek, 2013, pp. 170).

Data Analysis

In data analysis content analysis and descriptive analyses were utilized together. For content analysis,
initially all the opinions which were thought to answer the research questions were coded, in other
words in this stage open coding was performed. Firstly, for all the participants open coding was
performed individually and secondly these codes were drawn together (Merriam, 2013, pp. 256-273).
For example, prioritizing listening, listening skills, focusing on listening, natural listening skills were
coded as spontaneous listening skills. Later, the codes were grouped together to form categories. By
taking the opinions of the expert in the field of measurement and evaluation the data were revised and
coded again and the codes were formed. Thus, data were revised at least 3 times. For example, for the
category of positive circumstances in the AVT codes such as spontaneous listening skills, continuous
follow-up, the attention for listening, auditory perception, language development, speech production,
intelligibility of the speech, being close to/similar to/better than the child with normal development
were formed. From these codes, spontaneous listening skills, continuous follow-up, the attention for
listening were combined in the reason category, auditory perception, language development, speech
production, intelligibility of the speech, being close to/similar to/better than the child with normal
development were combined as the result category.

On scaffolding for the descriptive analysis, a framework was formed by transcriptions of interviews
and research questions. Categories in which data would be given were identified. During data
processing according to categorical framework, data were organized according to previously formed
framework. For identification data were meaningfully grouped together. For identification of the data,
data were identified, for numerical analysis frequencies of data were given, when it is necessary direct
quotations were presented. For interpretation of data, data identified were explained by the support of
the literature (Yildirim & Simsek, 2013, pp. 256-257).

Written consents of teachers and families were gathered that indicated their voluntary participation in
the study. Interviews with the teachers and families were audiotaped by an audio recorder. Interview
records on the audio tape were dictated without any corrections, then the correctness of the dictation
was checked by the first researcher. Randomly chosen four participants’ interview records were
examined by the expert in special education to check the consistency of the dictation. Inter-coder
reliability was 99.1% at this point. Interviews with the teachers lasted about 11 to 35 minutes.
Interviews with the families lasted 2-4 minutes.

Validity and Reliability

In terms of transferability the findings of this study were written in detail in the light of
participants‘quotations and purposive sampling was conducted. Codes of the randomly chosen four
participants were examined by an expert in special education and consistency was examined. For
teachers inter-coder reliability was found to be 81%. For families inter-coder reliability was found to

12
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be 87.5%. Confirmation examination was conducted with an expert in special education. In the
direction of these opinions codes were revised and necessary reorganization were performed (Yildirim
& Simsek, 2013, pp. 289-309).

For the validity of the interview questions, directive questions were avoided, a trust based relationship
with the teachers and families were tried to be formed. Moreover data collection tools were tested as
mentioned above, a pilot study was conducted. In addition to that in order to increase validity
triangulation was provided by collecting data from two sources which included teacher and family
opinions (Yildirim & Simsek, 2013, pp.289-290).

Results

Positive and Negative Circumstances Encountered During AVT

The first research question of this study was about how the teachers evaluated the positive and negative
circumstances during AVT teaching. With this regard, question 1, 2, 3, 7, and 10 were asked, in sum
30 codes were revealed. The categories are as follows:

Positive circumstances encountered during AVT, reasons, and consequences

All of the teachers indicated that the auditory perception, language development, speech production,
and intelligibility of speech were positively affected by the spontaneous listening development, in
inclusive classrooms some children showed parallel academic success to and they were as social as
their peers. One of the teachers indicated that as a result of the language development being well the
students were social. One another teacher stated that as a result of the continuous follow up, speech
production and intelligibility of children with hearing loss were positively affected; two teacher
indicated that the therapy improved listening attention, one teacher emphasized that students went to
school ready, two teachers stressed that it positively affected self-esteem. In addition to that, three
teachers indicated that children with hearing loss were similar to children with typical development and
even they were better than them, two teachers indicated that these children did not require direct
teaching to learn, and they could generalize the learning skill by listening, one teacher stated that these
students responded to stimuli from different directions and classroom teachers changed their negative
point of views.

T1 indicated her opinions about intelligibility of speech as follows: “... since they listen at the
beginning, they try to produce them likewise I say them.” About their academic success in inclusion
she stated that “... since they are close to being normal teacher’s point of view changes too.” For the
socialization skills in inclusion she indicated that “... they immediately get involved in peer circles.”
T2 emphasized that children could learn without a need for direct teaching, and they generalize their
listening skills by learning as follows:

«“... for once natural hearing, listening stage begins, therefore sometime later the child
especially without education starts to improve her or his vocabulary. Our target is
already that. Therefore since she or he does not rely on us in language development, in
the long run language development and vocabulary improve. Language development gets
well as to their peers. Even they get better, her or his concept development improves so
fast. The language structure becomes stable.”
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She stated for the socialization skills in inclusion as “...they are very social.” to indicate that children
are social. For speech production and intelligibility of the speech she stated that the improvement in
these skills was because of continuous follow up as “...for speech production I can say, since you have
to follow the child all the time in AVT...” T5 indicated that AVT increased listening attention as “...for
auditory perception skills we only want them to listen to us without face or eye contact, listening all by
itself increases attention.” For academic success in inclusion she stated that “...here they adapt to an
educational setting, they go to school as they have already been adapted to a classroom environment”
as to emphasize that children go to school prepared.

For the socialization skills in inclusion she indicated that *...since they have improved, children who
received AVT from the infancy have high self-esteem. They do not have any problem at school...” T4
emphasized that some of these children’s academic achievements in inclusion are even better than their
peers with typical development as follows:

“...even though we do not teach reading-writing, we work on sound awareness a lot.
When they go to school the teacher only shows once and says /I/ - for example- when there
is an /a/ right next to it what happens, the child combines as /la/ and the teacher says, this
child is better, maybe they could be brilliant?”

T3 indicated as the reasons for positive circumstances during AVT as “...since it is a method which
emphasizes listening, it contributes to the children to develop these skills.” to emphasize that auditory
perception skills get better as a consequence of improvement in listening skills. Moreover, by saying
“...when listening skills improve automatically language skills improve too. As much as the language
skills get, as better as they talk.” she stated that the positive effect of language development is due to
the improvement in listening skills.

Negative circumstances encountered during AVT, reasons and consequences

Three teachers indicated that some children had difficulties in producing some phonemes during AVT
instruction, however by intervention the teachers could find solution for this circumstance that when
children could not produce phonemes which were appropriate for their age. Two teachers emphasized
that it took time for families to fit into its philosophy, however this circumstance is solved over time.
One teacher stated that in terms of speech production and intelligibility it is not different than other
methods. One of the teachers indicated that some children had difficulties in socialization. One teacher
stressed that because of the fact that individuals who could not cooperate or who were not family
members such as care workers participated in the therapy led to the interruption of the education.

T2 suggested the following in terms of producing phonemes:

“...in other methods articulation of the child is not important or they are supposed to
produce some of the phonemes. Whereas in AVT you follow this too. If the child has not
developed age appropriate phonemes you work on them too.”

She indicated that AVT’s philosophy to be internalized takes time by “...to grasp its philosophy takes
a little time.” In terms of difficulties of some children in literacy T5 expressed her ideas as follows:

“...this year it happened a couple of times. For example, when transition to reading and
writing some children had difficulties in the group of ELAT or we had to support reading
comprehension skills for children who passed on to reading and writing.”

She stressed that some of the children who received AVT could have social difficulties as “...some
children’s worries about the aid are a social situation, it makes them feel like they lack self-confidence”
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T3 indicated that the method is similar to other methods in terms of speech intelligibility as “...in terms
of speech intelligibility | feel like the children are almost the same as to other children who receive
other therapy methods.” She stated her ideas about the individuals joining in the therapy that did not
cooperate or were caregivers other than parents as follows:

“the family who does not cooperate with you or the families in which parents are working
and when the parents or any other members of the family cannot participate in the
education, | mean when the care workers or other individuals out of family get involved in
the process this interrupts the education.”

Factors affecting academic success and socialization in AVT

Three teachers indicated that additional problems to hearing disability and attitudes of the classroom
teacher whereas two teachers stated that the crowded classrooms affect the academic success in
inclusion. In terms of socialization two teachers expressed their opinions that family structure is
effective on socialization and one teacher said that the group training is beneficial.

T1 emphasized her opinions that additional disabilities affect academic success in inclusion as “...if
they do not have any additional problems than hearing disability they eventually learn.” T2 suggested
that attitudes of classroom teacher is effective as “...attitudes of the teachers are critical. Some
teachers help a lot some exclude them.” T5 mentioned about how the teacher attitudes should be as
“...the teacher should give information to all of the students as ‘I have glasses, you have an aid’ in a
positive way. “ T5 also noted that crowded classrooms negatively affect academic success as “...there
are children who have difficulties in transition to learning literacy skills or reading comprehension in
such a crowd.” T4 stated that group training positively affect socialization skills as “...group training
is very beneficial.” T2 indicated that the therapy is effective on socialization and if there is a problem
this might be due to the family structure as “...if there is a problem in social skills this is already
because of the problems in family structure, except that there is always very good feedback.”

Applicability of AVT

The second research question was to identify whether AVT is applicable or not in terms of teacher
opinions. In this regard questions which were listed in Appendix A; 4, 5, 6, 8, and 9 were asked. In
total 17 codes were revealed. Families were asked the first question which was listed in Appendix B
and one code was revealed. The categories are as follows:

Reasons

Four teachers indicated as reasons of the AVT’s applicability for families is that they can easily
implement it in daily living. T4 expressed this as follows:

“...1 think the only method the families can implement is this. They can implement it
during cooking, when they have guests at home, welcome, good morning kind of words
can be used with the sibling too.”

T2 suggested that families made a habit of the skills some time later as

“...families can implement it very easily. They may see a bird while walking on the road,
they should put it to good use. | mean we make them have the habit of narrating
everything that happens every minute with their children and make a habit out of it.”
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Three teachers indicated why the applicability of AVT is very easy for teachers. Two teachers also
stated that sharing the responsibility with the family lighten the burden of the teacher. One teacher
expressed that the teacher knew what to do in the therapy, another one stated that there was no need for
the direct teaching, one of them indicated that it was fun and the materials which could be used were
unlimited.

T5said “...AVT of course makes it so easy, rather than providing direct teaching to the child all the
time you do something natural.” T3 told that “...it lightens the burden for both the teacher, the child,
and the family. I think it is applicable.” T2 suggested that the method was applicable since the teacher
knew what to do as “...Since the teacher knows what to do in the classroom and they have a
predetermined program they work in the scope of this program.” T4 indicated her opinions about the
applicability of the method as follows:

“...this method is the easiest method the teacher can implement, without getting tired, by
having fun and feeling more like a teacher...In AVT we have unlimited materials, this
provides the most advantage and you do not get tired.”

Prerequisites

All of the teachers indicated that the method was applicable if and only if the families participated in
the lessons and implemented the method by themselves. One teacher stated that the method was
difficult to implement in the families who had difficulty in setting boundaries for their child. T1
suggested it as follows:

“...the family too should be involved in the implementation, if the families don’t get
involved in the implementation they don’t understand it, they need to do something while
they are with the teacher, they need to teach the lesson.”

T3 indicated that setting boundaries was critical in terms of applicability and she said “...sometimes for
the families who can’t set up discipline at home, when the family is near, the child’s tendency to work
in the classroom decreases.” For the prerequisites for teachers T1 indicated that the method could be
implemented in the condition to have finished training and improving oneself in her own words as
follows: “...I think every teacher who can self~improve can implement it, of course after completing
the training.”

Three teachers indicated early HA and Cl applications for the children were the prerequisites. One
teacher suggested that at least providing unilateral hearing, not needing eye contact, and not having
attention deficit were the prerequisites to participate in AVT in terms of applicability. In regard to the
need for early HA/CI applications or starting education on time T5 indicated it as fallows:

“...the child might be coming from a place in which a different education method has
been implemented, they might not have any education at all. Moreover, it is very difficult
to implement it with children who have not received any education until 4 or 5 years of
age, | mean you can implement it but it is not as efficient as it is implemented with
children who have implants right after one year of age.”

Moreover she emphasized that it could not be implemented with children who needed to form eye
contact or who had attention deficit as “...AVT can’t be implemented with every child sometimes, some
children do need to have eye contact or they may have attention deficit.”
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Implementation of AVT by Families

All families indicated that they conducted AVT in all settings. F5 indicated it as follow:

“While I was cooking soup or cooking anything | was sitting my child on the kitchen
counter. | am adding salt, peppermint, I was telling, for him to hear a sound. Everywhere,
at home, in the market, in the neighbor’s house, everywhere I was working, I was going to
the market and showing him. Look, this is the fruit section. Everywhere was a place to
study...”

The Family in the Scope of AVT

The third research question was to determine how the teachers defined family in the scope of AVT. In
this regard question 4, 5, and 6 were asked. In total 15 codes were revealed. The categories are as
follows:

Factors affecting family participation

Three teachers indicated the importance of accepting the disability, but they suggested that education
level, occupation or socioeconomic status of the family were not important in family participation. One
teacher stated that teacher as a motivator was very important. T3 said “...whether the family accepts

the disability or not is a factor. Because if they can’t accept it the participation is more or less limited.”
To the question of whether the education level, occupational status or socioeconomic status affected
participation of families, T2 gave the answer of “...No, this is about how concerned the family is with
their child, it isn’t related to education.” T1 indicated the importance of motivation as follows: “...the
teacher must motivate the mother or the father while working with the child”

Mother

All of the teachers indicated that they worked with the mother. Four teachers stated that working with
the mother was more advantageous, two of them expressed that the mothers knew their child’s level
better, two teachers suggested that mother could not set boundaries since they were spending so much
time with their child.

T1 indicated that working with the mother was more advantageous and mothers embraced education of
their children more and they knew their child’s level better as “...mothers, I think, internally embrace
the child more. Since the mother knows what is going on she can give closer information related to her
child’s performance.” T5 stated that working with mothers in activities was more advantageous as
“...1 feel more comfortable to work with mothers. Mothers are more ready to play and to look at
books.” T3 suggested that it was more difficult for mothers to set boundaries as “...children are too
familiar with the mother and at one point they don’t take the mother into account, they don’t care.”

Father

Three teachers suggested that fathers were more effective in education, however their participation was
limited, and two teachers indicated that when the father participated in the education the improvement
was faster.
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T2 emphasized that fathers’ participation was limited, but it made the improvement better, and it
reduced mother’s burden as follows:

“...when the father gets involved it is very good. We try to increase father involvement. It
is very difficult in Turkish culture of course. But we have some fathers like this. With
fathers who gets involved like this the child improves so much and the mother is relieved.”

T4 stated that children obeyed fathers more, the trust in fathers motivated children more as

“...1 think the child’s trust in father is a little more, when father does something, they are
like look my father is doing it too, my father is playing too. The father is more effective.”

T5 indicated that it was more difficult for them to play as “...you can make the sound of an animal, or
you can make the sound of a vehicle, the father hesitates...The fathers find it really hard playing house
game etc.”

Expectations of Teachers and Families from Each Other in the Scope Of AVT

The fourth research question was about expectations of the teachers and the families from each other in
the scope of AVT. In this regard, to teachers question 4, 5, and 6 which were included in Appendix A
were asked, and then four categories according to teacher opinions were identified. In total 17 codes
were revealed. In order to identify expectations of families from the teachers the third question on the
Appendix B was asked and three codes were revealed. The categories are as follows:

Expectations of Teachers from the Family

All of the teachers indicated that they expected that the families cooperated/participated and applied
what they taught into the daily life and into the routines. T3 expressed her expectations as
“...participation, participation, participation in the lesson. I want them to integrate this therapy into
life itself, into their daily living.” T1 indicated that she expected families to be even more creative than
herself as “...sometimes they even work better than us at home. I tell families to participate in the
therapy and work as creative as they can be even more than I could imagine.” and if that was the case
she stated that the progress in the child would be better as “...if we adopt each other’s methods the
child progresses more.”

T5 said she expected families to do the activities naturally in play as “...my expectation from the family
is that they should be natural and feel comfortable. Because in AVT you are in a game. | mean you do
the lessons, but the child shouldn’t perceive it as a lesson but a game...”

General expectations from the teacher

Two teachers indicated that they were expected to make the child talk. T5 expressed that the family
wanted to trust in the teacher and they expected the teacher to empathize with them and to have their
child talk as follows: “...they want us to understand them a little bit. They want us to feel what they feel.
Another thing is that they come here to see that their child talks.” T3 stated that families wanted them
to become guides for themselves as “...they want us to guide them. They are looking for good guides
for themselves and they want to trust.”
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Expectations from the teacher at the beginning

T1said “...the family says you deal with the problem behaviors, you deal with their child’s lessons, T
don’t want to do anything at home.” whereas T4 told “...families see you as doctors during the first
two lessons, save my child, make a surgery. Later, we tell them that we don’t have a magical stick in
our hands and we’ll do it together.” 10 indicate that families expected them to take all the educational
responsibility at the beginning.

T2 expressed that families might not have any expectations but teachers could raise their level of
expectancy as “...indeed families arrive with lower expectations than ours. I mean the family doesn’t
say my child has hearing disability but the child needs to talk well. We put it into their minds.”

Expectations from the teacher in the process

T1 emphasized that families thought that education would last short but for the families who started to
become more aware of the situation in the process worked better as

“...after one month having the surgery for the implant they say our job is done and they
want to take their medical report and leave. I mean they can’t yet realize that this is a
process, but the families Who become aware of this sometimes really work better than us.”

T4 emphasized that the progress of their child increased their expectations as “...while the child
improves speech level the expectations increase too.”

Expectations of families from the teachers

Three of the families indicated that they did not have any expectations from the families, teachers were
doing what is needed, one indicated they expected them to carry the child a step forward, one another
expected them to make the child’s comprehension better.

F5 stated expectations from the teachers as follows: “Teachers were doing what is needed. Their bonds
were strong, they guided us. We once accepted that our child has a disability.” F1 indicated their
expectations as “...carrying the child a step forward” and F2 as ““...I was expecting my child’s
comprehension to be better”

Opinions of Families about Their Responsibilities in the Scope of AVT and about Support of
Other Family Members

The fifth research question was about how families evaluated their responsibilities in the scope of AVT
and the support of other family members. In this regard, 2" and 4" questions included in Appendix B
were asked. In total 3 codes were revealed. The categories are as follows:

Family support

Two of the families said other family members supported them, the third however indicated they could
not have much support. F1 stated that they cannot have much support as “...my family lives abroad. My
spouse’s support is good indeed. But because of his job he can’t take care of our daughter much.” F3
indicated all family members supported them and child’s education as ““...we put our heart and soul
into it”
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Family’s perception of their responsibilities

All families stated that they primarily feel that the education is their responsibility. F4 indicated this as
“..educators —of course they have the responsibility too- but I don’t know as a grandmother maybe I
feel more responsibility, [ want to help him...”

Teachers’ Undergraduate Education Proficiency about AVT and Opinions Related to AVT
Practices in Turkey

The sixth research question was how the teachers evaluated their undergraduate education proficiency
and the practices in Turkey. In this regard question 11, 12, 13, and 14 were asked. In total seven codes
were revealed. The categories are as follows:

AVT education

Two teachers indicated that they received AVT education from someone who had the certificate of
being educator of educators and AVT’s global doyen Warren Estabrooks, two teachers stated they
received the education from someone who had the certificate of educator of educators, one of them
who had the certificate of being educator of educators said she had the education from Warren
Estabrooks. All of the teachers answered the question of whether they wanted to have further education
on the method as they wanted to improve themselves about AVT more.

T2 indicated this as there might be continuous efforts to improve oneself as “...1 read a lot. I mean I've
been continuously reading international stuff after that training. If they add two words, three words |
incorporate it”

Undergraduate education

All of the teachers indicated that their undergraduate education in Turkey was insufficient for AVT
training. T5 indicated this situation as follows:

“...Idon’t think it is that much emphasized. I wasn’t that aware of it. During the
undergraduate years you don’t have your eyes open but it wasn’t that well, it wasn’t
sufficient.”

AVT practices in Turkey

All of the teachers indicated that AVT training in Turkey was insufficient. As T4 put it into words to
indicate that this insufficiency negatively affected children with hearing loss as “...unfortunately it
isn’t sufficient. Many children got wasted. I mean many children which teachers can’t detect, families
can’t detect got wasted under these circumstances.”

Discussion

The first research question was how teachers evaluated positive and negative circumstances
encountered during AVT. Teachers indicated positive circumstances in children with hearing loss who
received AVT as their listening attention, auditory perception, language development, speech
production and intelligibility became similar as to their peers with typical development. These findings
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seem consistent with the results of the previous studies (Dornan et al., 2009; Dornan et al.,2010).
Teachers suggested that since listening remained at the forefront these skills developed. These opinions
are consistent with the knowledge the speed and activities of language processing make the
predictability easier (Tyszkiewicz, 2013). Even though there is not sufficient evidence that children
who receive AVT in inclusion have academic success parallel to their peers, in one study it was
suggested that the results of 7 children who received AVT and started literacy and math education were
comparable to their peers (Dornan et al., 2010). According to teacher opinions children who received
AVT changed teachers’ negative point of views. This situation might be due to the fact that children’s
academic success became comparable to their peers’. It might be because of the fact that from a very
young age children had classroom experience through receiving individualized or group training
leading them to have school readiness. According to teacher opinions children who received AVT had
higher self-esteem. This finding is consistent with Dornan et al.’s (2010) findings that children who
received AVT had similar self-respect as their peers with typical development. The concept of self-
respect is used synonymously with self-confidence and self-esteem in the literature (Duru, 1995 as
cited by Yavuz, 2007). Even though teachers indicated that social development of children who
received AVT was positively affected there is not any previous studies in which this was encountered.

As negative circumstances encountered in AVT teachers indicated that they had difficulty in making
some children produce some of the phonemes, however they found a solution as that they could
intervene when the children could not produce the age appropriate phonemes. This finding is consistent
with the studies in which generally many children with hearing loss had articulation errors such as
omission, distortion, addition and substitution (Celiker & Ege, 2005). Therefore it can be suggested
that this finding is not only found for children who receive AVT, independent of AVT this is a
distinctive feature of the impairment. One of the teachers stated that in terms of speech production and
intelligibility the method was not superior to other methods. However this teacher was implementing
AVT for 7 years and she indicated that she did not have any experience with any other methods.
Studies indicated many factors which affect speech production and understandability such as early
implementation of Cl and speech processing strategy (Peng, Spencer, & Tomblin, 2004), nonverbal 1Q,
crowded family, socioeconomic status, gender, speech processing strategy (Tobey, Geers, Brenner,
Altuna, & Gabbert, 2003). It is found that children who received verbal programs as a communication
mode had higher speech production and understandability than children who received total
communication and sign mode (Tobey et al., 2003).

Teachers also indicated that the method was difficult to implement with families who had difficulty in
setting boundaries to their children. The finding that the tendency of children with problem behaviors
to work in the classroom decreases is consistent with the previous findings that when compared with
their peers without hearing loss the language skills of children with hearing loss who showed problem
behaviors were negatively affected (Stevenson, McCann, Watkin, Worsfold, & Kennedy, 2010). It was
indicated that some children had difficulties in socialization. However there is not any studies about
social development of children who receive AVT. Moreover, some children’s difficulties in literacy
seems to be related with phonological processing skills which are needed to decode are generally at
risk for children with hearing loss because of sensory reasons and this constitutes a risk for literacy
success too (Moeller et al.,2007). However as it was mentioned before few experimental studies which
were conducted with children who received AVT showed that these children had literacy skills
comparable to their peers (Dornan et al., 2010).

In this study teachers indicated that attitudes of classroom teachers, crowded classrooms and additional
problems to hearing loss negatively affected academic success in inclusion. Teacher attitudes and
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experience, the number of students in the classroom were indicated to be effective on academic success
of students in inclusion (Baker & Zigmond, 1995; Gately & Gately, 2001; Salend & Duhaney, 1999 as
cited by Giirgiir & Uzuner, 2010). Moreover in our country it is indicated that inclusive classrooms are
crowded (Varol, 2010), assessment of students with hearing loss by classroom teachers and school
counselors were negative (Ozhan, 2000). Therefore, opinions of teachers seem consistent with the
related literature.

The second research question was how the teachers evaluated the practicality of AVT. Teachers
indicated that families themselves must be involved in the implementation and they must participate in
the lessons. These conditions seem to overlap with the principles of AVT. For the teachers having the
certificate of implementation and the wish to improve themselves were stated to be the prerequisites.
This situation overlaps with the condition that The AG Bell Academy requires teachers to have the
certificate of AVT in order to implement it. Teachers explained the prerequisites for children to be
providing them with at least unilateral hearing, early diagnosis, and early intervention and that children
did not have attention deficit or did not need to form eye contact. These conditions overlap with the
principles of AVT. The reasons why families could implement AVT were that the skills needed for the
method could easily become habits of families and it was easy to implement it during daily life.
Similar to teacher opinions families also indicated that they implemented what they learned in AVT
education in all aspects of daily life. These opinions too overlap with the principles of the AVT. The
reasons why teachers could implement AVT were that teachers knew what to do during the
implementation, they were able to share the responsibility with the mother, they did not need direct
teaching anymore, it was easy and fun to implement it and there was an unlimited amount of materials
to implement it.

The third research question was how teachers defined family in the scope of AVT. Factors affecting
family participation according to teacher opinions were accepting hearing disability and motivation,
whereas family’s educational level, occupation or sociocultural level did not affect their participation.
Families might feel afraid and hopeless which lead to denying the disability when their child is newly
diagnosed (Rhoades & Duncan, 2010). At this stage, families question why this has happened rather
than what can be done. They can feel a range of emotions such as rage, guilt, anxiety, denial, and
depression. However for a child with hearing loss to be successful the prerequisite is that the family
accepts this situation (Kurtzer-White & Luterman, 2003). In one study it was indicated that teachers
stated that if mothers of the children who were receiving AVT were working, their expectations were
higher. This finding was explained by the fact that for mothers who were working the families had
higher socioeconomic status. However education level of the family was not found to be related to
family involvement (Cheng-Ju & Brown, 2002). In addition to this, language development of 12
children from low income families that had received at least one year of AVT were found to be similar
to 37 children from more wealthy families that was determined in terms of multiple deprivation index
(Hogan et al., 2010). Aforementioned studies support the finding that according to the teacher opinions
educational level of the family, occupation, or socioeconomic status were not important factors in
involvement of families in the education. Moreover, the fact that three of the five families which
participated in this study were graduates of elementary school was consistent with teacher opinions.
Teachers indicated that they often worked with the mother, mothers embraced education of their child
more, the mothers knew their child’s level better, and they could more easily play. In the literature it
was suggested that in terms of content of their speech mothers made some adaptations in all of the
components of language which are semantics, syntax, phonology, and pragmatics in the direction of
their perceptions of their child’s experience and skills. Language directed to child means using a
speech form in which one talks with high pitch, uses exaggeration, talks more slowly, pauses while
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talking, and uses simple sentences in order to get attention of the child and make them more easily
understand. This speech form was named as motherese (Uzuner, 2003). In other words, embracing
education of their child is instinctive in mothers and they have instinctive readiness for that. Moreover
in a study which was conducted with families of children with disabilities in Turkey showed that
fathers were less involved with the treatment of their children than mothers (Ozsenol, Isikhan, Unay,
Aydin, Akin & Gokgay, 2003). This is thought to be a cultural circumstance. Teachers indicated that
fathers were more effective, the trust in fathers made them more effective, children tended to obey their
fathers more, however their involvement was limited, and getting fathers involved in the therapy with
the mother enabled for more progress thus reducing the burden of mothers. Nevertheless, it was stated
that fathers had difficulty in playing games. This finding is consistent with the findings of a study
which was conducted with Italian children that when the children’s age was older fathers formed
mutual communication more, mothers used speech which was shorter, simpler and consisted of more
frequently used words in their language than the fathers (Majorano, Rainieri, & Corsano, 2013). In
summary, culturally in Turkey mothers are the primary caregivers of the child and this circumstance is
reflected in AVT also. Opinions of teachers and families showed that AVT was frequently
implemented by mothers in our culture and it might be appropriate for our culture.

The fourth research question was about what teachers and families expected from each other in the
scope of AVT. Teachers expected families to cooperate, implement AVT in daily routines and play and
become more creative in working with their children. These expectations completely overlap with the
principles of AVT. Families expected that the teachers would have their child talk, assure, guide, and
understand them. Improving speech skills by supporting listening skills and the teacher becoming a
guide also overlap with the principles of AVT. The families’ wish to trust and to empathize can be
considered as expected wishes. It was indicated in this study that families expected the teachers to have
all the educational responsibility at the beginning. However it is obvious that with only 1.5 hour
education per week progress in language development can be very limited. At the beginning teachers
were regarded as doctors and expected to turn the child into normal with one touch of a magical stick.
Cankuvvet (2015) performed focus group interview with parents, Cl team members and Cl company
representatives. She stated that parents perceived Cl as miraculous, and emphasized that
professionals should inform families carefully. After the Cl operation, families might be thinking that
a miracle would occur with education but without assuming the responsibility.

However, in the process it was indicated that families started to understand what their expectations
should be. Moreover, as language development of their child progressed families’ expectations also
increased. In one study it was concluded that by thoroughly giving information in the scope of AVT to
the families, the families started to have more realistic expectations (Cheng-Ju & Brown, 2002). This
finding might be due to the fact that families were abundantly informed in the process. Moreover in the
study mentioned families’ expectations related to their child’s language development were found to be
higher than the teachers and this finding was linked to the fact that families highly trusted the teachers
with high respect and commitment (Cheng-Ju & Brown, 2002). Therefore, as the language
development progressed families’ trust in teachers also increased and this might have led the higher
levels of expectations. In this study however the finding that three of the families did not have any
expectations was linked to the high trust in teachers. However the opinions of other two families which
indicated that families wanted teachers to carry their children a step forward and to improve
comprehension skills might have been due to higher expectations as a result of having more knowledge.

The fifth research question was about how families evaluate their own responsibilities and other family
members’ support. Not having support from other family members might be related to families’
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circumstances or it might be due to the fact that mothers are seen as the primary caregivers of the child.
Families indicated that they were primarily responsible for their child’s education. This result is
consistent with principle of AVT which accepts families as the primary facilitator for their child.

The sixth research question was about opinions of teachers related to their undergraduate education in
terms of AVT and their opinions about the AVT practices in Turkey. Teachers indicated that they
received training in AVT from Warren Estabrooks and someone with a certificate of being educator of
educators and they indicated a wish to improve their AVT implementation. They all reported their
request for more training to improving their AVT implementation. They also stated that AVT training
given to them during undergraduate studies should have been more comprehensive and AVT practices
in Turkey must be improved immediately. Because they believed that hearing impaired children could
have progressed more with proper therapy approach with well-trained teachers. As a conclusion
involvement of families in the lessons of their children with hearing loss and implementing the method
on their own seemed to be critical in providing sustainability of the method at home. During the
lessons making the families become well-equipped provides opportunities to the child to reinforce
them for what they have already learned. Thus teachers indicated that this positively increased auditory
perception skills, language development, speech production, and intelligibility. It was also emphasized
that Turkey was at the very beginning of implementing AVT. In the direction of these opinions it can
be suggested that this topic could be discussed more during the undergraduate studies.

Even though there is Class Il and 111 evidence related to AVT, there is still a need for more powerful
experimental evidence provided with random assignment (Rhoades, 2006; White & Brennan-Jones,
2014). Another retrospective study showed that 42 children with hearing loss who were enrolled in
either auditory-oral, AVT and sign or speech program did not differ in terms of vocabulary and
language skills, however the need for prospective studies were also indicated (Yanbay, Hickson,
Scarinci, Constantinescu, & Dettman, 2014).

In future studies it can be suggested to examine the social skills of children with hearing loss,
involvement of mother and father in the education, and competence of teachers of individuals with
hearing disabilities in Turkey. In our country it is thought that if educators who have educators’
educator certificate could organize in service education for teachers might be useful for in service
teachers and children with hearing loss as well. Moreover if this topic takes place more during special
education undergraduate education, it might be useful.

The purpose of this study was to evaluate AVT in terms of teacher opinions and since it would take a
long time to collect data by observation data variation could not be provided. This constitutes the
limitation of this study.
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Appendix-A. Teacher Interview Questions about AVT

How do you assess listening skills and auditory perceptual skills of children with hearing loss
who are receiving AVT?

How do you assess language development of children with hearing loss who are receiving AVT?
How do you assess speech skills of children with hearing loss who are receiving AVT? (In terms
of speech production and speech intelligibility)

What are your expectations from the families in the scope of AVT? What is the level of their
participation? What are the factors which affect this participation? Do you think the family’s
level of education, occupation, and socioeconomic status affect participation? Why?

Which family member is more advantageous to work with? Why?

What are the expectations of families from you?

How is the academic success of children who receive AVT in inclusion (i.e., in their schools)?
How is their social development?

Do you think AVT is an applicable method for teachers? Why?

Do you think AVT is an applicable method for families) Why?

What are the positive and negative circumstances you encountered during AVT?

Where did you receive the education of AVT?

How much information did you get about AVT during your undergraduate studies? Do you think
this information is sufficient? Why?

Would like to receive more training about AVT? Why?

How do you evaluate AVT education in Turkey?

Appendix-B. Family Interview Questions about AVT

Do you implement AVT after participating in its education? Where do you implement it?

How do you evaluate the support of your family members in education to you?

What are your expectations from the teachers about your child in the scope of the education you
received?

How do you evaluate your responsibility in the education you received?
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Anaokulunda Sosyal Etkilesim, Duygu ve Dil — Ikinci Dil Edinimi
Ekseninde Bir Arastirma

Interaction, Emotion and Language With Particular Focus on Second Language Acquisition in
The Kindergarten

Yunus Pinar?
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Ozet. Bu calisma Viyana Universitesi’nde yiiriitiilmiis: “Anaokulunda Dil Edinimi ve Yasam Diinyasal Cokdillilik” adli
disiplinlerarasi arastirma projesinin sonuglarini igermektedir. Calismanin merkezinde ilk dili Tirkce olan ve odak ¢ocuk
“Ercan” olarak nitelendirilen bir anaokulu ¢ocugu yer almaktadir. Ercan 5 yasinda ¢ok sinirlt bir Almanca bilgisi ile
Viyana’da bir anaokuluna baslamustir. Bu arastirma basta, odak ¢cocuk Ercan’in diger cocuklar ve yetiskinlerle ne tiir etkilesim
deneyimleri sergiledigi ve bir anaokulu yil1 siiresince ne tiir duygusal degisimler yasamis olabilecegi sorularina yanit
aramaktadir. Bununla baglantili olarak, Ercan’in anaokulundaki giindelik deneyimlerinin ve akranlariyla olan ¢cok c¢esitli
etkilesimlerinin ikinci dili olan Almanca’yr edinmesindeki rolii konusu da tartigmaya acilmustir. Bu aragtirmada nitel arastirma
desenlerinden; Tavistock modeline gore ¢cocuk gozlemi, video analizi, ¢esitli dil becerilerini 6lgen HAVAS 5 tanilama araci
ve ebeveynler ile yapilan yiiz yiize goriisme yontemi kullanilmistir. Calismadan elde edilen veriler, odak gocugun
anaokulundaki ilk yilinda birgok stresli ve sikintili deneyimler yasadigini, buna ragmen ¢ocuklar ve yetiskinlerle iletisim
kurmaktan asla vazge¢medigini, bunun igin ¢ok ¢aba sarf ettigini gostermistir. Odak ¢ocugun bu ¢abalarimin onun ikinci dili
olan Almanca’daki becerilerinin gelismesine katkilar sagladigi goriilmiistiir. Arastirma bulgulari, cocuklarin birbiriyle olan
etkilesim deneyimlerinin ve birlikte uyum igerisinde sergiledikleri etkinliklerin dil gelisiminde kurucu bir rol iistlendigine
isaret etmektedir. Bu nedenle, bu konunun okul 6ncesi egitimi alaninda ¢ocuklarin gelisimi noktasinda daha fazla dikkat ve
onemi hak ettigini ve bir arastirma konusu olarak daha fazla irdelenmesi gerektigi ifade edilebilir.

Anahtar sozciikler: Anaokulu, dil edinimi, ikinci dil, okul dncesi egitimi

Abstract. The present study carried out at the University of Vienna in the context of the interdisciplinary research project
“Language acquisition and everyday life multilingualism in the kindergarten” focusses on a boy called the examined child
“Ercan” with Turkish as his first language. He started to attend a nursery school with a small knowledge of German at the age
of 5. First this study investigates the interaction between the examined child, other children and adults in the nursery school,
as well as his experience made concerning everyday life situations and the kind of changes made in regard to this during the
first year in the nursery school. Relating to this, interdependencies between the experience of everyday life situations and the
progress in language acquisition concerning the second language German are discussed. The study is based upon Young Child
Observation according to the Tavistock Model, the analysis of videos, a tool to define language competence and an interview
with the examined child’s parents. The paper shows that the examined child experiences several situations as stressful and
burdensome, nevertheless trying to communicate with other children and adults. Thus the boy is encouraged to develop his
language skills of his second language German. The results recommend taking the impact of children’s activities on
interaction and developing language competences greater into account than it is often the case with studies concerning early
childhood education.

Key Words: Nursery school, language acquisition, second language, early education
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Giris

Gilinlimiizde, ¢ocuklarm dil edinim siirecinde; basta anneleri olmak iizere, okul dncesi 6gretmenleri ve
akranlar ile yasadiklari etkilesim deneyimlerinin ve siirece eslik eden duygusal faktérlerin kurucu bir
rol oynadigi konusunda bir¢ok aragtirmaci hemfikirdir (Tomasello, 2003; Andresen, 2006; Albers,
2009; Zollinger, 2010; Jeuk, 2011). Fakat ¢ocuklarin sosyal etkilesim deneyimlerinin bir pargasi olarak
degerlendirebilecegimiz duygusal unsurlarin dil edinim siirecindeki islevi birka¢ yazar diginda
(Zollinger, 2010 ya da: Etkin Filtre Hipotezi’nin temsilcilerini saymazsak) etraflica irdelenmemistir.
Anaokulunda; ¢atismasiz, uyum iginde ve olumlu deneyimlenen etkilesim tiirlerinin ve gocuklarin
duygusal anlamda iyilik hallerinin onlarin biligsel ve dil gelisimlerine katkilar1 ortadir. Bununla birlikte
cocuk, ebeveyn ve okul dncesi 6gretmenlerini kapsayan ve duygusal faktorleri de i¢ine alarak arastiran
bilimsel ¢alisma sayis1 yok denecek kadar azdir (krs. Datler vd., 2012, s.10; Pinar, 2015a, s. 47f.;
Pinar, 2015¢). Bu baglamda, mevcut arastirma boslugunu bir nebze de olsa doldurabilmek adina
Viyana Universitesi Egitim Bilimleri Enstitiisii ve Dilbilim Enstitiisii’niin istiraki ile 2010 y1linda
“Anaokulunda Dil Edinimi ve Yasam Diinyasal Cokdillilik” adl disiplinlerarasi bir arastirma projesi
yiriitilmiistiir.

Elinizdeki arastirma makalesi ilgili proje ¢ergevesinde kaleme alinan ve 2015’de kabul goren yazarin
doktora tezine dayanmaktadir. Arastirmanin baslica hedefi: duygusal gelisim ve duygulanim
diizenleme (affect regulation) siirecleri ile dil gelisimi arasindaki iliskiyi arastirmak, okul 6ncesi
¢ocuklarin anaokulundaki ilk yillarinda ne tiir deneyimler yasayip, ¢evreleriyle nasil etkilesime
girdikleri sorularina yanitlar verebilmektir. Caligmanin bir diger hedefi de: anadilleri Tiirkge olan ve
anaokuluna ¢ok az bir Almanca bilgisi ile baglayan gogmen ¢ocuklarimin bu durumla nasil basa
¢iktiklar1 ve bir anaokulu yil1 boyunca kendilerinde ne tiir duygusal degisimler ve dilsel ilerlemeler
meydana gelmis olabilecegi konularini da mercek altina almaktir (Datler vd., 2012, s. 41; Pnar,
2015a). Bu ve bunun gibi sorulara yanit verebilmek adina yukarida deginilen arastirma projesi
cergevesinde 4 okul 6ncesi ¢ocuguna yonelik vaka calismalar1 yapilmis, bu dort ¢cocuk “odak ¢ocuk™
olarak nitelendirilmis, tiim kisi adlar1 anonimlestirilmistir. Bu odak ¢ocuklardan biri olan “Ercan”
makalenin yazari tarafindan Eyliil 2010 ile Haziran 2011 tarihleri arasinda etnografik bir gézlem
yontemi araciligiyla gozlemlenmistir. Proje baslangicinda ¢ok az bir Almanca bilgisine sahip olan 5
yas okul 6ncesi ¢cocugu Ercan’a yonelik cevaplanmasi beklenen arastirma sorulari su sekilde formiile
edilmistir:

1.) Ercan anaokulunda ne tiir deneyimler yasamakta ve gevresiyle nasil iletisim kurmaktadir?

2.) Ercan’in sosyal etkilesim ve duygusal gelisim siireglerinde ilk anaokulu yil1 i¢erisinde ne gibi
degisiklikler ortaya ¢ikmistir?

3.) Ercan’in deneyimleri ve ikinci dili olan Almanca’daki becerilerinin gelismesi arasindaki olasi
baglant1 nedir?

Yontem

Anaokulunun ilk yilinda bulunan ¢ocuklarmn sosyal etkilesim deneyimleri hakkinda ve dil edinim
siirecine eslik eden duygusal faktorlerin rolii konusunda bilgi edinebilmek ve yukarida formiile edilen
arastirma sorularina yanitlar alabilmek i¢in: video kayitlari, ebeveyn ve anaokulu 6gretmenleri ile yiiz
yiize goriisme, dil becerilerini 6lcen HAVAS 5 tamlama araci, etnografik bir yontem olan Tavistock
modeline gore cocuk gozlemi gibi cesitli nitel arastirma desenleri kullanilmis, anaokuluna yeni kayit
olmus anadilleri Tiirk¢e olan ve ¢cok az Almanca bilgisine sahip 2 kiz, 2 erkek olmak iizere dort okul
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oncesi ¢cocuguna yonelik iki ayr1 anaokulunda gézlem ve arastirmalar yiiriitiilmiistiir (Datler, Studener-
Kuras, Bruns, 2014, s. 130).

Bu dort odak ¢ocuktan biri olan Ercan, makalenin yazari tarafindan Eyliil 2010 ile Haziran 2011
tarihleri arasinda haftada bir kez olmak kaydiyla ilk kez Londra Tavistock Klinigi’nde Ingiliz
psikanalist Esther Bick tarafindan gelistirilip, kullanilmaya baslanan etnografik ve psikanalitik bir
yontem olan Tavistock bebek gbzlem yonteminin gelistirilmis bir tiirli olan “Tavistock modeline gore
¢ocuk gdzlemi” (Young Child Observation) kullanilarak gézlemlenmistir. Ilgili yéntem Avrupa’mn
bir¢ok lilkesinde basta egitim bilimleri olmak {izere bir¢ok disiplinde nitel bir astirma araci olarak
uygulanmaktadir (Trunkenpolz vd., 2009).

Odak ¢ocuk Ercan’1 gézlemleyebilmek, gerekli yasal izinlerin alinmasini takiben 2010 yilinin Eyliil
ayinda miimkiin olabilmistir. Ilgili gzlem yontemi kullamlarak Ercan’a yonelik toplam 26 gézlem, 9
seminer protokolii ve bir ara rapor yazilmisg, nihayetinde de ayrintili bir olgu sunumu kaleme alinmustir.

Tek denekli bir arastirma olan bu ¢aligmada, yazarin bir anaokulu y1l1 boyunca gézlemledigi odak
¢ocuk Ercan’a yonelik kaleme alinan protokoller ile beraber video kayitlarinin incelenmesi ile elde
edilen raporlara da basvurulmaktadir. Ercan proje arastirmacilari tarafindan, videografi yontemi
kullamlarak iki haftada bir kez olmak kaydiyla kayit altina almmistir. Bu filmler 885,74 dakika olup,
HIAT geviriyazi sistemi ile uyumlu ¢alisabilen EXMARaLDA yazilimi ile transkript edilmistir. Bu
kayitlar ve transkripsiyonlar, daha sonra makalenin yazari tarafindan (2015a) gelistirilen segici video
yorumlama (selective video interpretation) yonteminin kullanilmasiyla incelemeye alinmis, elde edilen
bilgiler kronolojik olarak raporlastirilmistir (Pinar, 2014). Bunlarin disinda yukarida da deginildigi
iizere Ercan’in ebeveynleri ve anaokulu 6gretmeni ile yiiz ylize goriismeler yapilmis tiim bunlar ses
kayit cihazi ile kayit altina alinip, daha sonra transkript edilmistir. Son olarak odak ¢ocuk Ercan, 2010
sonbahari ile 2011 yazinda iki kez olmak iizere okul 6ncesi ¢ocuklarin dil seviyesinin tespitinde
kullanilan bir tanilama araci olan HAVAS 5 gériismelerine alinmistir.

Elinizdeki bu makalede bunlara ilaveten, odak ¢cocuk Ercan ile ilgili elde edilen bulgularin diger 3 odak
cocukla ilgili ¢alismalardan elde edilmis bulgular ile uyusup, uyusmadigi konusu da irdelenecektir.
Boylelikle calismada isaret edilecek olan cesitli diisiince ve hipotezlerin genel anlamda desteklenip
desteklenmedigi noktasinda diger olgu sunumlarindan elde edilen ipuglarina da basvurulmus
olunacaktir.

Calismanin devaminda, arastirmada kullanilan arastirma desenlerinden; Tavistock modeline gore
cocuk gozlemi, HAVAS 5 ve videografi yontemleri daha yakindan eline alinacak ve belli bash
yonleriyle tanitilacaktir. Bunu sirasiyla: “Bulgular” ve “Tartigma-Sonug” bdliimleri takip edecektir.

Tavistock Modeline Gore Cocuk Goézlemi

“Tavistock Modeli’ne gére Cocuk Gozlem Yontemi” (Young Child Observation) ingiliz psikanalist
Esther Bick tarafindan Londra Tavistock Klinigi’nde ileride ¢cocuk psikoterapisti olacak bireyler i¢in
bir egitim araci olarak tasarlanmis bebek gdzleminin (infant observation) gelistirilmis bir tiiriidiir
(Bick, 1964; Diem-Wille, 2007; Pmar, 2015b). Bebek gozlemi heniiz yeni dogmus bir bebegi aile
ortaminda iki y1l siireyle gozlemlemek esasina dayanan bir yontem iken, Tavistock modeline gore
cocuk gozlemi ise ¢ocuklarin; ev, kres ya da anaokulu gibi kurumlarda bir yil siireyle haftada bir saat
gozlemlenmesine olanak saglayan bir arastirma yontemidir. Etnografik bir nitel arastirma deseni olan
“Cocuk Gozlem Yontemi”, giinlimiizde Avrupa’nin birgok iilkesinde duygusal faktorlerin incelendigi
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ve insanlarmn giindelik hayattaki ¢ok cesitli sosyal iletisim ve etkilesim deneyimlerinin arastirildigi
caligmalarda basariyla uygulanmaktadir (krs. Datler vd., 2014, s.132). Video kayit ve analizlerinde
duygusal atmosferin hissedilmesi ve teknik agilardan gézlemlenen ¢ocugu saglikli bir bigimde
izleyebilmek oldukga zor iken, bu yontemde gdzlemci dolaysiz bir bigimde; kamera, ses kayit cihazi
vb. cihaz kullanmaksizin gézlemlenen kisiye odaklanabilme olanagi bulmaktadir (Datler vd., 2008, s.
103).

Gozlemlere baslayabilmek i¢in ilk kosul gézlemlenmesi planlanan ¢gocugun ebeveynlerinden ve
anaokulu idaresinden gerekli yasal izinleri almaktir. Bundan sonra gbzlemcinin yapmasi gereken,
haftada bir saat olmak kosuluyla ¢ocugu gézlemlemek olacaktir. Gézlem saati igerisinde, gézlemci
kendisine ¢ocugu iyi isitip, izleyebilme olanagi verecek bir pozisyon almak ve olan biteni tiim zihinsel
kapasitelerini kullanarak hafizasina kaydetmek durumundadir (Datler, 2009, s. 48). Gozlemler
sirasinda kalem, not k&gidi gibi ara¢ ve gerecin kullanimina izin verilmemektedir. Gézlem raporu,
gbzlem sona erdikten sonra kaleme alinmalidir. Rapor, olan biteni detayli bir bi¢imde tasvir eden anlati
(narrative) formatinda diizenlenmelidir (Datler vd., 2008, s. 90). Gozlem raporlarinda gézlemcinin
0znel yorumlarmna yer verilmemektedir. Sayet, kisisel duygu ve diisiincelerin aktarilmasinin gerekli
oldugu yerler var ise, bunlar gézlem raporunda italik yazi karakteri kullanilarak aktarilacaktir (Pinar ve
Kubilay Pinar, 2015, s. 42). Bu sekilde elde edilen gézlem protokolleri haftada bir kez olmak kosuluyla
ve genellikle {i¢ ya da dort katilimer ve psikanalitik gézlem yontemi konusunda deneyimli
idarecilerden meydana gelen haftalik cocuk gozlem seminerlerinde ele alinacaktir (Trunkenpolz vd.,
2010, s. 170).

Gozlem seminerlerinde yapilacak ilk is her bir liye i¢in 6nceden hazirlanan gézlem raporunun
fotokopisinin iiyelere dagitilmasi, bunu takiben de gézlemcinin raporunu grup oniinde bastan sona sesli
okumasidir. Bu esnada diger grup iiyeleri ise gozlem metnindeki duygusal atmosferi hissetmeye
¢abalayacaktir (Lazar, 2000, s. 403). Raporun okunmasi sona erdikten sonra seminer bagkani iyelerden
ilk izlenimlerini aktarmalarini isteyecektir (Pinar, 2015b). Daha sonra rapor ikinci kez okunmaya
baslanacak, bu kez belirli araliklarla durulup, daha derin analizler yapilacaktir. Seminer grubu iiyeleri
soz alarak okunan gdzlem protokoliindeki kesitlere dair diistincelerini ifade edecekler, aktarilan
protokol kesitlerini yorumlamaya ¢alisacaklardir (Datler vd., 2008, s. 90). Gozlem seminerlerinde
grubun tiim tiyeleri hep birlikte su sorular {izerine odaklanmak durumundadirlar (Datler, 2009, s. 49):

e  Gozlemlenen ¢ocuk aktarilan gozlem kesitinde neler yagamis olabilir?
e  Buradan hareketle, gocugun olaylar karsisinda sergiledigi davraniglar nelerdir?

e  Aktarilan gozlem kesitinde ¢cocuk ne tiir sosyal etkilesim ve iletisim deneyimleri yasamaktadir ve
bunlarin ¢ocugun kendi deneyim diinyasina etkileri neler olabilir?

Bunlarin disinda, bir liye seminer siiresince yazili notlar almakla yiikiimliidiir. Seminerde ortaya ¢ikan
onemli diisiinceler, hipotez ve fikirler boylelikle kayit altina alinmig olacaktir. Bu notlar daha sonra
“toplant1 protokolii” ad1 altinda, gdzlem protokolleri ile birlikte dosyalanip, saklanmaktadir
(Trunkenpolz vd., 2010, s. 171). Biitiin bu siirecin sonunda ¢ocugun yasanti ve deneyimlerinin dnemli
yonleriyle bir kez daha ele alinacagi bir ara rapor yazilacaktir. Gézlemci bu ara raporda, tiim gézlem ve
toplant1 protokollerini kronolojik olarak ele alip, raporlastirmak durumundadir. En son agsama ise vaka
calismasinin kaleme alindigi son evredir.

Odak ¢ocuk Ercan Eyliil 2010°da makalenin yazar1 tarafindan yukarida ana hatlartyla betimlenen ilgili
gozlem yontemi aracilifiyla izlenmeye alinmistir. Odak ¢ocuk, anaokulu yil1 boyunca toplamda 26 kez
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gozlemlenmistir. Gozlemler sirasinda gézlemci herhangi bir arag gere¢ kullanmamis, not almamis, olan
bitene miidahale etmeden mesafeli bir pozisyon almak ve dogal akisa miidahale etmemek kaydiyla
gozlemlerini gergeklestirmistir. Diger yandan da gozlemler sirasinda ortaya ¢ikabilecek olasi
intrapsisik siirecleri de takip etmeye, algilamaya ¢alismustir (krs. Lazar vd., 1986, 197). Anaokulunda
haftada bir saat yapilan gozlemlere paralel bir bicimde Viyana Universitesi Egitim Bilimleri
Enstitiisii’nde haftalik gézlem seminerleri yapilmigtir. Toplantilara 4 gézlemci ile beraber psikanalitik
gozlem konusunda uzman iki egitim bilimci, 1 psikolog, 1 dilbilimci istirak etmistir. Bu seminer
toplantilarinda yazarin kaleme aldig1 gézlem raporlar1 ayrintili bir bigimde ele alinmis, buna ek olarak
yukari da aktarildig sekliye 9 ayri toplanti raporu ve bir ara rapor da yazilmistir. Tiim raporlar Viyana
Universitesi Egitim Bilimleri Enstitiisii’nde arsivlenmistir (Pinar 2010; 2011). 12 aylik bir ¢alismanin
sonunda, gdzlem seminerlerinin yerini bu kez arastirma seminerleri almigtir (Datler vd., 2014).
Arastirma grubunun hedefi gozlemci tarafindan kronolojik olarak kaleme alinan ara raporun haftalik
toplantilarda incelenmesi ve odak ¢ocugun duygusal deneyimlerinin pedagojik bir agidan takibi
olmustur. Nihai asamada ise yazar doktora tezinin bir boliimiinii olusturan odak ¢ocuk Ercan ile ilgili
vaka caligmasi kaleme almustir.

HAVAS 5 Goriismesi

HAVAS 5, 2002 yilinda Almanya'nin Hamburg Eyaleti Egitim ve Spor Bakanlig1’nin tesvikiyle
gelistirilmis profil analizine dayanan ve ¢ocuklarin dil seviyesinin tanilanmasinda kullanilan bir aractir.
Bu yontemin gelistirilme asamasinda, Hamburg kentinde iki dilli egitim modelini temel alan 7 ayr1
ilkokulda 6grenim goéren Tiirk ve Alman ¢ocuklar ile ¢aligilmistir. HAVAS 5, okula baglamalarina bir
yil kalan ya da okula yeni baslamis olan yaslar1 5 ila 7 arasinda seyreden ¢ocuklarin dil seviyeleri
hakkinda bilgi sahibi olabilmek i¢in kullanilmakta ve gériisme formatinda gergeklestirilmektedir.
Yontem salt ¢ok dilli ¢ocuklarin degil ayni1 zamanda tek dilli ¢ocuklarin seviyelerini tamlayabilmek
icin uygulanmakta ve ¢cocuklarla yiiz yiize “goriisme” esasina dayanmaktadir. Bu tanilama araci 2003
yilinda Hamburg’daki tiim ilkokullarda uygulanms olup; Almanca, Tiirkge, italyanca, Rusca,
Portekizce ve Polonya dillerinde uygulanabilmektedir (krs. Reich/Roth/Neumann, 2007, s. 75; Stampf,
2012).

HAVAS 5 goriismelerinde ¢ocuklardan “Kedi ve Kus” isimli bir resimli hikdyeyi tasvir etmeleri
istenmekte, cocuklara araliklarla sorular yoneltilmekte ve tiim goriisme ses kayit cihazi ile kayda
alinmaktadir. Resimli hikaye alt1 boliimden olusmakta ve bir kedi ile kus arasinda cereyan eden
olaylar1 anlatmaktadir. Bu resimler ¢ocuklar1 konugmaya tesvik etmek igin birer uyarici (impulse)
olarak goriilmektedir. Test sirasinda ¢ocuklara bu alt1 kisimdan olusan resimler gosterilmekte ve
onlardan hikdyeyi anlatmalar1 istenmektedir. lgili resimler asagida yer almaktadur:
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Resim 1. “Kedi ve Kus” adli resimli Hikaye (Reich/Roth 2005)
Kaynak: http://www.foermig.uni-hamburg.de/web/de/all/mat/diag/havas/index.html

Goriisme sona erdikten sonra, konusma transkript edilmekte ve ayrintili bir degerlendirme formu
araciligiyla analiz edilmektedir. Degerlendirme formu 1s181nda asagida yer alan kategorilerde analizler
yapilmaktadir:

A. Gorevi Yerine Getirme
B. Iletisimsel Yeterlilik
C. Kelime Dagarcigi

D. Dilbilgisi

E. Ciimle Uretimi

[1k kategori olan “Gérevi Yerine Getirme” boliimiinde cocuklardan beklenen; resimdeki karakterlerin
ortaya koydugu sahneleri olabildigince dogru bir sekilde betimleyebilmeleridir. Burada her resim ayr1
ayr1 degerlendirilmekte, kedi ve kus karakterlerinin sahneledikleri kesitler altbdliimler halinde
degerlendirilmeye tabi tutulmaktadir. Bu boliimde, hikaye ¢cocuk tarafindan ne denli ayrintili
anlatirlarsa o oranda puan almmaktadir. Bu kategoride erisilen maksimum puan 36’dir. Ortalama
olarak ¢ocuklarm Almanca dilinde 19, Tiirk¢e’de ise 17,6 puana ulastiklar1 goriilmiistiir (krs.
Reich/Roth, 2004, s. 8). Goriismenin sonunda ¢ocuga: “Kedi neden agliyor?” seklinde ek bir soru
yoneltilmektedir. Buradaki amag, ¢ocugun hikdyenin belli basl yonlerini ne derece anlamis oldugunu
ve bunu sozel olarak formiile edip edemedigini sinamaktir. Son resimden de anlasilacag lizere; kedi
kusu yakalamak i¢in agaca tirmanmis, fakat hedefine ulasamamustir. Dolayisiyla da aglamaktadir.
Cocugun verecegi yanit, hikdyenin makro yapisinin hangi 6l¢iide kavranmis oldugu hakkinda ipuglari
verecektir (krs. Reich/Roth, 2007, s. 75).
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Iletisimsel yeterlilik kategorisinde cocuklarm akici ve anlasilir ya da duraksayarak ve anlasilmaz
konusup konugsmadiklar1 hususunda bilgi edinmek amaglanmaktadir. Bunun disinda; konusma
esnasinda belirli bir irade gosterip, sorumluluk alabiliyor mu, hatalarim diizeltiyor mu ve eksik ifadeler
kurdugunda hangi dilsel stratejilere bagvuruyor gibi sorularin yanitlari da aranmaktadir (Datler vd.,
2012, 141). letisimsel yeterlilik kategorisinde ¢ocugun konusma ediminde esas olan; inisiyatif
alabilme, akic1 konusabilme, konugsmanin siireklilik ve akiciligi ve son olarak da telaffuzun anlagilirlhig:
noktalarinda 0 ila 4 puan arasinda degerlendirme yapilmaktadir. Bu baglamda elde edilebilecek
maksimum puan 16’dir. Bu kategoride ¢ocuklar ortalama olarak 12 puana ulagsmaktadirlar (krs.
Reich/Roth, 2004, s. 4).

HAVAS 5’in tiglincii 6l¢iim araci olan “Kelime Dagarcig1” kategorisinde eylem bildiren kelimeler
degerlendirmeye alinmaktadir. Bir baska deyisle, cocugun konusma esnasinda dile getirdigi her kelime
degil, fiiller kistas olarak kabul edilmektir. Yapilan ¢aligsmalar sonucunda ¢ocuklarin konusma
esnasinda en ¢ok basvurdugu fiiller tespit edilmis ve bunlar listelenmistir. HAVAS 5 gériismesine
alman ¢ocuk mevcut listede yer alan fiillerden birini kullandiginda 1 puan almaktadir. Listede mevcut
olmayan 6zellikli bir fiil kullanildigi durumlarda, bunlar ayrica not edilip yine 1 puan ile
degerlendirilmektedir. Alman Dilinde yapilan HAVAS 5 goriismelerinde ¢ocuklarin ortalama olarak
11,5 farkl fiil kullandiklari, Tiirkge’de ise ortalamanin 10,7 civarinda seyrettigi goriillmektedir (krs.
Reich/Roth, 2004, s. 13; Reich/Roth, 2005, s. 17).

Dordiincii kategori olan “Dilbilgisi” alaninda, fiil tiirii ve fiillerin ciimle i¢indeki sozdizimsel
pozisyonu incelenmektedir. Diger kategorilerden farkli olarak burada puanlama degil, seviye esasina
dayanan bir degerlendirme yapilmaktadir. Bu alanda 0 ila V (5) arasinda seyreden dilbilgisi temelli
hiyerarsik bir kategori uygulamasi s6z konusudur. Bu alanda referans degeri bulunmamakla beraber,
¢aligmalar ¢ocuklarin ilkokulun birinci sinifinda IV. seviyeye eristiklerini gostermektedir (Reich/Roth,
2004, s. 15).

Son degerlendirme kategorisi olan “Ciimle Uretimi” alaninda ¢ocuklarin tiimceleri birbirine ne oranda
bagladiklarma ve yan ciimle {iretiminde sergiledikleri performansa bakilmaktadir. Buradaki temel
nokta, cocugun hikayeyi birbirinden farkli ifadeler ile betimleyebilme ve baglama uygun metin
iiretebilme kabiliyetinin degerlendirilmesidir. Bu kategoride; ilgi zamirleri, baglaclar ve dolayli soru
climleleri kistas olarak alinmaktadir. Bu beceri alaninda da yine dordiincii kategoride oldugu gibi
hiyerarsik bir derecelendirme (0 — 5 arasinda) s6z konusudur. Bu kategoride ortalama bir deger mevcut
olmamakla beraber, ilkokulun birinci sinifinda IV. seviyeye ulasildigi kabul edilmektedir (krs.
Reich/Roth, 2004, s. 6 ve 19).

Videografi

Videografi ¢ok cesitli disiplinden arastirmacinin bagvurdugu, bireylerin birbirinden farkli ¢ok cesitli
cevresel kosullarda sergiledikleri eylem ve davranislarini, bagka bir ifadeyle sosyal iletisim ya da
etkilesim deneyimlerini incelemekte kullandigi bir yontemdir (krs. Tuma vd., 2013, s. 63). Dinkelaker
ve Herrle’ye gore (2009, s. 11) egitim bilimlerinde bagvurulan videografi yontemi ise video
kayitlarindan elde edilen duyulabilen ve goriilebilen her tiirlii verinin analizinde kullanilan ve
arastirmaya konu olan kisilerin ¢evre ile olan etkilesimine odaklanan bir 6zellik arz etmektedir. Genel
olarak ifade edilirse, Videografi kavraminin oldukc¢a yeni oldugu ve 6zellikle de Knoblauch
onciiliigiinde bir aragtirma yontemi olarak alanyazina kazandirildigi s6ylenebilir. Knoblauch (2006, s.
69f.) videografi kavramini video analizi ve etnografi ile iliskilendirmekte ve etnografik bir veri
toplama yontemi olarak ele almaktadir. Videografi ile amaglanan; iletisimsel eylemlerin ve aktorlerin
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cevre ile olan etkilesiminin kayit altina alindig1 video goriintiilerinin yorumlayici analizini yapmaktir
(Tuma vd., 2013). Bu baglamda, videografi bir gézlem ve dokiimantasyon aract olmanin yani sira
yorumsamaci bir yontem olarak da degerlendirilebilir. Videografi, arastirmalarda ¢ok nadiren tek
basma uygulanmakta, daha ¢ok diger arastirma desenleri ile birlikte kullanilmaktadir (krs. Flick, 2007,
s. 310). Yontem, 6rnegin kii¢lik gocuklarin kreslerde ebeveynlerinden ayrildiklarinda yasadiklar
deneyimleri izleyebilmek ya da heniiz konugsmay1 6grenmemis bebeklerin gevredeki uyaricilara nasil
tepki verdiklerini, diyaloglara nasil katildiklarini gézlemleyebilmek i¢in egitim bilimlerinde ¢okca
bagvurulan bir yontemdir (Datler vd., 2001).

Videografinin ¢ocuk gelisimi lizerine yapilan galigmalarda arastirma yontemi olarak siklikla
kullanildig1 s6ylenebilir. Sosyal etkilesim ve iletisim deneyimlerinin incelendigi diger birgok bilimsel
arastirmada oldugu gibi bu ¢alismanin da bagl oldugu “Anaokulunda Dil Edinimi ve Yasam Diinyasal
Cokdillilik” adli Viyana arastirma projesinde de uygulanmustir (krs. Datler vd., 2014, s.131). Proje
cercevesi igerisinde Viyana Universitesi Egitim Bilimleri Enstitiisii yiiksek lisans dgrencileri ile
isbirligi yapilmis, 6grenciler iki haftada bir kez olmak iizere anaokuluna gidip, video kayitlari
yapmuslardir. Cekimler dijital el kamerasi ile yapilmistir. Olabildigince az teknik aygit kullanmak,
dogal akis1 engellemeden ve dikkat cekmeden kayit yapabilmek i¢in kamera sehpasi ya da harici
mikrofon gibi aksesuarlarm kullanimindan kagimilmistir (krs. Datler vd., 2012, s.171). Cocuklarin
anaokulu 6gretmeni ile olan didaktik etkinlikleri ile beraber, anaokulunda giindelik akiga miidahalede
bulunulmaksizin oyun alanlarnda, park ya da bahg¢ede, yemek esnasinda vb. ¢ekimler yapilmustir (krs.
Datler vd., 2012, s.171). Kayitlardan elde edilen veriler EXMARaLDA yazilimi ile Tiirk¢e ve Almanca
dillerinde transkript edilmistir. Odak ¢ocuk Ercan’a dair video goriintiilerinin toplami 885,74 dakika
olup, bunlar ¢ikis noktas1 Knoblauch’un (2004) “Videointeraktionsanalyse adli video analiz yontemi
olan ve “Seg¢ici Video Yorumlama” — selective video interpretation — olarak adlandirilan bir video
yorumlama yontemiyle incelenmistir. Segici video yorumlama yontemi ile hedeflenen, odak gocugun
akranlar1 ve 6gretmenleri ile sergiledigi sosyal etkilesim deneyimlerinin yer aldig1 video kesitleri ile
gozlem protokollerindeki kesitler arasinda benzerlik ve paralelliklerin olup, olmadigin: sistematik
olarak incelemektir. Bu yontem, aragtirma sorularinin yanitlanmasina ve odak ¢ocugun sosyal
etkilesim deneyimlerine odakli oldugu i¢in “segici” (selective) olarak adlandirilmis, video kayitlari
saniye bazinda analiz edilmemis, “olay akis1” 6l¢iit alinmistir. Etnografik, uzun soluklu ¢alismalara
bakildiginda, saniye bazl1 video analiz yonteminden ziyade daha ¢ok Tuma’nin uyguladigi yontemin
tercih edildigi gortilmektedir (Tuma vd., 2013, s. 88). Yazara gore video goriintiilerini ardisik saniyelik
fotograflara doniistiirmek yerine videoda arastirma probleminin yamtlanmasina hizmet edebilecek
onemli kesitleri olay akisina gore belgelendirmek ve yorumlamak daha pragmatik olacaktir.

Odak ¢ocuk Ercan’a ait 885,74 dakikalik video goriintiileri kronolojik olarak “Secici Video
Yorumlama” yontemine bagli kalinarak izlenmis, bu goriintiiler Tuma’ya paralel bir bi¢cimde cesitli
yazilimlar araciligiyla ardisik fotograflara doniistiiriilmiis, bu kez farkli olarak her fotografin altina
ilgili sahneye dair transkripsiyonlar da eklenmistir (Pinar, 2015a). Bundan sonra sirasiyla; ilgili video
kesitinin tasviri yapilmis, akabinde de video kesiti pedagojik ve dilbilimsel bir agidan yorumlanarak,
analiz edilmistir. Yontemin uygulanmasinda 13 soruluk bir karsilagtirma formu kullanilmis, ¢ocuk
gbzlem raporlarmin analizi ile ulagilmis bulgularin video kayitlarinda karsiliginin olup olmadigina
bakilmistir (krs. Pinar, 2015a, s. 691.).
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Bulgular

[lk olarak, tek denekli etnografik bir ¢alisma olan bu arastirmada, odak ¢ocuk Ercan ile ilgili elde
edilen her tiirlii bulgunun ¢ok perspektifli bir yaklasim ile ele alinmak ve analiz edilmek durumunda
oldugu vurgulanmalidir (krs. Mayring, 2002, s. 147). Bu baglamda, ¢ok ¢esitli nitel aragtirma deseninin
uygulanmasi neticesinde elde edilen her tiir ipucu, bilgi ya da bulgunun birbirleriyle karsilastirilarak
aktarilmasi, ¢alismanin glivenirliligini artirmak noktasinda énem arz edecektir. Asagida, odak ¢ocuk
Ercan ile ilgili elde edilen bulgular sistematik bir bigimde ele alinacaktir.

Gozlem Raporlarindan ve Video Kayitlarindan Elde Edilen Bulgular

Avusturya’nin bagkenti Viyana’da ¢ok az bir Almanca bilgisi ile 2010 y1l1 giiz doneminde anaokuluna
baslayan ve proje cergevesinde “odak ¢ocuk™ olarak nitelendirilen Ercan’in anaokulunun ilk yilinda ne
tiir deneyimler yasadigini izleyebilmek i¢in Tavistock modeline gore ¢ocuk gbézlemi kullanilmistir.
Yukarida da deginildigi gibi, gdzlemler araciligiyla yanitlanmasi gereken ii¢ arastirma sorusu sdyle
formiile edilmistir:

1.) Ercan anaokulunda ne tiir deneyimler yasamakta ve gevresiyle nasil iletisim kurmaktadir?

2.) Ercan’in sosyal etkilesim ve duygusal gelisim siireglerinde ilk anaokulu y1l1 igerisinde ne gibi
degisiklikler ortaya ¢ikmigtir?

3.) Ercan’in deneyimleri ve ikinci dili olan Almanca’daki becerilerinin gelismesi arasindaki olasi
baglant1 nedir?

Bu {i¢ arastirma sorusuna yonelik yapilan incelemelerde, Ercan’in 6zellikle anaokuluna basladigi ilk
haftalarda; garesizlik duygusu, uyum sorunlar1 ve bunlarin tetikledigi ¢esitli duygusal gerilimler ile
basa ¢ikmaya calistigi anlasilmistir. Ancak, kisa bir siire sonra — 6zellikle anaokulundaki 2. aymnin ilk
haftasindan itibaren — yasitlar1 ve anaokulu 6gretmenleri ile iletisime girebilmek, onlarla etkilesim
halinde olabilmek icin biiyiik bir i¢sel arzu duydugu izlenmistir. Bu istek ve ¢abalar, odak cocugu
inisiyatif almaya yoneltmis ve yasitlar1 ve 6gretmenleri ile ¢ok farkli iletisim deneyimleri
yasayabilmesine olanak saglamistir. Kendisine verilen bir gérevi basariyla yerine getirdiginde ve
herhangi bir zorlugun {istesinden gelebildiginde anaokulundaki kisi ve olaylara yonelik ilgisinin arttigi,
uyum icerisinde iligkiler gelistirip, siklikla; memnuniyet, seving ve zevk gibi duygular1 deneyimledigi
goriilmiistiir. Herhangi bir etkinlige ilgi duymadiginda, ya da bir etkinlik karsisinda zorlandig1
durumlarda, ya da; caresizlik, 6fke, uyum sorunlari, reddedilme, gruptan dislanma gibi olumsuz
deneyimler yasadigi anlarda; ice kapandigy, isteksizlik sergiledigi, inisiyatif almaktan kagindig1 ve
zaman zaman da agresif tutumlar ortaya koydugu hem gozlem raporlarinda hem de video kayitlarinda
yer almaktadir (Pinar, 2014; Pinar, 2015a).

Caresizlik duygusunun ve uyum sorunlarinin en belirgin haliyle ortaya ¢iktig1 zaman aralig1 odak
cocugun anaokulundaki 1. ayina tekabiil etmektedir. Bunun da en 6nemli nedenlerinden biri her giin
ebeveynlerinden ayrilmak zorunda olusu ve onlardan ayr1 diismek noktasinda anaokulunda
deneyimledigi igsel gerilimler olarak kabul edilebilir. Gézlem raporlar1 ve toplant1 protokolleri, odak
cocugun igsel gerilimlerinin ve savagsmak zorunda kaldig1 ruhsal baskilarin siireg icerisinde azalma
egiliminde olmadigina, aksine 4. aydan itibaren yogunluk kazandigina isaret etmektedir. Bunun
Ercan’in diger ¢ocuklar tarafindan dislanmasi, reddedilmesi ve oyuna kabul edilmemesi gibi
durumlarla yakindan ilgili oldugu ifade edilebilir. Odak ¢ocuk Ercan siire¢ igerisinde istisnasiz degil,
fakat belirli araliklarla tekrarlayan ve siireklilik arz eden bir bi¢imde reddedilme ve diglanma
deneyimleri yagamistir. Bu olumsuz gelismelerin ¢cocugun anaokulunda saldirgan egilimler
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sergilemesine yol agmis olabilecegi ya da ¢ocukta izlenen saldirganlik davraniglarini tetiklemis
olabilecegi diisliniilmektedir. Odak ¢cocuk Ercan’in sik sik grubun disina itilme, oyunlara alinmama
gibi durumlarla kars1 karsiya kaldig1 ve bunun bir sonucu olarak ¢ogu zaman yalnizlasip, i¢ce kapandig
8. ay1 takip eden siiregte ve son aylarda da izlenmistir. Ercan’in kendisi lizerinde baski yaratan bu tiir
durumlarin iistesinden gelebilmek i¢in miicadele vermekten vazgegmedigi, gruba ait olabilmek,
oyunun bir pargasi olabilmek i¢in sahip oldugu igsel arzu ve enerjiyi korudugu goriilmiistiir. Genel
olarak, Ercan’in ilk anaokulu yilinda bir¢ok duygusal tiirbiilansa maruz kaldigi; seving ve umutsuzluk,
ofke ve huzur gibi genis bir yelpazeye yayilan ¢ok ¢esitli duygusal deneyimler yasadigi sdylenebilir.
Buraya kadar, ilk 2 arastirma sorusuna yonelik elde edilen bulgular en dnemli yonleriyle aktarilmaya
caligilmistir. Son soru olan ve aragtirmanin omurgasini olusturan 3. soruya ise analiz sonuclariyla
baglantili olarak, asagidaki yanitlar verilebilir:

Soru 3: Ercan’in deneyimleri ve ikinci dili olan Almanca’daki becerilerinin gelismesi arasindaki olast
baglant: nedir?

1. Diger kisiler ile iletisim ve etkilesim i¢inde olma, bag kurabilme ve kendisini grubun bir parcasi
olarak gérme arzusu, Ercan’1 bagindan itibaren ikinci dili olan Almanca’da yasitlar1 ve diger
yetiskinler ile iletisim kurmaya ve bu yonde ¢aba sarf etmeye yoneltmistir.

2. Bununla beraber, Ercan ikinci dili olan Almanca’da ¢ocuklar ve yetiskinler ile iletisim kurmak
arzusunu hissetmis ve siireg igerisinde bu igsel arzuyu takip etmistir. Bu, Ercan’in digerleri ile
diistince ve bilgi alis verisinde bulunmasini saglamis, dolayisiyla ikinci dili olan Almanca’daki
becerilerini gelistirmesine olanak saglamistir.

3. Ercan’in yasant1 ve deneyimlerinin tiirii ve niteligi onun ikinci dili olan Almanca’daki becerilerinin
gelismesine etki eden bir faktdr olarak belirginlesmistir.

Gozlem raporlarina bakildiginda, 3. arastirma sorusuna verilen ilk yanittaki ifadelerle 6rtiismekte olan
bircok kesitin oldugu anlasilmaktadir (krs. Pmar, 2015a, 131f)). Asagidaki gozlem raporlarindan 6rnek
kesitler 1. yanit1 destekler niteliktedir:

“Ercan, anaokulu dgretmeni Bayan W. ve Avusturyali bir kiz cocugu ile beraber zarla oynanan bir oyun
oynuyor. Karsisinda oturan kiza Tiirkce: “Hadi at!” diye sesleniyor. Anaokulu 6gretmeni ve kiz Ercan’in ne
dedigini anlayamiyorlar. Fakat biraz sonra, Ercan isaret parmagiyla oyun figiirlerinden birini gostererek ve
bu sefer Almanca olmak kaydiyla sdyle sesleniyor: “Das ist blau” (Bu mavi) (Gézlem No. 1/3).

Bir bagka ornek:

“Bayan W’nin yardimcisti i¢inde dilimlenmis elma ve muzlarin oldugu tabaklar1 ¢ocuklara dagitiyor. Az bir
zaman sonra Ercan elma tabaklarindan bir tanesini isaret parmagi ile gosterip, asistana bakarak soyle diyor:
“Darf'ich essen?” (Yiyebilir miyim?). Asistan, Ercan’in sorusuna giiliimsiiyor ve su yanit1 veriyor: “Ja,
natiirlich” (Evet, tabi ki) ve tabag1 Ercan’a uzatiyor. [...] Ercan istahla elmalar1 yemeye basliyor. Cok kisa
bir siire sonra Ercan’in sinif arkadaglarindan biri olan Stefan Ercan’in yanina geliyor ve eliyle elma tabagini
gosterip, yiyebilmek i¢in Ercan’dan izin istiyor. Ercan, herhangi bir sey sdylemeksizin tabagi arkadasina
uzatiyor. Az sonra, Ercan sol elinin bagparmagini yukar1 kaldirip, — bagparmak yukari isareti yapiyor — soyle
diyor: “Freund!” (Arkadag!)” (Gozlem. No. 3/4).

Bir diger 6rnek:

“Ercan kalabalik bir grup ¢cocukla beraber masada oturuyor. Anaokulu 6gretmeni Bayan W. ve yardimcist
masadaki tiim ¢ocuklara; tabak, bardak ve catal dagitmakla mesguller. Bayan W. her ¢ocuga birer tane

38



ONLINE
Journal of Qualitative Research in Educstion Cilt 4/ Saw 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

kirmizi elma veriyor. Cocuklardan bir kagi: “Apfelstrudel!” (Elmali Turta!) diye bagiriyor. Ercan neseyle ve
bagirarak ekliyor: “Jaaa, Apfelstrudel!” (Eveeet, elmal1 turta!) (Gozlem No. 4/1).

Ercan’in ikinci dili olan Almanca’da diger yasitlari, anaokulu 6gretmeni ya da asistanlar ile iletisim
kurabilmek i¢in yogun bir istek ve arzu duydugu ve bu yonde sarf ettigi ¢abalarin bir sonucu olarak
cevre ile gesitli iletisim ve etkilesim deneyimleri yasama olanagina kavustugu sdylenebilir. Ugiincii
aragtirma sorusuna verilen 2. yanitta formiile edildigi gibi, bu tiir deneyimler onun ikinci dildeki
becerilerinin ilerlemesi konusunda katki saglamaktadir. Gozlem raporlarinda, Ercan’in Almanca’da
iletisim kurabilmek adina arzu duydugu ve bunu gergeklestirdiginde de yogun bir heyecan yasadigina
dair birgok kesit yer almaktadir. Ekim 2010 tarihine ait 4. gézlem raporunda yer alan sahne aktarilan
diistinceyi destekler niteliktedir:

“Bayan W. masaya geliyor ve: “Schone Herbstblatter hab ich fiir euch” (Giizel sonbahar yapraklarim var
sizler i¢in) dedikten sonra, elindeki aga¢ yapraklarini masaya seriyor. Ercan bunun iizerine: “Schéne
Herbstblitter, oley!” (Giizel sonbahar yapraklari oley!) diye bagiriyor. Bayan W. giiliimseyerek, lizerinde
yaprak motifleri olan pegeteleri ve iginde kirmizi renkte bir icecek bulunan cam bir siirahiyi de masaya
yerlestiriyor. Bu esnada Ercan neseyle Ingilizce dogum giinii sarkis1 sdylemeye basliyor: “Happy Birthday
to you, happy Birthday to you...”. Birkac saniye sonra anaokulu 6gretmeni Bayan W.’ye yiiksek sesle:
“Beatrixxx, Beatrixxx! Wer hat Geburtstag?” (Beatrix, Beatrix! Kimin dogum giinii var?) diye soruyor.
Bayan W. bunun iizerine giilerek cevap veriyor: “Niemand hat Geburtstag, wir feiern heute Apfelfest. Der
Herbst ist da, Ercan” (Kimsenin dogum giinii yok. Elma festivalini kutluyoruz. Sonbahar geldi Ercan).
(Gozlem No. 4/1f).

Gozlem raporlarinda, Ercan’in Almanca’daki becerilerini gelistirmesine olanak saglayan ¢ok farkli
iletisim ve etkilesim deneyimlerine rastlanmaktadir. Gézlem kesitlerinden bazilar1 Ercan’in anaokulu
Ogretmeni ile bilgi alisverisinde bulundugunu, anaokulu 6gretmeninin Ercan’a zaman zaman didaktik
bir anlayisla yaklastigini ve ¢gocugun dil hatalarim diizeltme yoluna gittigini gostermektedir:

“Ercan elmali turtalardan bir dilim yedikten sonra: “Noch eins, Beatrix!” (Bir tane daha Beatrix!) diye
bagirtyor. Bayan W. Ercan’a yaklasiyor, onun 6niinde egilerek yumusak bir ses tonuyla sdyle diyor: “Darf
ich noch eins haben? sollst du fragen, Ercan” (Bir tane daha alabilir miyim? diye sormalisin, Ercan)
(Gozlem No. 4/2).

“Ercan bir oyuncagi eline aliyor ve anaokulu 6gretmeni Bayan W.’ye yiiksek sesle sesleniyor: “Abdullah
hat kaputt gemacht, Beatrix! Sie hat kaputt gemacht!” (Abdullah kirdi, Beatrix! O kirdt — Cocuk burada 3.
tekil sahisin eril bicimi yerine digil form kullaniyor —. Bunun {izerine Bayan W. Abdullah’in erkek
oldugunu: “Sie” yerine “Er” zamirini kullanmas1 gerektigini soyliiyor: “Nicht sie, sondern er, Abdullah ist
ein Junge” (Gozlem No. 14/1).

Yukarida da deginildigi iizere, odak ¢cocuk Ercan anaokulunda duygusal gerilimler yasamakta ve
bir¢ok kez bu olumsuz deneyimlerle bas etmek durumunda kalmaktadir. Bu gibi durumlarda ¢ocugun
gerek anadilinde gerekse ikinci dili olan Almanca’da daha az konustugu izlenmistir. Asagidaki gézlem
raporunda yer alan bir kesit, Ercan’in anaokulu 6gretmeni Bayan W. ile yasadig1 gerilimli bir sahneyi
betimlemektedir. Bu sahnede Ercan diger oglan ¢ocuklari ile yasadigi bir bogusma sonrasinda
kollarinda olusan cizikleri bir kiza gostermekte iken, anaokulu 6gretmeni Bayan W.’nin sert bir tutumu
ile kars1 karsiya kalmakta, gercek anlamda bir duygusal zedelenme yasamaktadir:

“[...] Bayan W. Ercan’a: “Kiz gibi kollarindaki ¢izikleri mi gosteriyorsun simdi de?” diye yiikleniyor.
Ercan’in gozleri biiyiiyor ve hizli bir sekilde eliyle {izerinde ¢iziklerin oldugu kolunu kapatiyor. Hemen
sonra da masasina geri doniiyor, kutudan ¢ikardigi tavuk ve yumurta figiirleriyle sessiz sedasiz oynamaya
basliyor. Birkag dakika sonra, Bayan W. Ercan’m oturdugu masaya geliyor ve oyun odasinda oynayip,
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oynamamak istedigini soruyor. Ercan kafasini “olur” anlaminda salliyor ve sessizce: “Ja!” diyor (G6zlem
No. 25/3).

Aktarilan gozlem kesitiyle tezat olusturacak bir bigimde Ercan’in keyifli anlar deneyimledigi
sahnelerde ise, Ercan’in ikinci dili Almanca’da; daha sik, daha uzun ve daha komplike ciimleler ile
konustugu izlenmistir. Asagidaki gézlem raporundaki sahne Ercan’in arkadaslari ile birlikte zevkle bir
oyun oynamakta iken konusma performansinin yiikseldigine dair ipuglar1 vermektedir:

“Ercan masada bir ¢ocukla “balik avi” oynuyor. Miknatish oltadan balig1 aliyor, masaya koyup, balik
avlamaya devam ediyor. Farkli biiyiikliikte balik tuttugunda sevingle her defasinda: “Jaa, ich hab’s super gut
geschaft!” (Evvet, siiper iste bu, iyi basardim!) seklinde tiimceler kuruyor. Hemen sonra, oltay: arkadasina
uzatiyor ve siranin onda oldugunu hatirlatiyor. Diger ¢cocuk oltay: salliyor ve balik yerine bir sise yakaliyor.
Bunun tizerine Ercan arkadagia soyle sesleniyor: “Du hast eine Flasche, schau, okay, nochmal” (Bir sise
yakaladin bak, olsun bir daha hadi) (Gézlem No. 13/2).

Bir diger ornek:

“Stefan, Ercan ve Luise’ye tatil yapmak isteyip istemediklerini soruyor. Bunun iizerine Luise seving naralari
atmaya bagliyor. Ercan ise neseyle: “Jaa, Urlaub!” (Evvet, tatil!) diye sesleniyor. Cocuklar daha sonra oyun
odasinda yer alan valizleri hazirlamaya basliyorlar. Sagdan soldan; plastik meyve ve sebzeler, bebekler,
kuklalar, kek, pasta, ¢atal bigak ne bulurlarsa yanlarima aliyor, itinayla valizlerini hazirlryorlar. Stefan bir
battaniyeye gereksinimleri oldugunu soyliiyor. Ercan: “Ich will auch eine Decke haben” (Ben de bir
battaniye istiyorum) diyerek arzusunu dile getiriyor (G6zlem No. 25/3).

Ebeveynler ile Yapilan Goriismelereden Elde Edilen Bulgular

Ercan’in aile ortamu, anaokulu disinda Almanca konusup konusmadigi, anne ve babanin ¢ocuklari ile
ilgili sahip olduklar1 duygu ve diisiinceler hakkinda fikir sahibi olabilmek i¢in anne ve babayla ayr1
ayr1 olmak {izere yiiz yiize goriismeler yapilmis, kendilerine projede gorevli olan psikolog bir
arastirmaci tarafindan ¢cogu acik uglu olan ¢esitli sorular yoneltilmistir. Yapilan incelemelerde, anne ve
babanin goriismede kendilerine yoneltilen sorulara birbirleriyle celisen cevaplar verdikleri
anlasilmistir. Ercan’in anne ve babasinin hemfikir olduklar: tek nokta ¢cocuklarinin anaokulu
(Kindergarten) egitiminden ge¢mesinin ona herhangi bir katki saglamayacagidir. Aile, Avusturya’da
okul 6ncesi egitimin yasalarca zorunlu olmasi nedeniyle Ercan’1 anaokuluna istemeyerek
gonderdiklerini, bu durumdan pek hosnut olmadiklarini ifade etmektedirler (Pinar, 2015a, s. 195).

Ercan’in babasi Kayseri dogumlu olup, 1973 yilinda is¢i olarak ¢calismak iizere Avusturya’ya gog
etmistir. Kendisiyle yapilan goriismede, evde televizyonun olmadigini, televizyonun aile baglarini
kopardigini diislindiigiinii ifade etmis, evlerinde bir donem televizyona sahip olduklarini, fakat bir on
yil kadar 6nce bir is doniisii bunun kendisi tarafindan kirilip atildigini, evde an itibariyle televizyonun
olmadigini kaydetmistir (Pmar, 2015a, s. 176). Anne ile yapilan gériismede ise anne: evin babasinin
her aksam televizyon izlemekten biiyiik keyif aldigini, Ercan’in da her aksam iki saat televizyon
izledigini aktarmigtir (age. s. 179). Gortismelerde dikkat ¢ekici bir bagka nokta ise, hem annenin, hem
de babanin goriismelerin biiyiik bir kisminda sosyal beklenti ve normlara sadik kalma gayreti iginde
olduklari, sorulan sorulara ise goriismecinin beklentilerini karsilayabilmek adina itinali cevaplar vermis
olduklaridir. Babaya gore evde bir bilgisayar bulunmakta ve bu bilgisayar yalnizca egitim 6gretim ve
arastirma amacl kullanilmaktadir. Ercan zaman zaman bilgisayardan “Ar1 Maya” gibi yasina uygun
filmler izlemekte, fakat ev i¢inde siddet icerikli yayinlara asla izin verilmemektedir (krs. age. s. 181).
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Adana’nm Tufanbeyli ilgesinde diinyaya gelen anne on sekiz yildir Viyana’da yasadigini ve Ercan’dan
baska ii¢ ¢ocugunun daha oldugunu ifade etmistir. Gorlismede anne, Almanca bilgisinin ¢ok az
oldugunu (Anne ile goriisme Tiirkge yapilmustir), cocuklariyla kendi anadili olan Tiirkge ile iletisime
girdigini kaydetmistir (krs. age. s. 179). Bunun disinda genel olarak ifade etmek gerekirse, Ercan’in
aile ortamindaki yasantilarina dair bilgi edinebilmek igin yoneltilen sorulara verilen cevaplarin nesnel
olmadig1 sOylenebilir. Bir bagka ifadeyle, cocugun giindelik hayati ebeveynleri tarafindan idealize
edilerek aktarilmaktadir. Ercan’in ebeveynlerine gore, cocuk pedagojik acidan zararli higbir sey
yapmamakta, bilgisayar araciligiyla Ingilizce, Japonca gibi dilleri 6grenmekte, kitaplara bakip
hikayeler kurgulamaktadir (krs. age. s. 176). Goriismelerden elde edilen bir diger dikkat ¢ekici unsur,
Ercan’in babasiin gerek genel anlamda gerekse anaokulu biinyesinde gerceklesen sosyal iligkilere ve
etkilesime deger atfetmemesi, aile kurumunu kendi kendine yeten bir yap1 olarak goriiyor ve
degerlendiriyor olusudur. Babanin goriisiine gore higcbir sosyal iliski aile iginde gerceklesen iligkiler
kadar saglikli olmamakla beraber, kalabalik aileler her anlamda kendi kendine yetmektedir. Babanin
dil konusundaki diigiinceleri de kayda degerdir. Ercan’in iki dili birbirine karistirdigi durumlarda baba,
¢ocugu ignore etmek, cocugu duymazliktan gelmek yoluna gitmektedir (age. s. 178).

HAVAS 5 Sonuclan — Giiz 2010

“Gorevi Yerine Getirme” (A) kategorisinde ¢ocuklardan beklenen iginde “Kedi ve Fare”
karakterlerinin basrol oynadigi hikdyeyi olup biteniyle dogru bir sekilde betimleyebilmeleridir. Bu
boliimde ulasilan maksimum puan 36’dir. Alman dilinde yapilan HAVAS 5 goriismelerinde ¢ocuklarin
ortalama 19 puana ulastigi goriilmistiir (krs. Reich ve Roth, 2004, s. 8). Yapilan ilk goriismede
Ercan’in bu kategoriden 13 puan elde ettigi ve Hamburg 6rnekleminin ortalamasi olan 19 puanin
altinda bir skor elde ettigi goriilmiistiir. Ercan ile yapilan HAVAS goriismesinin transkripsiyonundan
hareketle, Ercan’in bir¢ok sahneyi; ya neredeyse hig, ya da kismen anlatmis ve betimlemis oldugu
sonucuna ulasilmaktadir. Bazi yerlerde de resimleri tasvir edebilmek i¢in gereksinim duyulan anahtar
fiilleri kullanamamustir (Pmnar, 2015a, s. 186).

Goriismenin en dikkat ¢eken noktalarindan birisi, gériismenin birkag kesitinde Ercan’in gériismeciden
rol ¢calmasi, baska bir ifadeyle belirli araliklarla goriismecinin roliinii iistlenmesidir. Ercan, HAVAS
goriigsmesi sirasinda, kendisinin cevaplamasi gereken sorulari goriigmeciye yoneltmis, goriismeciye
adeta hikayeyi tasvir ettirmistir. Ercan goriismeciye: “Was macht noch die Kitzchen?” (Kedicik baska
ne yapiyor?) ve: “Vogel was machen?” (Kus ne yapmak?) gibi sorular yoneltip, gériismeciden
hikdyenin ana hatlarini ortaya koyan su yanitlar1 almistir:

e _Die Katze ist da auf den Baum hinaufgeklettert.*
e .. Und sitzt ganz oben und der Vogel ist weggeflogen.*
e _Ich glaub, der (Vogel) erschreckt sich. “
Ceviri metin:
e “Kedi burada agaca tirmanmis”
e ‘“‘ve en liste oturuyor, kus ise ugup gidiyor”
e “Sanirim, kus iirkiiyor”

Gorlismenin sonunda Ercan’a hikdyenin belli bash yonlerini ne derece anlamis oldugunu
kavrayabilmek i¢in: “Kedi agliyor, fakat neden?” (Sie weint. Aber warum?) seklinde bir ek soru daha
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yoneltilmistir. Bu soruyla hedeflenen, Ercan’in en azindan resimlerle anlatilmak istenen dykiiye bir
nebze de olsa hakim olup olmadigi hakkinda fikir sahibi olabilmektir. Ercan bu soruya: “Kedi kusu
yiyemedigi i¢in” (Weil die Katze den Vogel nicht gefressen hat) gibi gerekge bildiren bir ciimle ile
yanit verememistir. Ercan’in verdigi yanit: “‘Himm, ben yukar1 tirmanmak istiyorum, ziplama
istemiyorum” (Ahm, ich will raufklettern, ich will nicht spring) olmustur.

Ercan “Iletisimsel Yeterlilik” (B) kategorisinde, 16 puan iizerinden diisiik bir puan olarak
degerlendirilebilecek bir skor (6 puan) elde etmistir. Gériismenin genelinde gocugun konusmasinin
akici olmadigl ve zaman zaman da anlasilir olmayan kelimeler telaffuz ettigi anlasilmigtir.

HAVAS 5’in bir diger 6l¢lim araci olan: “Kelime Dagarcigi” kategorisinde, Ercan’in gériisme boyunca
kullandigz fiiller — her fiil bir kez olmak kaydiyla — tek tek sayilmigtir. Hamburg 6rnekleminin
Almanca dilindeki ortalama degeri ¢ocuk basina 11,5 fiil olarak hesaplanmistir (krs. Reich ve Roth,
2004, s. 13; Reich ve Roh 2005, s. 17). Ercan’in fiil bazli kelime dagarcig1 boliimiinden elde ettigi skor
ortalama deger olan 11,5 puanin iizerinde olup, Ercan bu kategoride toplam 13 puana ulagmustir.

“Dilbilgisi” (D) alaninda hesaplama bu kez puan iizerinden degil, 5 ayr1 seviye bazinda (Seviye I — V)
yapilmaktadir. Bu alanda istatistiki olarak saptanmig referans degeri mevcut olmasa da, yapilan
arastirmalar ¢ocuklarin ilkokulun birinci sinifinda I'V. Seviyeye ulastiklarini géstermektedir (krs. Reich
ve Roth, 2004, s. 15). Cocuklar bu kategoride di’li gegmis zaman (Partizip Perfekt) kullanmak
suretiyle IV. Seviyeye ulasabilmektedirler.

Ornegin: “Kedi aglad1.” (Katze hat geweint) ya da: “Kedi zipladi.” (Katze ist gesprungen).

Bu beceri alaninda, istence kipinin (Konjunktiv 2) kullanildigi durumlarda ancak V. Seviyeye
ulasilmaktadir.

Ornegin: “Ben olsam onu yerdim” (Ich wiirde ihn fressen) ya da: “O zaman asag1 ucardim” (Dann
wiirde ich runterfliegen).

HAVAS 5 goriismesinde Ercan’in “Dilbilgisi” kategorisinde II. Seviyeye eristigi izlenmistir.

Son beceri alam olan “Ciimle Uretimi” (E) kategorisinin Almanca siiriimiinde, ortalama deger
bulunmamakla beraber, 6zellikle dilbilim alaninda ¢ocuklarm ilkokul birinci sinifa basladiklarinda
climle iiretimi kategorisinde genellikle [V. Seviyeye — en yiiksek seviye 5’dir — ulastiklar1 diislincesi
hakimdir (Reich ve Roth, 2004, s. 6; 19). Ercan, HAVAS goriismesi esnasinda; ilgi zamirleri
(Relativpronomen), baglaglar ya da dolayli soru ciimleleri (indirekte Fragesétze) ile ciimleleri birbirine
baglayamamis ve yan climleler iiretememistir. Dolayisiyla Ercan climle iiretimi alaninda 1. Seviyede
kalmistir. Ercan’in HAVAS 5 Sonbahar 2010 goriismelerinden elde ettigi sonuclar agagidaki tabloda
yer aldig1 seklindedir:

Tablo 1.

HAVAS 5 2010 sonbahar dil degerlendirme sonuglari
A Gorevi Yerine Getirme: 13 Puan.
B. Iletisimsel Yeterlilik: 6 Puan.
C. Kelime Dagarcig:: 13 Puan.
D. Dilbilgisi: 1l. Seviye
E. Ciimle Uretimi: I. Seviye
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HAVAS 5 Sonug¢lan — Yaz 2011

Ercan, ilk anaokulu yilinin son giinlerinde Haziran 2011°de bir ikinci kez HAVAS 5 gorlismesine
almmustir. Yapilan degerlendirmelere gore, Ercan’in “Gdrevi Yerine Getirme” (A) kategorisinde 14
puana ulastigi saptanmistir (Pmar, 2015a, s. 190). Ercan’in ulastig1 puan, ilk yapilan HAVAS
goriismesinde elde ettigi sonucla kiyaslandiginda, cocugun bu beceri alaninda sekiz aylik periyotta 1
puanlik bir artig kaydettigini gdstermektedir. Bir¢ok sahne, odak ¢ocuk Ercan tarafindan ayrintili
betimlenememis, daha ¢ok ¢esitli imalarla dile getirilebilmistir. Bazi sahneler ise hig tasvir
edilmemistir. Bu anlamda, “Gdrevi Yerine Getirme” kategorisinde, ilk gorlismeye kiyasla dnemli bir
ilerlemenin olmadig: ifade edilebilir.

Yukarida ifade edilen diisiinceyle tezat olusturacak bir bigimde, Ercan’in “Iletisimsel Yeterlilik” (B)
alaninda 3 puanlik bir artis yakaladigi ve 9 puana ulastig1 gézlemlenmistir. Ozellikle konusmanin
stirekliligi ve akiciligi noktasinda sonbaharda yapilan goriisme kayitlarina kiyasla belirgin ilerlemelerin
oldugu vurgulanabilir. Ercan’in son gériismede di’li gegmis zaman kipinde iirettigi su ifadeler bu
bilgiyi destekler niteliktedir:

“O (kus) uctu ve sarki yapt1 ve sevimli kedicik o korkuyor”.
(,,Sie hatte geflogen und sie hat Lied gemacht und Mietze Kétzchen sie hat Angst.*)

Konugmanin akicilig1 bazi anlarda sekteye ugrasa da, genele bakildiginda telaffuzda bir berraklagsma ve
kelimelerde anlasilirlik noktasinda bir iyilesmeden s6z etmek miimkiindiir (age., s. 190).

Ercan, resimleri hikdye ederken toplam 11 ayr1 fiil kullanmis, dolayisiyla “Kelime Dagarcigi” (C)
kategorisinde toplamda 11 puana erigsmistir. Bu deger, Ercan’in bahar doneminde ulastig1 puanin 2
puan altindadir. Cocugun kelime dagarciginda azalmanin meydana geldigini ifade etmek, dil edinim
siirecinin isleyis yasalarryla ortiismeyecektir (Pinar, 2015a). Goriismeden elde edilen transkripsiyonun
derinlemesine incelenmesi, Ercan’in son katildigt HAVAS 5 goriismesinde bir 6nceki goriismede
basvurdugu: “kommen, spielen, gehen ve schlafen” (Sirayla: gelmek, oynamak, gitmek, uyumak) gibi
fiillere bu kez yer vermedigini ortaya koymaktadir. Ercan bu kez: “hiipfen, fliegen, ve singen”
(sicramak, ugmak ve sarki sdylemek) gibi resimlerin betimlenmesi i¢in “anahtar kelime” diye
nitelendirilebilecek fiillere bagvurmustur. Bu acidan bakildiginda, kelime dagarciginda herhangi bir
“azalma” dan degil, “secicilik” ten bahsedilebilir.

Dilbilgisi (D) kategorisinde ise, Ercan’in anlamli bir ilerleme kaydettiginden bahsedilebilir. Yukarida,
bu beceri alanindaki ortalamanin IV. Seviye oldugu bilgisi paylasilmisti. Ercan’in bu kategoride
ortalama diizeye ulasip, [V. Seviyeye ilerledigi goriilmektedir. Goriisme kaydinda: “Kedicik uctu” (Sie
(Kétzchen) ist geflogen) gibi gegmis zaman kipinde olusturulmus ifadelere rastlanmustir.

Ercan dile getirdigi hikayede her hangi bir baglag ya da ilgi zamiri ile yan ciimle {iretememis, bunun
bir sonucu olarak da “Ciimle Uretimi” (E) kategorisinde I. Seviyede kalip, bahar 2010°daki
konumundan ileriye gidememistir. Ercan’mm HAVAS 5 2011 yazindaki goriismelerden elde ettigi
sonuclar asagidaki tabloda topluca aktarilmaktadir:
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Tablo 2.

HAVAS 5 2011 yaz dil degerlendirme sonug¢lari
A Gorevi Yerine Getirme: 14 Puan.
B. Tletisimsel Yeterlilik: 9 Puan.
C. Kelime Dagarcig1: 11 Puan.
D. Dilbilgisi: V. Seviye
E. Ciimle Uretimi: l. Seviye

HAVAS 5 Sonuclarimin Karsilastirmali Sunumu

Ekim 2010°da uygulanan HAVAS 5 dil becerileri tanilama aracindan elde edilen sonuglar ile Haziran
2011 sonuglar1 karsilagtirildiginda, Ercan’in dil becerilerinin 2 alanda kiigiik oranlarda iyilesmis
oldugu sdylenebilir. Bunlar su kategorilerdir:

e Gorevi Yerine Getirme (1 puanlik artig)
e lletisimsel Yeterlilik (3 puanlik artis)
Anlaml1 bir artisin oldugu beceri alani ise:
¢ Dilbilgisi (II. Seviye’den IV. Seviyeye yiikselis) alanidir.

Fiillerin ciimle i¢inde dogru yerde kullanilip, kullanilmadig ve fiil ¢ekimlerinin dilbilgisel kurallara
uygun olup olmadig1 hususlarinin degerlendirildigi “Dilbilgisi” beceri alaninda Ercan’in IV. Seviyeye
ulast1g1 goriilmektedir. Bu alandaki artis anlamli olarak degerlendirilebilir. Ote yandan, bu beceri
alaniyla ilgili referans degeri bulunmamaktadir. Cocuklar, ilkdgretimin birinci sinifina geldiklerinde
IV. seviyeye ulasmis olurlar (krs. Reich ve Roth, 2004, s.15). Asagidaki siitun grafiginde Ercan’in
2010 sonbahar1 ve 2011 yazinda HAVAS 5 goriismelerinden elde ettigi puanlar aktarilmaktadir.

E Sonbahar 2010
M Yaz 2011

i Ortalama

M En Ust Seviye

Grafik 1. Ercan’in HAVAS 5 sonbahar 2010 — yaz 2011 degerlendirme sonuglar
Gosterge: A — Gorevi Yerine Getirme, B — Iletisimsel Yeterlilik, C — Kelime Dagarcig1, D — Dilbilgisi, E — Ciimle Uretimi.

HAVAS 5 aracihigiyla elde edilen sonuglar ile gozlem raporlarinin incelenmesi ile ulasilan bilgiler
(Pmar, 2015, s. 133ff.) karsilastirildiginda her iki yontemin uygulanmasiyla elde edilen verilerin
birbiriyle ortiismekte oldugunu gostermektedir. Gozlem raporlarinin kronolojik olarak ele alinmasi,
Ercan’in asagidaki dil becerilerinde ilerlemeler kaydettigine dair kanitlar sunmaktadir:
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o Gorevi Yerine Getirme
e Iletisimsel Yeterlilik
e Dilbilgisi

Asagidaki grafik Ercan’in ilk anaokulu yilindaki dil becerilerindeki degisimin asgari diizeyde
seyrettigini betimlemektedir:

15
10
5
0 A. Gorevi B
oorevil - B ¢ Kelime|  D. | E.Cumle
Yerine | lletigimsel Dagarcigi | Dilbilgisi | Uretimi
Getirme | Yeterlilik garcis 8
e=g=»Sonbahar 2010 13 6 13 2 1
efieyaz 2011 14 9 11 4 1

Grafik 2. HAVAS 5 degerlendirme sonuglarinn karsilastirmaly sunumu

Gerek video kayitlarinin gerekse gézlem raporlarinin incelenmesi, HAVAS 5 ile paralel bir bigimde
Ercan’in kompleks yapilar olusturmadigini ve bagla¢ kullanimu ile yan ciimle tiretemedigini (E. climle
iiretimi alani) géstermektedir (Pmar, 2014; Pinar, 2015a). Dikkate deger bir baska nokta, Ercan’in
Haziran 2011°de yiiriitilen HAVAS 5 goriismesinde Ekim 2010°daki ilk gériismeye kiyasla kelime
dagarcigi kategorisinde daha diisiik bir performans gdstermis olmasidir. Bu durumu destekleyecek
herhangi bir ipucuna ne gézlem raporlarinda ne de video kayitlarinda rastlanmistir. Bu anlamda,
tartisilmaya deger olan nokta: Ercan’in anaokulunda 2011 bahar1 ve bunu takip eden siirecte yogun bir
bicimde sosyal iletisim sorunlari ile karsi karsiya gelmis olmasi ve bu zaman zarfinda epey duygusal
gerilimler yagamasidir. G6zlem raporlarinin analizi, Ercan’in bu gerilimleri asmak noktasinda zaman
zaman saldirgan davranislara yoneldigi, bazi durumlarda ise i¢e kapandigin1 dogrulamaktadir (krs.
Pinar, 2015a, s. 106, 118, 123). Tkinci HAVAS goriismesi Haziran ayinda yapildigindan, Ercan’in bu
evrede duygusal anlamda baski altinda oldugu sdylenebilir. Goriisme esnasinda kendisine gosterilen
resimleri betimlemek konusunda — 6zellikle ilk goriismeye kiyasla — diisiik bir arzu gosterdigi,
cocugun kendisini geri ¢ektigi goriilmektedir. Her iki HAVAS goriismelerinin ses kayitlarina
bakildiginda, Ercan’in son goriismede kisik sesle konustugu, ses tonunun canli olmadigi bilgisine
ulagilmaktadir.

Sonu¢ ve Tartisma

Okul 6ncesi alaninda yapilan mevcut arastirmalar cocuklarin basar1 ya da basarisizliginda en 6nemli
faktoriin daha ¢ok 6gretmen ve onun uyguladigi egitim 6gretim etkinliklerinin oldugu diisiincesinden
hareket etmektedir (krs. Datler vd., 2011). Arastirmanin omurgasini olusturan gozlem raporlart ve
video kayitlarmin analizinden elde edilen veriler ise, odak gocugun anaokulunda akranlari ile yasadigi
deneyimlerin ve ¢ok ¢esitli bilgi alis verislerinin de biligsel anlamda ve dil gelisimi noktasinda 6nemli
bir faktor olarak ele alinmasi gerektigine isaret etmektedir. Anaokulu 6gretmeninin yer almadigy,
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didaktik olarak yapilandirilmamig serbest zaman etkinliklerinde, odak ¢ocugun akranlari ile yasadigi
olumlu deneyimler ve ¢ocugun duygusal anlamda iyilik hali dil performansini olumlu bir bigimde
etkilemektedir denilebilir. Raporlar; grubun digina itilme, reddedilme, uyum eksikligi, anaokulu
Ogretmeninin didaktik dayatmalari, isteksizlik ve ilgisizlik gibi durumlar karsisinda odak ¢ocugun ice
kapandigim ve daha az konustugunu gostermektedir. Odak gocugun akranlari ile bir ahenk igerisinde
iletisim kurabildigi, oyunun ya da grubun bir pargasi olabildigi birgok etkilesim deneyiminde ¢ocugun
gerek anadili olan Tiirk¢e’de gerekse ikinci dili Almanca’da tek kelime ya da iki kelimeden olusan kisa
ifadelerin tesine gecerek nispeten daha karmasik ctimleler kurdugu veya kurmaya ¢aligtigi izlenmistir.
Odak ¢ocugun akranlariyla birlik ve beraberlik i¢inde olmak, onlarla bag kurabilmek adina yogun bir
i¢sel arzu duydugu, bu arzu ile beraber gelisen enerjinin onu konugmaya sevk ettigi gézlemlenmistir.
Viyana Universitesi’nin yiiriitt{igii arastirma projesi cercevesinde gdzlemlenen odak ¢ocuklardan bir
digeri olan Elif (4 yas) ile ilgili yapilan ¢caligmalar (Polzer, 2012) bu diisiinceyi destekler nitelikte olup,
ilgili gézlemler; arzu ger¢eklesmesinin yasandigi, uyum i¢inde deneyimlenen etkinliklerde, aidiyet
duygusunun 6ne ¢iktig1 grup etkinliklerinde ve sabah rutinlerinde dilin kullanimina yo6nelik istegin
arttigini gostermistir.

Ote yandan, gerek Ercan gerekse diger 3 odak ¢cocugun ilk anaokulu yillarinda ikinci dilleri olan
Almanca’da anlamli ilerlemeler kaydetmedigi sdylenebilir (Datler vd., 2012). Gozlemlerin yapildigi
bir yillik siireg icerisinde Ercan ile paralel bir bicimde; yan climle {iretimi, bagla¢ ya da dilek kipi
(Konjunktiv) kullanimi konusunda diger odak ¢ocuklarin dil performanslarinda da herhangi ipucuna
rastlanmamustir (Polzer, 2012; Sentepe 2001 ve Cat 2011). Cocuklar konusmalarinda daha ¢ok
basmakalip ve basit yapilara basvurmaktadir. Genel olarak, ¢ocuklarin ilk y1l bazi temel dil bilgisel
yapilari, ikinci yillarinda ve ilerleyen zamanlarda karmasik yapilar1 kullanabildikleri ifade edilebilir.
Gozlem raporlarinin geneline bakildiginda; ailelerinden ayrilan, yeni bir dil sistemi ile kars1 karsiya
gelen bu ¢ocuklarin basta uyum sorunlarinin iistesinden gelmeye ve yeni kosullara alisabilmeye gayret
gosterdikleri anlasilmaktadir (Pinar, 2015; Polzer, 2012; Sentepe 2001; Cat, 2011). Bu baglamda,
ikinci anaokulu yilin1 da i¢ine alan daha uzun soluklu aragtirmalarin yapilmasina gereksinim vardir.

Fatke’nin de ifade ettigi gibi (1994), vaka ¢aligmalarindan elde edilen bilgi ve bulgular salt vaka
calismasinin merkezindeki miinferit ya da tekil olaylarin incelenip, aciklanmasinda basvurulan sinirl
bilgiler olarak diisiiniilmemelidir. Vaka ¢aligmasi ile ortaya konan birtakim sonug, dneri ve
degerlendirmeler bir¢cok olgunun anlasilmasinda fikir verici ve aydinlatici olabilmektedir. Diger
taraftan, bu caliymada ifade edilen hususlarin bir vaka ¢aligmasinin analizinden dogan sonuglari
icerdigi goz ard1 edilmemelidir. Daha kesin ifadelere bagvurabilmek, genelleme ya da mukayese
yapabilmek i¢in burada ifade edilen diisilinceler ile karakteristik olarak ortiisecek ya da ayrisacak daha
fazla gorgiil caligmaya ve gozleme dayali vaka ¢aligmasia gereksinim vardir (krs. Fatke, 1995, s.
687).
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Extended Abstract

First of all, it should be pointed out that the social sciences, especially: educational sciences,
linguistics, and psycholinguistics had a restrained position and disinterest towards the impact of
emotions on the learning abilities of preschoolers and emotions had been known as dysfunctional
phenomena for a long time. Generally, it is currently widely agreed that the emotions might have a
constitutive role in children’s language development. Nevertheless, very few studies are available in
this area. The present paper is an attempt to investigate the emotions and the peer interactions with
particular focus on second language acquisition in the kindergarten.

Traditionally, researchers have sorted developmental processes and changes in early childhood into
separate categories- cognitive, language, emotional, physical, and social development. At the present
time, it is widely agreed that development in each of these areas, however, affects and interacts with
every other type. On the other hand, it should be highlighted that the relationship between emotions
and language is currently still largely unexplored area of research (cf. Liidtke 2012). In order to further
understand the possible relationship between emotions and language and to observe children’s peer
interactions in Kindergarten, an empirical research project “Language acquisition and everyday life
multilingualism in the kindergarten” has been carried out by the University of Vienna with the
participation of educators, psychologists and linguists in 2010 (Datler, et.al. 2012, p:217). This study,
which is part of this research project, aims to investigate the role of peer relationships and daily
experiences between the children in the nursery school and describe the importance of emotional
factors in learning processes and in daily activities in Kindergarten within the interactions with
particular focus on second language acquisition. In order to achieve these goals, a boy called the
examined child “Ercan” with a small knowledge of German at the age of 5 was investigated during his
first year in the nursery school in Vienna with different methods and tools. This study is based upon
Young Child Observation according to the Tavistock Model, the analysis of videos, a tool to define
language competence (HAVAS 5) and an interview with the examined child’s parents.

Analysis of the results, with emphasis on the particular requirements of the case study report and video
materials, shows that the examined child Ercan experiences several situations as stressful and
burdensome, nevertheless trying to communicate with other children and adults. In this regard, it can
be assumed that the examined child successfully regulates his negative emotional experiences in many
situations. Thus the boy is encouraged to develop his language skills of his second language German.
Specifically, it can be shown that the examined child had difficulty separation from his parents and
experienced stressful situations and a moderately difficult transition at the beginning of the
kindergarten year, especially during the first few weeks of school. It can be stated that he became more
able to establish contact and to interact with peers and teachers, in his second month of kindergarten.
Our findings together with the observations suggest that anger, resentment and tendencies towards
aggression occur in examined child Ercan when he wishes to do something he is not allowed to do and
when he moderately rejected by peers. He exhibited a range of aggressive behaviours, including
physical aggression to peers and this is infrequently observed from beginning of the fourth Month until
his last month in Kindergarten.

The Child Ercan was tested two times in the fall of 2010 and summer 2011 using the profile analysis
approach applied to oral discourse HAVAS 5, an instrument of the federal state of Hamburg, designed
for use with pupils aged five to six years who are in the transitional phase between kindergarten and
primary school. As a result, it was concluded that Ercan makes slight improvements in his second
language skills in his first year in Kindergarten. The reason for this may be that the child Ercan needs
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an acclimatization period both for the new environment and the complex structures of his second
language.

As a result of his natural desire to interact and communicate with peers, to feel connected to others, and
to be a part of the group he tries to communicate with peers and adults in his second language German
from beginning to end in kindergarten. The examined child Ercan feels the desire to communicate with
children and teachers in his second language German and this leads to interactive-exchange processes,
which stimulate and improve his second language skills. In summary, it can be said that the quality of
interaction and positive emotional experiences in peer group have a significant influence on language
development. In accordance with other observations from the research project (Polzer, 2012; Sentepe,
2011; Cat, 2011) can be noted that the sense of community and togetherness and the energy from the
connectedness in the peer group stimulate cognitive flexibility and the skills in second language. The
main results recommend taking the impact of children’s activities on interaction and developing
language competences greater into account than it is often the case with studies concerning early

childhood education.
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Meta-Sentez: Kavramsal Bir Coziimleme
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Ozet. Meta-sentez arastirmalar, belirli bir alanda yapilan calismalarin nitel bulgularinin; yorumlanmasini,
degerlendirilmesini, benzer ve farkli yonlerinin ortaya konulmasini ve yeni ¢ikarimlar yapilmasini amaglayan ¢alismalardir.
Meta-sentez yontemi ilk olarak 1988 yilinda egitim alaninda kullanilmasina ragmen ilerleyen yillarda yaygin olarak tip ve
hemsirelik alaninda kullanilmustir. Bununla birlikte son yillarda, ulusal ve uluslararasi alanyazinda egitim alanindaki meta-
sentez caligmalarinin da yayginlasmaya basladigi goriilmektedir. Tiirkiye’de yapilan meta-sentez ¢alismalari incelendiginde
meta-sentez yonteminin arastirmacilar tarafindan farkli sekillerde kullanildigi gériilmektedir. Bu caligmanin amaci, meta-
sentez ile ilgili kavramsal bir ¢dziimleme yapmak ve ayni zamanda ortaya ¢ikan sonuglari tartigmaktir. Bu baglamda 6ncelikle
meta-sentez kavraminin tarihsel gelisimi ve bu siire¢ boyunca nasil algilandig1 agiklanmustir. Sonra da meta-sentez
¢alismalarinin nasil yapilmasi gerektigi ve bu ¢aligmalarin gegerlik-giivenirliginin nasil saglanabilecegi anlatilmistir.

Anahtar Sozciikler: Meta-sentez, nitel caligmalar, gegerlik ve giivenirlik, kavramsal ¢éziimleme.

Abstract. Meta-synthesis is a systematic review that evaluates number of interrelated qualitative studies. Although meta-
synthesis method was used for the first time in an educational research in 1988, it has been appeared widely in medicine and
nursing researches. Nevertheless, there is a growing interest in meta-synthesis in the field of education in Turkey and abroad
in recent years. As a result of literature review of meta-synthesis, we noticed that this method is been applied in different ways
by different researchers in Turkey. The purpose of this study is to explain the historical development of meta-synthesis, the
different perceptions of meta-synthesis during this development, how to perform a meta-synthesis research, and how to
provide reliability and validity of a meta-synthesis research. A concept analysis method was utilized to achieve this goal and
the findings were discussed in detail.

Keywords: Meta-synthesis, qualitative studies, reliability and validity, conceptual analysis.
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Giris

Tiim alanlarda oldugu gibi sosyal bilimler alaninda da hizli bir gelisim yasanmaktadir. Bu gelisimden
aragtirma teknikleri de etkilenmektedir. Var olan arastirma yontemleri gelismekte, ayn1 zamanda yeni
yontemler de ortaya ¢ikabilmektedir. Bu baglamda meta-sentez yonteminin de belli konularda yapilmig
olan nitel caligmalarm birlikte degerlendirilmesi ihtiyacindan dolay1 ortaya ¢iktig1 sGylenebilir. Meta-
sentez yonteminin ilk kullanilmaya baslandigi 1980’lerden itibaren, yontemin adlandirilmasi ve
kavramsallastirilmasina yonelik arastirmacilar arasinda goriis farkliliklarmin oldugu sdylenebilir.
Meta-sentez kavrammin farkli isimler ile ifade edilmesi, bu kavram kargasasinin bir sonucu olarak
gosterilebilir. Bu nedenle meta-sentez yonteminin ne oldugu ve nasil algilandigina iligkin kavramsal
bir ¢goziimlemeye ihtiya¢ duyulmaktadir. Dolayisiyla bu ¢aligmanin, meta-sentezin farkl
yorumlanmasinin nedenlerini ortaya koymasi bakimindan alana katki saglayacagi diistiniilmektedir.

Uluslararasi ¢alismalar (Kennedy ve MacNeela, 2014; Wyatt, Harper ve Weatherhead, 2014; Aspfors
ve Fransson, 2015; Brown ve Lan, 2015; Ennals, Fossey ve Howie, 2015; Shaw, Sherman ve Fitness,
2015; Staneva, Bogossian ve Wittkowski, 2015; Walsh, Hochbrueckner, Corcoran ve Spence, 2015;
Yildirim, Kursun ve Goktas, 2015; Andrews ve Harlen, 2016; Brannigan, Galvin, Walsh, Loughnane,
Morrissey, Macey, Delargy ve Horgan, 2016; Rasmussen ve Uhrenfeldt, 2016; Topcu, Buchanan,
Aubeeluck ve Garip, 2016; Wadham, Simpson, Rust ve Murray, 2016; Wilson ve Murray, 2016)
incelendiginde meta-sentezin nitel verilerin yorumlanmasi ve degerlendirilmesinde kullanildigi
goriilmektedir. Tiirkiye’de yapilan ¢alismalar (Akiiziim ve Ozmen, 2014; Serbest, 2014; Kincal ve
Beypinar, 2015) incelendiginde ise meta-sentez yonteminin bazi ¢aligmalarda farkli yorumlandigi ve
nicel verilerin de ¢alismaya dahil edildigi goriilmektedir. Bu ¢alismada meta-sentez arastirmalarinin
nasil yapilacag: ve gegerlik—giivenirligin nasil saglanacag detaylandirilmaya calisilmustir. Ozellikle ne
tiir verilerin sentezlenmesi gerektigi konusu anlatilmistir. Meta-sentez ¢aligsmalar ile ilgili yapilan
yanlis yorumlamalara deginilmis ve meta-sentez ¢alismalarinda yapilmasi gereken islemler adim adim
anlatilmigtir. Bu sekilde, yapilacak olan meta-sentez ¢alismalarinda yapilmas: muhtemel hatalarin
oniine gecilmeye calisilmistir. Meta-sentez ¢alismalarmin Tiirkiye’de yeni yayginlasmaya baslandigi
g6z Oniine alindiginda, bu ¢alismanin bir farkindalik olusturacagi ve dolayisiyla alana katki
saglayacag diistiniilmektedir. Bu bakimdan calismanin 6zellikle egitim bilimleri alan1 olmak iizere
sosyal bilimler ve saglik bilimleri alanlarina da katki saglayacagi beklenmektedir.

Caligmanin genel amaci, meta-sentez ile ilgili kavramsal bir ¢6ziimleme yapmaktir. Bu amaca ulagmak
icin agagidaki sorulara cevap aranmigtir:

1. Meta-sentez nedir?
2. Meta-sentez caligmalar1 nasil yapilir?

3. Meta-sentez caligsmalarinda gegerlik ve giivenirlik nasil saglanir?

Meta-Sentez Nedir?

Meta-sentez calismasi ilk olarak 1988 yilinda Noblit ve Hare tarafindan egitim alaninda yayimlanmis
kiiltiir caligmalarinin bulgularini birlikte degerlendirmek amaciyla yapilmistir. Noblit ve Hare bu
arastirma yontemini “meta etnografi” seklinde adlandirmiglardir. Noblit ve Hare (1988) meta
etnografiyi, nitel caligmalarinin birbirine ¢evrildigi bir sentez yaklagimi, ¢aligmalarin sonuglarini
resmetmek icin kullanilan sistematik bir karsilastirma veya nitel ¢aligmalarin bulgularinin
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karsilastirilmasi veya birlestirilmesi ile olusturulan kuramlar, iist anlatilar, genellemeler ve
yorumlamali ¢eviriler seklinde tanimlamiglardir.

DeWitt-Brinks ve Rhodes (1992) meta-sentez kavramini nitelin meta-analizi seklinde
isimlendirmislerdir. DeWitt-Brinks ve Rhodes (1992) nitelin meta-analizini, bilimsel yayinlarin temel
aldigi nicel verilerden ziyade nitel arastirmalarin bulgularinin sentezlemesi siireci seklinde
tanimlamiglardir. Meta-sentez ¢aligmalarinda arastirmaci istatistiksel ¢éziimlemelerden daha ¢ok,
senteze dahil ettigi her bir caligmanin bulgularim betimleyen ve agiklayan betimleyici anlatilara
giivenir. Paterson ve Canam’in (2001) meta-analizi ve meta-sentezi birlikte ele alip “meta ¢galigmalar”
seklinde isimlendirdikleri goriilmektedir. Bu aragtirmacilara gore meta galigmalar; kuram, yontem ve
veri baglamlarinda degisik seviyelerde iiretilmis mevcut sosyolojik bilgi gruplarinin ¢dziimlenmesi i¢in
kullanilan sistematik bir yaklagimi agiklar. Bu nedenle meta ¢aligmalar nitel ¢aligmalarin bulgularmin
degerlendirmesinin ve sentezlemesinin yani sira meta veri analizi, meta yontem veya meta kuram
olarak bahsedilen ¢alismalari bir araya getirerek bir meta-sentez {iretmeyi amaglar. Bu ise son derece
bliyiik ve emek isteyen bir istir. Thomas ve Harden (2008) ise bu kavrami tematik sentezleme metodu
olarak yorumlamiglardir. Tematik sentezleme yapmak i¢in nitel arastirmalarin bulgularini sentezleyen
bir yaklagimin benimsenmesi gerektigini vurgulamiglardir. Bu konuda dzellikle bireylerin algilari ve
deneyimleri hakkindaki sorularin ele alindig1 degisik ¢aligmalari incelemislerdir.

Son yillarda alanda yapilan ¢alismalar (Aspfors ve Fransson, 2015; Calik ve Sozbilir, 2014; Bondas ve
Hall, 2007) incelendiginde yukarida a¢iklanan kavramlarin tek bir ¢at1 altinda ve “meta-sentez” olarak
isimlendirildigi goriilmektedir. Nitekim Calik ve Sozbilir’in (2014) meta-sentez ¢alismalarini belli bir
alanda yapilmis nitel arastirmalarin yine nitel bir anlayisla ele alinip, benzerlik ve farkliliklarmin
karsilastirmali olarak ortaya konmasi seklinde ifade ettikleri goriilmistiir. Meta-sentez alandaki
arastirmalarin siradan bir incelemesi degil, var olan nitel arastirma bulgularmin yorumsal
¢oziimlemelerine dayanan ve yeni bilgilerin gelistirildigi metodolojik bir yaklasimdir (Aspfors ve
Fransson, 2015). Patton (2014) bu tarz ¢caligmalar1 degerlendirmenin degerlendirmesi seklinde ifade
etmistir. Yine Sandelowski ve Barroso’ya (2003) gore meta-sentez, nitel arastirma bulgularmnin
birlestirildigi bir tiir entegrasyon ¢alismasidir. Meta-sentez nitel ¢caligmalarin bulgular1 karsisinda test
edilebilir hipotezler olusturmak i¢in bize imkanlar saglamigtir (Thomas ve Harden, 2008). Walsh ve
Downe (2004) meta-sentez ¢aligmalari igin benzer nitel aragtirmalarin bulgularinin yorumlanmasi
gerektigini ifade etmektedir. Bir teori olarak meta-sentez, nitel caligmalarin bulgularin
yorumlanmasini, organize edilmesini ve temalar halinde ayristirilmasini kapsar. Dolayisiyla meta-
sentez arastirmalar1 nicel ¢aligmalarin sonuclari ile ilgilenmez (Sandelowski, Docherty ve Emden,
1997). Bu tanimlamalardan yola ¢ikarak meta-sentez ¢alismalarinda sadece nitel aragtirmalarin
bulgularmi veya karma yontem ile desenlenmis ¢aligmalarin nitel bulgularini degerlendirmek gerektigi
sOylenebilir.

Meta-sentez caligmalar1 daha ¢ok tip ve hemsirelik alaninda (McDermott, Graham ve Hamilton, 2004,
Kepreotes, 2009; Martsolf, Draucker, Cook, Ross, Stidham ve Mweemba, 2010; Mudge, Kayes ve
McPherson, 2015) yapilmakla birlikte son yillarda egitim alaninda da (Beach, Bagley, Eriksson ve
Koro, 2014; Aspfors ve Fransson, 2015; Polat, 2015; Yildirim, Kursun ve Goktas, 2015)
yayginlagmaya baslanmistir. Yapilan bu ¢alismalar incelendiginde, amaca yonelik belli bir konuda
yapilan nitel aragtirmalarin sonuglarinin yorumlandigi ve degerlendirildigi goriilmektedir. Weed (2005)
meta-sentez calismalarinin, az sayidaki nitel arastirma sonuglarmin yorumlanmasini kapsadigini ifade
etmektedir. Bondas ve Hall (2007) ise meta-sentez ¢alismalari derinlemesine analiz ve zengin bir
yorum istedigi i¢in bu ¢aligmalarmn ortalama 10-12 adet arastirma ile sinirlandirilmasini tavsiye
etmektedirler. Verilen bu bilgiler degerlendirildiginde, meta-sentez arastirmalariin, belirli bir alanda
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yapilan arastirmalarin nitel bulgularinin; yorumlanmasini, degerlendirilmesini, benzer ve farkl
yonlerinin ortaya koyulmasim ve yeni bilgilerin gelistirilmesini amaglayan ¢aligmalar oldugu
goriilmektedir.

Meta-sentez caligmalarinda, betimsel igerik analiz ¢aligmalarinin aksine, az sayidaki ¢aligmalarim ele
alindig1 ve derinlemesine bir inceleme yapildig sdylenebilir. Meta-sentez ¢aligmalarida sadece nitel
aragtirmalar veya karma caligmalarin nitel boyutlar1 degerlendirmeye alinirken betimsel igerik
analizinde hem nitel hem de nicel ¢aligmalar degerlendirmeye alinir. Yine meta-sentez ¢aligmalarinda
derinlemesine sentezleme s6z konusu iken, betimsel igerik analizinde ise ¢alismalar genel hatlari ile
betimlenir.

Meta-Sentez Calismalar: Nasil Yapilir?

Nitel arastirmalarin dogasi geregi, arastirmacilar; bir konunun etkisini ve nedenlerini belirlemek,
tahmin etmek ya da topluluk i¢indeki baz1 6zellik dagilimlarini tanimlamak yerine katilimeilar i¢in bir
olgunun ne anlama geldigi ile ilgilenirler (Merriam, 2013). Nitel arastirmacilar siklikla eylemlere,
anlatilara ve bunlarm nasil kesistikleri konusuna ilgi duyarlar (Glesne, 2013). Nitekim meta-sentez
¢aligmalarini yapan bir arastirmacinin da bir konu ile ilgili yapilmis olan nitel ¢alismalara yonelik
biitlinciil bir bakis ile ortak temalara ulasmasi gerektigi ifade edilebilir. Bunun i¢in de ¢esitli tema ve
ortntiiler belirleyip analitik tekniklere odaklanmak gerekir (Glesne, 2013).

Meta-sentez caligmalar1 (Aspfors ve Fransson, 2015; Staneva, Bogossian ve Wittkowski 2015;
Campbell, Pound, Morgan, Daker-White, Britten, Pill ve Donovan, 2011; Thomas ve Harden, 2008;
Sandelowski ve Barroso, 2007; Noblit ve Hare, 1988) incelendiginde arastirmacilarin kiigiik
farkliliklarla benzer islem adimlarini takip ettikleri goriilmektedir. Bu islem adimlar1 asagida maddeler
halinde verilmis ve Sekil 1°de goérsel olarak sunulmustur. Besinci ve altinci adimlar dongiisel bir
siirecte islemektedir.

Adim 1: Arastirma sorularinin belirlenmesi.
Adim 2: Calismanin konusuna uygun anahtar kelimeler belirlenip alanyazin taramasinin yapilmasi.
Adim 3: Kaynaklarm saglanmasi, gézden gegirilmesi, kimliklendirilmesi ve degerlendirilmesi.

Adim 4: Arastirmanin dahil edilme ve hari¢ tutulma oSlgiitlerinin belirlenmesi ve degerlendirmeye
almacak ¢alismalarin secilmesi.

Adim 5: Segilen calismalarin ¢éziimlenmesi ile ortak temalar ve bu temalara ait alt temalarin
olusturulmasi, benzer ve farkli yonlerinin ortaya konulmasi.

Adim 6: Temalar cercevesinde elde edilen bulgularin sentezlenerek ¢ikarimlarin yapilmasi.

Adim 7: Siirecin ve bulgularn ayrintili bir sekilde raporlastiriimasi.
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Sekil 1. Meta-sentez arastirmasinin islem basamaklart

Meta-sentez islem adimlariin daha iyi anlasilmasi i¢in egitim ve saglik alanlarmdan birer 6rnek
asagida verilmistir. Aspfors ve Fransson (2015) mentor egitimi tizerine yapmis olduklar1 meta-sentez
caligmalarinda sirasiyla asagidaki adimlari takip etmislerdir: (1) Arastirma sorularmin belirlenmesi. (2)
Literatiiriin taranmasi: Aramada kullanilacak anahtar kelimelerin, tarama yapilacak veri tabanlarimin ve
zaman diliminin belirlenmesi. (3) Arastirma sec¢imi, siireci ve Ol¢iitleri: Baslik ve 6zetlerin okunmasi
ve daha sonra aday ¢aligmalarm tamaminin okunmasi. Caligmalarin, arastirmacilarin mentor egitimi
tanimina uygun olmasi ve arastirmalarin nitel olmasi. (4) Dahil edilen makalelerin kiinyelerinin tablo
seklinde verilmesi. (5) Igerik ¢oziimleme ydntemi ile kodlarin, kategorilerin ve ana temalarin
olusturulmasi. Incelenen calismalardan elde edilen temalarin sentezlenerek tiimevarimsal ¢ikarimlarda
bulunulmasi. (6) Veri ¢oziimleme siirecinin ve bulgularin agiklanmasi. Staneva, Bogossian ve
Wittkowski (2015) tarafindan stres bozuklugu hakkinda yapilmis olan ¢alismada izlenen adimlar da su
sekildedir: (1) Tarama Ol¢iitlerinin belirlenmesi: Veri tabanlari, zaman dilimi ve anahtar kelimeler. (2)
Dabhil edilme ve hari¢ tutulma 6l¢iitlerinin belirlenmesi: Calismalarin nitel olarak desenlenmesi ve
belirlenen konu ile ¢aligmanin konusunun uyumlu olmasi. (3) Secilen ¢alismalarin kalite
degerlendirmesinin yapilmasi: Caligmalarin yontemlerinin dogru belirlenmis olmasi, verilerin uygun
yontemler ile ¢6ziimlenmis olmas1 ve gegerlik-giivenirligin saglanmis olmasi. (4) Verilerin kodlanmasi
ve sentezlenmesi.

Meta-sentez yapabilmek icin belli bir alanda yapilmig optimum (arastirma sonunda beklenen sonuglara
ulastiracak say1 ve cesitlilikte) sayida nitel aragtirmaya ihtiya¢ vardir. Yapilan nitel calismalar o alanda
incelenen problem durumu veya kavrami agiklamaya yetecek, kuram olusturmaya yarayacak diizeyde
olmalidir. Sentezleme i¢in ana tema ve alt temalardan elde edilen sonuglarin birlikte harmanlanip
birlestirilmesi ve ¢ikarimlarin boyutlar seklinde sunulmasi gerekmektedir (Aspfors ve Fransson, 2015).
Aksi takdirde meta-sentez ¢alismasi tamamlanmis sayilmaz. Bununla birlikte ulusal alanyazinda meta-
sentez yonteminin kullanildig1 calismalar (Akiiziim ve Ozmen, 2014; Serbest, 2014; Kincal ve
Beypinar, 2015) incelendiginde bazi arastirmalarda nicel aragtirma bulgularin da ¢alismaya dahil
edildigi ve sentezleme kisminin yiizeysel yapildigi veya eksik birakildigi goriilmektedir. Bunun sebebi,
ele alinan konu ile ilgili yapilmis olan nitel caligmalarin meta-sentez yapabilmek i¢in yeterli sayiya
ulagmamis olmasi olarak gosterilebilir. Bu durum, meta-sentez yontemi ile yapilan ulusal ¢aligmalarda
heniiz istenilen kalite diizeyine ulasilamadigim gostermektedir. M. Sozbilir de bu konuda ayni1 goriise
sahip oldugunu belirtmistir (M. S6zbilir, yazara e-posta, 13.01.2016). Bir ¢alismada nitel ve nicel
arastirmalar birlikte incelendiginde, yontem olarak betimsel icerik analizi tercih edilmelidir. Ciinkii (a)
meta-sentez calismalarda incelemeye alinan arastirma sayisi (6rneklem biiyiikligii) sinirli olmaktadir
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ve (b) incelenen ¢aligmalarin sadece nitel sonuglart degerlendirilmektedir (Calik ve Sozbilir, 2014).
Meta-sentez caligsmalarinda dikkat edilmesi gereken baska bir nokta ise sentezlemenin
detaylandirilmasidir.

Meta-Sentez Calismalarinda Gegerlik Ve Giivenirlik

Tiim bilimsel ¢caligmalarda oldugu gibi, nitel arastirmalar da etik kurallar ¢ergevesinde gegerli ve
giivenilir bilgi iretme kaygisi tasir (Merriam, 2013). Nitel arastirmalarda arastirilan olgunun daha iyi
anlagilmasi i¢in miimkiin oldugu 6l¢iide birden fazla teknik kullanilir ve arastirilan konunun
ozelliklerine gore siire¢ i¢inde yeni diizenlemeler ve eklemeler yapilmasini miimkiin kilar (Yildirim ve
Simsgek, 2011). Bundan dolayi nitel arastirmalarda gecerlik ve giivenirlik arastirmanin inanirlig
acisindan 6n planda tutulmustur. Meta-sentez ¢calismalarinda gegerlik ve giivenirligin saglanabilmesi
i¢in asagidaki hususlar dikkate alinmalidir (Thomas ve Harden, 2008; Brantlinger, Jimenez, Klingner,
Pugach ve Richardson, 2005; Creswell, 2007; Kennedy ve MacNeela, 2014; Patton 2014; Aspfors ve
Fransson, 2015; Staneva, Bogoslssian ve Wittkowski, 2015):

1. Caligmanin amaci ve arastirma sorulart agik bir sekilde ifade edilmelidir.

Ornegin; Yildirim, Kursun ve Goktas (2015) calismalarinda arastirmanin amacini “bu arastirmanin
amact, bilgi islem teknolojileri (BiT) konusunda diizenlenen hizmet igi egitimlerinin (HIiE)
niteliklerini etkileyen faktérleri ortaya gikarmaktir” seklinde genel olarak ifade edip ve bu amaca
bagli kalarak;

“BIT konusunda yapilan HIE’lerin niteligini planlama asamasinda etkileyen faktérler nelerdir?
BIT konusunda yapilan HIiE’lerin niteligini uygulama asamasinda etkileyen faktorler nelerdir?

BIT konusunda yapilan HIE’lerin niteligini degerlendirme asamasinda etkileyen faktérler nelerdir?”
sorularina ayr1 ayr1 cevap aramislardir.

2. Bulgularin gecerliligi i¢in veri toplama metodu, dahil edilme ve hari¢ tutulma 6Slgiitleri detayli bir
sekilde anlatilmalidir.

Bu madde ile ilgili olarak, Brannigan ve digerleri (2016) verileri toplarken ilk 6nce hangi veri
tabanlarin1 kullanacaklarini belirledikleri (ERIC, EBSCO, SCOPUS vb.), ikinci asamada kendi
caligmalart ile ilgili anahtar kelimeler belirledikleri, {i¢iincii agamada y1l sinirlamasin1 koyup ve
bunun nedenini agikladiklar1 ve dordiincii asamada ise ¢caligsmalarin yayin diline karar verdikleri
gorilmistiir.

3. Konu ile ilgili ulasilan ¢alismalarin sayist ve bu ¢alismalardan analize dahil edilenler detayli bir
sekilde aciklanmalidir.

Douglas, Mills, Niang, Stepchenkova, Byun, Ruffini ve digerleri, (2008) calismalarinda alt1 adet
dahil edilme ve ii¢ adet hari¢ tutma olgiitii belirlemislerdir. Yaptiklari tarama sonucunda 140
calismaya ulastiklari, 105 ¢aligmanin 1. ve 3. dlgiitlere uygun olmadigi, 35 ¢alismanin nitel oldugu
ve “internet bagimlilig:” ile ilgili oldugu, son olarak da bu 35 caligmadan 25’nin ise 4. ve 6.
Olgiitlere uygun olmadigin tespit ettikleri ve sonug olarak 10 ¢calismay1 senteze dahil ettikleri

gorilmiistiir. Bu adimlari bir gorsel ile de sunmuslardir.
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4. Arastirmaya dahil edilen ¢alismalarin; metodolojisi, alani, 6rneklemi ve ¢alismanin gergeklestigi
cografya, veri toplama teknigi ve veri ¢oziimleme yontemleri belirtilmeli veya tablo seklinde
sunulmalidir. (Wyatt, Harper ve Weatherhead, 2014; Walsh ve digerleri, 2015; Wilson ve Murray
2016, galigmalar1 incelenebilir.)

5. Verilerin ¢6ziimlenmesi ve ortak temalarin olusturulmasi siireci ayrintili bir sekilde agiklanmalidir.

Wilson ve Murray (2016) baslangigta ¢alismalarin igeriklerine asina olmak i¢in ¢aligmalar bir kag
kez okuduklarini, ikinci asamada tekrar okuyup; kodlari, yorumlari ve kavramlari ¢ikardiklarini,
liclincii asamada belirledikleri kavramlari her bir ¢alisma ile karsilagtirdiklarini ve aralarindaki
iligkiye baktiklarini ve son olarak da ortak bes tema gergevesinde sentezleme ve yorumlama
yaptiklarini ifade etmislerdir.

6. Ortak temalarin belirlenmesi islemi birden fazla alan uzmani tarafindan yapilmali ve kodlayicilar
arasindaki tutarlilik saglanmalidir.

Eger calisma birden fazla kisi tarafindan yiiriitiilityorsa her bir aragtirmacinin kodlama safhasina
dahil olmas1 gerekmektedir. Sayet ¢alisma bir arastirmaci tarafindan yiriitiilityorsa baska alan
uzmanina da kodlama yaptirilmalidir.

7. Sentezleme siireci i¢in yeterli zaman harcanmali ve ayrilan zaman ¢alismada belirtilmelidir.

Aspfors ve Fransson (2015) ¢alismalarinda sentezleme siirecine Aralik 2013 tarihinde baglamis ve
Mayis 2014 tarihinde bitirmislerdir.

8. Arastirmada inanirlig1 artirmak i¢in incelenen ¢alismalarin bulgularindan kesitler sunulabilir.

(Corcoran, Crowley, Bell, Murray ve Grindle, 2012 ve Polat, 2015 calismalar1 incelenebilir.)

Sonug

Son yillarda 6zellikle sosyal bilimlerde nitel arastirmalarin 6neminin giderek arttig1 sdylenebilir.
Bunun dogal bir sonucu olarak sosyal bilimlerde yapilan nitel arastirmalarin sayis1 hizla artmaktadir.
Ayni alanda yapilan nitel aragtirmalarin birlikte degerlendirilmesi ihtiyaci meta-sentez yontemini
ortaya ¢ikarmistir. Bu yontem bir konu hakkinda yapilmis nitel arastirmalarin; verilerini, yontemlerini
veya kuramsal yoniinii derinlemesine inceleme olanagi saglar. Meta-sentez arastirmalartyla bir olgu
etraflica aciklanabilir, var olan bir kurama farkli bir bakis ac¢is1 kazandirilabilir ya da yeni bir kuram
olusumuna zemin hazirlanabilir. Bu sekilde meta-sentez ¢alismalari alana 6nemli katkilar saglayabilir.

Meta-sentez calismalar1 yogun emek ve uzun bir siire¢ gerektirir. Belirlenen alan ile ilgili incelenen
calismalarin bulgularinin derinlemesine analiz edilmesi, ana tema ve alt temalarin belirlenmesi,
yorumlanmasi ve degerlendirilmesi ¢aligmanin iskeletini olugturmaktadir. Bu nedenle meta-sentez
calismalariin saglikli bir sekilde yiiriitiilebilmesi i¢in yontem ve alan uzmanlarinin birlikte bulundugu
bir ekip ile yliriitiilmesi gerekir.

Bu calisma meta-sentezin ne oldugu, nasil yiiriitiilmesi gerektigi ve gecerlik-giivenirligin nasil
saglanmasi gerektigi konularinda, genis ve bazen de kafa karisikligina yol acabilen bir alanyazindan
elde edilen 6zlii bilgiler sunmaktadir. Aragtirma kapsaminda gergeklestirilen alanyazin taramasi
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sentezleme” ve “tematik i¢erik analizi” olarak adlandirildig1 goriilmiistiir. Meta-sentezin ge¢misten
gliniimiize birden fazla kavramla adlandirilmis olmasi kimi arastirmacilar tarafindan yanlig
yorumlanmasina neden olmustur. Bu ¢alisma alanyazinda bulunan farkli tamimlamalardan dolay1
yasanan kavram kargasasimi gidermeye ¢alismaktadir. Ayrica ¢aligma, arastirmacilarin meta-sentez
caligmalarini kuramsal dogrultuda desenlemesine yardimci olacak, farkli meta arastirma tasarimlariyla
karigtirmalarin1 6nlemeye katki saglayacaktir. Yine ¢aligmada nitel arastirmalar i¢in gerekli bir sart
olan gegerlik ve giivenirlik konusunu, meta-sentez ¢aligmalarinda nasil saglanmasi gerektigi 6rnekler
ile detaylandirilmistir. Bu sekilde meta-sentez ¢aligmalarimi yiiriiten arastirmacilara alanyazindan elde
edilen 6zIi bilgiler ile yol gdsterilmesi amaglanmistir.

Alanyazindaki ¢aligmalarinin incelenmesi neticesinde meta-sentez arastirmalarinda; nitel aragtirmalarin
bulgularmin ya da karma aragtirmalarin nitel bulgularinin ele alindig, arastirma yapilacak konu
hakkinda optimum sayida (8-12) ¢aligmanin incelendigi, incelenen konuya odaklanilmasi i¢in dahil
edilme ve hari¢ tutulma dlgiitlerinin dogru belirlenmesi gerektigi, ele alinan konu ile ilgili yapilmis
aragtirmalarin metodolojisi ve kuramsal ¢er¢evesine iligkin yorumlarin yapilabildigi, ortak temalarin
belirlenip, tematik sentezlemenin yapildigi, inandiricilik agisindan gegerlik ve giivenirligin saglanmasi
gerektigi sonuglarma ulasilmigtir.

59



Juur‘nal‘ufl du;lllatxvcRcsearcl\n;\Educatlon V0|ume 4/ |SSU€ 21 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

Kaynaklar

Andrews, R., ve Harlen, W. (2006). Issues in synthesizing research in education. Educational Research, 48(3),
287-299, DOI: 10.1080/00131880600992330.

Aspfors, J., ve Fransson, G. (2015). Research on mentor education for mentors of newly qualified teachers: A
qualitative meta-synthesis.Teaching and Teacher Education, 48, 75-86.

Akiiziim, C., ve Ozmen, F. (2014). Egitim denetmenlerinin mesleki gelisim, tiikkenmislik ve is doyumuna iliskin
bir meta-sentez ¢aligmasi. Elektronik Sosyal Bilimler Dergisi, 13(49), 31-54.

Beach, D., Bagley, C., Eriksson, A., ve Player-Koro, C. (2014). Changing teacher education in Sweden: Using
meta-ethnographic analysis to understand and describe policy making and educational changes. Teaching
and Teacher Education, 44, 160-167.

Bondas, T., ve Hall, E. O. (2007). Challenges in approaching metasynthesis research. Qualitative Health
Research, 17(1), 113-121.

Brannigan, C., Galvin, R., Walsh, M. E., Loughnane, C., Morrissey, E. J., Macey, C., Delargy, M., ve Horgan, N.
F. (2016). Barriers and facilitators associated with return to work after stroke: A qualitative meta-synthesis.
Disability and Rehabilitation, DOI: 10.3109/09638288.2016.1141242

Brantlinger, E., Jimenez, R., Klingner, J., Pugach, M., ve Richardson, V. (2005). Qualitative studies in special
education. Exceptional Children, 71(2), 195-207.

Brown, C.P., ve Lan, Y.C. (2015). A qualitative metasynthesis comparing U.S. teachers' conceptions of school
readiness prior to and after the implementation of NCLB. Teaching and Teacher Education, 45, 1-13,
http://dx.doi.org/10.1016/j.tate.2014.08.012

Campbell, R., Pound, P., Morgan, M., Daker-White, G., Britten, N., Pill, R., ve Donovan, J. (2011). Evaluating
meta ethnography: systematic analysis and synthesis of qualitative research. Health Technology
Assessment, 15(43), 35-57.

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five approaches (2nd ed.).
Thousand Oaks, CA: Sage.

Corcoran, J., Crowley, M., Bell, H., Murray, A., ve Grindle L. (2012) U.S. Latinas' knowledge and attitudes
toward mammography: Meta-synthesis. Journal of Human Behavior in the Social Environment, 22(6),
671-689, DOI:10.1080/10911359.2012.655959.

Calik, M., ve Sozbilir, M. (2014). I¢erik analizinin parametreleri. Education ve Science/Egitim ve Bilim, 39 (174).
33-38.

Douglas, A. C., Mills, J. E., Niang, M. Stepchenkova, S., Byun, S., Ruffini, C., Lee, S. K., Loutfi, J., Leg, J. K.,
Atallah, M., ve Blanton, M. (2008). Internet addiction: Meta-synthesis of qualitative research for the
decade 1996-2006. Computers in Human Behavior 24, 3027-3044, doi:10.1016/j.chb.2008.05.009

DeWitt-Brinks, D., ve Rhodes, S. C. (1992). Listening instruction: A qualitative meta-analysis of twenty-four
selected studies (Rep. No. Clearinghouse: CS507954). US: Michigan.

Ennals, P., Fossey, E., ve Howie, L. (2015). Postsecondary study and mental ill-health: A meta-synthesis of

qualitative research exploring students’ lived experiences. Journal of Mental Health, 24(2), 111-119, DOI:
10.3109/09638237.2015.1019052.

Glesne, C. (2013). Nitel arastirmaya giris (3. Basim). A. Ersoy ve P. Yalginoglu (Cev. Edt.). Ankara: Ani
Yaymcilik.

Kennedy, L. A., ve MacNeela, P. (2014). Adolescent acculturation experiences: A meta-ethnography of
qualitative research. International Journal of Intercultural Relations, 40, 126-140.

60


http://dx.doi.org/10.1016/j.tate.2014.08.012

j;)\;mal ufl Q\uz‘ll‘ilaxi;c‘ Rewarci\ n\Educahun Cllt 4 / Sayl 27 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

Kepreotes, E. (2009). The metasynthesis: Reducing the isolation of qualitative research. HNE Handover: For
Nurses and Midwives, 2(1), 47-48.

Kincal, R. Y., ve Beypnar, D. (2015). Ders arastirmasi uygulamasinin matematik 6gretmenlerinin mesleki
gelisimlerine ve 6grenme siirecinin gelistirilmesine etkisi. Mehmet Akif Ersoy Universitesi Egitim
Fakiiltesi Dergisi, 1(33), 186-210.

Martsolf, D. S., Draucker, C. B., Cook, C. B., Ross, R., Stidham, A. W., ve Mweemba, P. (2010). A meta-
summary of qualitative findings about professional services for survivors of sexual violence. Qualitative
Report (Online), 15(3), 489-506.

McDermott, E., Graham, H., ve Hamilton, V. (2004). Experiences of being a teenage mother in the UK: A report
of a systematic review of qualitative studies. Lancaster University, Lancaster.

Merriam, S., B. (2013). Nitel arastirma desen ve uygulama icin bir rehber (3. Basim). S. Turan (Cev. Ed.).
Ankara: Nobel Yayievi.

Mudge, S., Kayes, N., ve McPherson, K. (2015). Who is in control? Clinicians’ view on their role in self-
management approaches: a qualitative metasynthesis. BMJ open, 5(5), 1-11.

Noblit, G. W., ve Hare, R. D. (1988). Meta-ethnography: Synthesizing qualitative studies (Vol. 11). Newbury
Park: Sage.

Patton, M. Q. (2014). Nitel arastirma ve degerlendirme yontemleri (1. Basim). M. Biitiin ve S. Begir Demir (Cev.
Edt.). Anakara: Pegem Akademi.

Paterson, B. L., ve Canam, C. (2001). Meta-study of qualitative health research: A practical guide to meta-
analysis and meta-synthesis (Vol. 3). Sage.

Polat, S. (2015). The evaluation of qualitative studies in turkey about critical thinking skills: A meta-synthesis
study. International Online Journal of Educational Sciences, 7(3). 229-243.

Rasmussen, B., ve Uhrenfeldt, L. (2016). Establishing well-being after hip fracture: A systematic review and
meta-synthesis. Disability and Rehabilitation, DOI: 10.3109/09638288.2016.1138552.

Sandelowski, M., ve Barroso, J. (2007). Handbook for synthesizing qualitative research. Springer Publishing
Company.

Sandelowski, M., ve Barroso, J. (2003). Classifying the findings in qualitative studies. Qualitative Health
Research, 13(7), 905-923.

Sandelowski, M., Docherty, S., ve Emden, C. (1997). Focus on qualitative methods qualitative metasynthesis:
Issues and techniques. Research in Nursing and Health, 20, 365-372.

Serbest, A. (2014). Ders imecesi yonteminin etki alanlari tizerine bir meta-sentez ¢alismasi, Yayinlanmamig
Yiiksek Lisans Tezi, Karadeniz Teknik Universitesi, Trabzon.

Shaw, L. K., Sherman, K., ve Fitness, J. (2015). Dating concerns among women with breast cancer or with
genetic breast cancer susceptibility: A review and meta-synthesis. Health Psychology Review, 9(4), 491-
505, DOI: 10.1080/17437199.2015.1084891

Staneva, A. A., Bogossian, F., ve Wittkowski, A. (2015). The experience of psychological distress, depression,
and anxiety during pregnancy: A meta-synthesis of qualitative research. Midwifery, 31, 563-573.

Thomas, J., ve Harden, A. (2008). Methods for the thematic synthesis of qualitative research in systematic
reviews. BMC medical research methodology, 8(1), 1-20.

Topcu, G., Buchanan, H., Aubeeluck, A., ve Garip, G. (2016). Caregiving in multiple sclerosis and quality of life:
A meta-synthesis of qualitative research, Psychology ve Health, DOI: 10.1080/08870446.2016.1139112.

61



"ONLINE

]uu‘r‘n‘a\l‘ufl d;;{ila!i:/{c\‘l\(éscarch in Educ‘a‘ti;}i Volume 4 / ISSue 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

Wadham, O., Simpson, J., Rust, J., ve Murray, C. (2016). Couples' shared experiences of dementia: A meta-
synthesis of the impact upon relationships and couplehood. Aging ve Mental Health, 20(5), 463-473, DOI:
10.1080/13607863.2015.1023769.

Walsh, J., Hochbrueckner, R. Corcoran, J., ve Spenc, R. (2015). The lived experience of schizophrenia: A
systematic review and meta-synthesis. Social Work in Mental Health,
DOI:10.1080/15332985.2015.1100153.

Walsh, D., ve Downe, S. (2005). Meta-synthesis method for qualitative research: A literature review. Journal of
Advanced Nursing, 50(2), 204-211.

Weed, M. (2005). "Meta interpretation™: A method for the interpretive synthesis of qualitative research. In Forum
Qualitative Sozialforschung/Forum. Qualitative Social Research, 6(1), 1-21.

Wilson, H. M. N., ve Murray, C. D. (2016). The experience of deployment for partners of military personnel: A
qualitative meta-synthesis. Journal of Couple Relationship Therapy, 15(2), 102-120, DOI:
10.1080/15332691.2014.986699.

Whyatt, C., Harper, B., ve Weatherhead, S. (2014). The experience of group mindfulness-based interventions for
individuals with mental health difficulties: A meta-synthesis, Psychotherapy Research, 24(2), 214-228,
DOI: 10.1080/10503307.2013.864788.

Yildinim, A., ve Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yontemleri (8. Basim). Ankara: Segkin
Yayincilik.

Yildirim, O., Kursun, E., ve Goktas,Y. (2015). Bilgi ve iletisim teknolojileri konusunda yapilan hizmet igi
egitimlerin niteligini etkileyen faktorler. Egitim ve Bilim, 40, (178), 163-182.

Yazarlar letisim

Yrd. Dog. Dr. Seyat POLAT, Egitim Programlar1 ve  Yrd. Dog. Dr. Seyat POLAT, Mevlana

Ogretim Ana Bilim Dalinda &gretim iiyesidir. Universitesi, Egitim Fakiiltesi, Yeni Istanbul
Calisma alanlar1 arasinda; elestirel diistinme, meta- Cad. No: 235 42003 Selguklu / Konya / Tiirkiye,
sentez, egitim teknolojisi ve degerler egitimi e-posta: seyatpolat@mevlana.edu.tr

konular1 yer almaktadir.

Ogr. Gor. Osman AY, Bilgisayar ve Ogretim Ogr. Gor. Osman AY, Mevlana Universitesi,
Teknolojileri Egitimi Boliimiinde 6gretim gorevlisi Egitim Fakiiltesi, Yeni Istanbul Cad. No: 235

ve Anadolu Universitesi Bilgisayar ve Ogretim 42003 Selguklu / Konya / Tiirkiye, e-posta:
Teknolojileri Egitimi Boliimiinde doktora oay@mevlana.edu.tr

ogrencisidir. Calisma alanlar arsinda; programlama
egitimi ve infografik konular1 yer almaktadir.

62



]Qumal‘ué Q;x;;lilaxivc‘Rﬁckarcl‘\ i;;E‘d’ucaiiL;r; Cllt 4/Sayl 27 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

Extended Abstract
Introduction

There is a tremendous change in all research areas as well as in the social sciences. As a result of this,
existing research methods are improving and new research methods have emerged. Consequently, it is
possible to claim that the meta-synthesis research method was developed to meet the need of
evaluation of a number of qualitative studies that have a common interest. There is a disagreement
among the researchers on naming and conceptualization of this method in the literature since the
beginning; therefore, a conceptual analysis is needed about what the meta-synthesis is and how it is
perceived. In this way, we expect to contribute to the literature by revealing the reasons for different
interpretations of meta-synthesis method.

The review of international literature indicates that meta-synthesis is a qualitative research approach
for the synthesis of qualitative data. On the other hand, as a result of review of the national literature in
Turkey, we noticed that some of the meta-synthesis studies have included the quantitative findings of
the examined ones. The goal of this study is to provide a conceptual analysis about the meta-synthesis
and discuss the findings. The answers of the following questions will be discussed accordingly:

1. What is meta-synthesis?
2. How to conduct a meta-synthesis study?
3. How to ensure reliability and validity in a meta-synthesis study?

The first meta-synthesis study was conducted by Noblit and Hare (1988) in the context of ethnographic
research. They name this method as “meta-ethnography”. They defined the meta-ethnography as a
synthesis approach of qualitative research involving the reciprocal translation of studies. That is a
systematic comparison to draw cross-case conclusions. Meta-synthesis produces theories, grand
narratives, generalizations, or interpretive translations resulting from integration or comparison of
findings from qualitative studies. Therefore, it does not deal with the results of quantitative research. In
addition, findings of relevant qualitative studies in a field should be interpreted in a meta-synthesis
study.

Meta-synthesis studies aim to interpret, evaluate and present similar and different aspects of the
findings of qualitative studies that are carried out in a particular field. The resulting outcomes of a
meta-synthesis study are theory development, higher level abstraction, generalizability, and new
knowledge development. Contrary to descriptive content analysis, meta-synthesis involves an in-depth
study of a limited number of articles.

The researches follow the similar steps in their meta-synthesis studies in the literature: a) Determine
the research questions, b) determine the keywords and do a literature review, c) examine and identify
the selected studies, d) establish the inclusion and exclusion criteria, €) read the selected studies; create
the common codes, categories and themes, f) synthesize the common codes, categories, themes and
present the findings of this process.

There should be a critical number of qualitative studies in a field to conduct a meta-synthesis. Those
studies should provide adequate source material to explain the concept or problem situation that is
examined, or to create a new theory.
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The terms reliability and validity in a qualitative research refer to credibility, transferability,
dependability and confirmability of the study. You should take into account the following issues to
conduct a reliable and valid meta-synthesis study.

1.
2.

Results

Clearly state the aim of the study and research questions to reveal your intention.

Explain the data collection method, inclusion and exclusion criteria in details to increase
the validity of your findings.

State the number of the studies you have reached in your systematic review of the
published studies and explain the articles that were included in your study.

Specify the aim, sample of informants, data collection and analyses methods, year and
country of the studies that are included in your study. It is a good practice to present the
selected articles in a table.

Explicitly explain the data coding and analysis processes.

Let an expert group to identify the common themes and provide consistency among the
group members.

Devote an excessive amount of time for the synthesis process. Continue this phase unless
you obtain convincing final synthesis.

You may present some quoted passages from the selected studies to increase credibility of
your study.

In consequence of literature review of meta-synthesis studies, we deduced that meta-synthesis studies
only deal with the qualitative data, the optimal number of the studies is ten to twelve, it is possible to
interpret the methodologies and theoretical frameworks of the studies, common themes are determined
with the thematic synthesis method, inclusion and exclusion criteria should be determined precisely to
focus the research topic, and reliability and validity are two key terms for the credibility of the study.
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Abstract. The current study is an Exploratory Action Research and was carried out for the purpose of enhancing the efficacy
of warm-up activities used in EFL classrooms. The participants of the study were A2 (pre-intermediate) level English
preparatory students at a foundation university in Turkey, and their ages ranged from 18 to 21. The data were gathered
through two different questionnaires in the form of students’ reports in order to provide answers to two research questions.
First, an Exploratory Practice (EP) was carried out with the participation of 32 students from two skill-based listening and
speaking classes by using the first questionnaire as the data collection tool. The aim was to understand what warm-up
activities/practices meant to students and to investigate students’ perceptions on the use of warm-up activities as tools to
increase participation in classes. Following the findings of EP, an Action Research (AR) was carried out in one of the classes
with the participation of 21 students for a four-weeks period. The AR study was the implementation of the emerged themes
from the EP in the form of redesigned warm-up activities. Following the classroom implementations, the second data
collection tool, which was the second questionnaire, was distributed to the students. The findings of the second questionnaire
provided the reflections of the students on the AR study. The collected data were content analyzed and the teacher researcher
provided reflections on the overall process.

Key Words: Exploratory practice, action research, EFL classrooms, teacher’s self development

Ozet. Mevcut calisma bir kesif ve eylem arastirmasidir ve Ingiliz dili egitimi siniflarinda uygulanan 6n-hazirlik faaliyetlerinin
yeterliliklerini gelistirmek amaci ile uygulanmistir. Calismanin katilimeilar1 Tiirkiye’de bir vakaf {iniversitesinde ingilizce
hazirlik okulu’nda 6grenim goren A2 (alt orta seviye) kuru 6grencileridir. Katilimcilarin yaglari 18 ile 21 arasi degigmektedir.
Calismada veri iki adet aragtirma sorusuna cevap aramak i¢in 6grenci raporlari seklinde iki farkli anket formu kullanilarak
toplanmustir. Ilk dnce birinci data toplama araci olarak kullanilan anket formu 32 6grencinin katilimiyla kesif aragtirmasi
seklinde uygulanmistir. Amag 6n-hazirlik faaliyetlerinin 6grenciler igin ne anlama geldigini anlamak ve sinif igi katilimi
artrmak i¢in kullanimlarinda grencilerin algilarini aragtirmaktir. Kesif aragtirmasinin bulgulart tizerine 21 dgrencinin
katilimu ile bir simifta eylem aragtirmasi dort hafta boyunca uygulanmistir. Eylem arastirmasi kesif aragtirmasi sonucu ortaya
¢ikan temalar iizerine dizayn edilmis 6n-hazirlik faaliyetlerinin sinif iginde uygulanmasi seklinde yiiriitiilmistiir. Simif i¢i
uygulamalar1 sonrasinda ikinci data toplama araci olarak kullamilan anket formu 6grencilere dagitilmistir ve sonucunda
ogrencilerin eylem arastirmasi sonrasindaki algilart aragtirilmistir. Toplanan tiim veriler i¢erik analiz edilmistir ve 6gretmen-
arastirmaci tiim siire¢ ve ¢alisma ¢iktilari {izerine degerlendirmelerini yapmustir.

Anahtar Kelimeler: Kesif arastirmasi, eylem arastirmasi, ingiliz dili egitimi, 6gretmen gelisimi
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Introduction

For almost all skill-based practices for EFL classes, warm-up activities are suggested (Almarza, 1996;
Royka, 2002; Rinvolucri, 2003; Deng & Carless, 2009). Gathering the attention of students and getting
them participate in such practices may turn into a challenge for English instructors. In my own context,
I mostly attempt to use warm-up activities to engage my students into the topic and build schemas
within my classroom. Although | implement a variety of warm-up activities to motivate my students to
feel more ready for the activity, as Maznevski (1996) suggests teachers can have a clear opinion of the
students’ level of absorbing the concept that is taught, | have rarely seen so far that such practices work
well. Whether I implement the warm-up practices in course books and/or use the ones | prepare by
myself, my students are most of the time unwilling to participate in such classroom practices.

The unwillingness of my students to participate in warm-up activities puzzled me for a period of time,
and | decided to investigate the reasons behind with the active participation of my students. With such

a puzzle in my mind, my intention was first to discover the possible ways to enhance active student
participation in warm-up activities and next to investigate what students’ perceptions would be on the
use of redesigned warm-up activities based on the discoveries. On this, Mustapha, Rahman and Yunus
(2010) state, “by striving to provide a more supportive, non-threatening and open learning environment,
educators would make students feel comfortable in letting their voices be heard” (p. 1083). For
Belchamber (2007), students may need to be noticed; their interests and ambitions are key points (p.
60). By keeping those in mind, my research questions are:

1. What are EFL students’ perceptions on the use of warm-up activities to increase participation?

2. How does implementation of redesigned warm-up activities make a change in EFL students’
attitudes?

Literature Review

In this particular study my aim is first to start with an exploratory practice together with my students
and turn the whole understandings into an action research. For this, it could be reasonable to mention
teacher practitioner types and provide some background to the study. Accordingly, the importance of
warm-up activities in EFL classrooms needs to be considered.

In an experimental study conducted by Estalkhbijari and Khodareza (2012) at a university in Iran, 60
EFL students were grouped as an experimental and a control group in order to investigate the effects of
warm up tasks as classroom activities on foreign language written production. The experimental group
received treatments on warm-up tasks, and the control group received placebo. Two paragraphs of 150
words writing tasks were used as pre- and post-test. Three experienced teachers graded the student
papers. The results of the study provided that the experimental group showed better performances in
writing. The authors drew attention to the role of warm up tasks as facilitators for student involvement
in the class work in the forms of sharing answers, trying to participate, paying attention, giving the
answers, encouraging to take part in the lesson, participating as volunteers, working on the exercises,
drawing, and writing the exercises (p. 197).

Hansen and Liu (2005) point to the significance of warm-up activities in another study, which aims to
present guiding principles that teachers can utilize in their own planning and student training for
effective peer response. The authors state that in order to create an environment wherein students feel
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more comfortable to engage in negotiation of meaning and provide each other with linguistic content,
warm-up activities play supportive roles (p. 33).

On the other hand, in recent years, research area on and significance of professional development in
language teaching platforms have dramatically increased. Small-scaled classroom practices and
research related to teacher education/development have been considered as valuable educational
progresses. Such studies play significant and additional developmental roles for teachers’ professional
development. Savaskan (2013) puts emphasis on professional development of teachers and the benefits
of research development conducted by teachers as part of their professional development in their own
settings (p. 52). In this perspective, the need for local understandings of education and the need for
closing the gap between academic research and classroom practice gain importance. Whitehead (1990)
points to the failure of educational research by university academics to provide a base for professional
practice (p. 27). Practitioner research (PR) is among the alternatives to provide teachers a platform on
which they can move forward, integrate classroom practices into scientific concepts, or improve
themselves both individually and collaboratively.

Nakamura (2014) draws attention to the three concepts of Practitioner Research (PR) as Action
Research (AR), Reflective Practice (RP), and Exploratory Practice (EP). The author mentions these are
all natural and logical components of continuous professional development and are methods that
teachers observe, analyze, and improve their teaching in local contextual features (p. 105). Teachers as
practitioners enhance improvement and context-specific environments in classroom with the help of
research. Not just teachers, but also students get benefit of such a mutual development. The focus on
guality of life in classroom, involving everybody as practitioners, and working cooperatively for
mutual development are emphasized (Wu, 2006; Hanks, 2015). Collaboration between students and
teachers is similarly voiced as unavoidable and inseparable from each other (Raimann & Mongomery,
2007; Dar & Gieve, 2013).

Smith (2015) takes practitioner research to another point and provides a well-directed description
“Exploratory Action Research”, which is directly related to this particular study. He sees exploratory
action research as an eclectic combination of Exploratory Practice (EP) and Action research (AR), and
describes it simply as a logical description (for teachers and mentors) of a form of practice (p. 42). He
states:

Exploratory AR can be characterized as a gradualist approach, developed to be useful for
induction into teacher-research in difficult circumstances, whereby teachers are
encouraged first of all to engage in research-based exploration of issues arising in their
classrooms via means which do not interfere with their everyday teaching, rather than
immediately plunging into action and attempted measurement of change. Only after a
first exploratory research phase has been completed are teachers guided to consider
trying to resolve emerging issues by implementing and evaluating new actions, which
themselves are grounded in and justified by findings from the first, exploratory phase (p.
39).

Exploratory Practice (EP) emerged from two concerns “(a) the damaging split between researchers and
teachers, and (b) the high risk of burnout associated with current proposals for teacher-based classroom
research” (Allwright, 2005, p. 27). From these two concerns came what we see as an ethically
motivated approach to create learning opportunities in the classroom for developing local
understandings. Wu (2006) points to the basic understandings of EP as “quality of life,
incommunicable understandings, and puzzlement” (p. 1). EP is the understanding of life in classroom,

67



]uu‘ma‘l‘u‘f‘ Q‘ua‘lila(ivc“Rcsear‘clkl i;E‘clucati(;ﬁ Volume 4 / ISSue 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

it is questioning ‘what is inherently so?’ (Wu, 2006; Hanks, 2015). EP gives learners opportunity to
rethink their goals, share their reflections with others in groups, use their own strengths, and explore
their own ways of learning (Chu, 2013, p. 5). Allwright (2005) addresses EP as teachers and learners
work together at the level of managing learning opportunities, and try to use them productively by
working to deepen their understandings of life in the language classroom (p. 24). For Chuk (2003), EP
brings together the research and pedagogy, relies on existing pedagogical practice as a research tool,
and uses teacher and learner puzzles about classroom events. It seeks an understanding about what
happens in classrooms (p. 57).

An EP study conducted by a group of English instructors at University of Wisconsin-Madison explores
the ESL writing students’ views on feedback (Best, Jones-Katz, Smolarek, Stolzenburg, & Williamson,
2015). In this study teacher researchers had semi-structured focus group interviews with 20 students in
five focus groups. Participants were not enrolled in any classes, and they volunteered to participate.
Each interview was conducted by one of the researcher. The reason they used focus groups was to
create a collective dynamic and to open doors to students to provide their opinions, insights and
perceptions in terms of the meaning of feedback and the course they received. The session of each
group was audio-recorded which was 30-40 minutes long, and the facilitator of each group transcribed
the recordings. The transcripts were interpreted in three phases of coding. The first phase revealed
initial reactions, in the second phase initial codes were categorized into 30 categories and in the third
phase three major themes emerged. In addition to their findings, the teacher researchers suggested
other teachers and administrators to create more space for students to voice their views and insights.
They conclude by stating “We believe in the need for us as individual teachers as well as whole
programs to simply listen more to students and then pedagogically respond to what we hear” (p. 18).

Another EP study conducted by Pillai (2013) explores why students have low interest in learning
vocabulary and have lack of lexical control when it comes to use in academic and personal growth. The
participants of the study were a group of 20 students of a postgraduate management program. With the
aim of understanding students’ perceptions and needs on vocabulary learning, a questionnaire was first
delivered to the participants. Following that a test was administered to students, which included finding
the word and matching it with the correct meaning. Having analyzed the findings, the teacher
implemented over a 20 hours of action research-based instruction with aiming to integrate a selected
set of vocabulary items which would be useful for the students’ present and future needs. After the
application of the study, the researcher also conducted informal interviews and used questionnaires to
understand students’ perceptions/opinions on the practice of using games for the teaching of
vocabulary. A posttest was administered to see how the study was effective on students’ vocabulary
use and recognition. The results of the study provided improvement for students in terms of words
taught, interest in going to class, and interest and involvement in class. The study also revealed
improvement in involvement of tutor and using different methods/games (p. 92).

It is clear that EP provides invaluable opportunities for both teachers and students to work
collaboratively, to develop better understandings of classroom practices/materials, to construct
knowledge together, and helps both sides improve quality of life in classroom.

On Action Research (AR), Rainey (2000) discusses two types, first of which is for “teacher’s
professional self-development” and the other is for “collaborative action research” resulting in critical
reflection and, in turn, to change not just in the immediate environment, the classroom in the case of
education, but in the wider community (p. 67). AR helps mutual development in collaboration,
teachers improve their teaching, make important changes in practice, places emphasis on ‘insider’
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experiences, creates dialogic mediation among each other under a social constructivist perspective, and
construct knowledge as both personally and collectively (Burns, 2015). Teachers as they take active
roles in research construct new knowledge together with their students and colleagues mutually
(Dikilitas, 2015, p. 48). Atay (2006) similarly states in her article, in which pre-service and in-service
teachers collaboratively conducted action researches, both pre-service and in-service teachers benefited
from collaboration: “All participants indicated that this program was different from others, because
they felt they were “doing” something” (p. 9). Teachers apparently need to be in search for research
and improvement. Getting help and providing help mutually undoubtedly improve teachers. However,
as the aim of this study fits more in the first scope of AR, focus will be put on teacher’s professional
self-development while further reviewing literature in this particular study.

Ellis (2012) sees AR as ‘a form of self-reflective enquiry undertaken by practitioners in their own
contexts of action’ (p. 27). It is “inquiring into one's own practice through a process of self- monitoring
that generally includes entering a cycle of planning, acting, observing and reflecting on an issue or
problem in order to improve practice” (Farrell, 2007, p. 94). Curry (2006) adds AR can include
colleagues sharing a similar question for research, and making the findings public to others help
teachers be aware of new knowledge (p. 1). AR practice topics may vary based on teachers’ different
needs, questions, and/or problems. According to Farrell (2007), areas for teachers to reflect on their
own context may include but not be limited to the following topics; teaching the four skills, classroom
dynamics, learning language, grouping arrangements, use of materials, grammar and vocabulary,
assessment policies and techniques (p. 96).

In order to conduct an AR, researchers mostly mention similar shared steps and procedures; Burns
(1999), for example, points to exploring an issue in teaching or learning, identifying areas of concern,
observing how those areas play out in the setting of the study, discussing how the issue might be
addressed, collecting data to determine the action to be taken (e.g., student questionnaires, observation
reports, journal entries), and planning strategic actions based on the data to address the issue. Farrell
(2015) discusses that AR generally comprises one’s own practice through a process of self-monitoring,
which includes a cycle of planning, acting, observing and reflecting on an issue or problem in order to
improve practice (p. 94). According to Farrell (2015), the literature provides an overall understanding
of AR for language teachers as the followings:

» Itinvolves collecting information about classroom events (in the classroom), through
observation or through collecting information in other ways, such as through interviews,
questionnaires or recordings of lessons.

» Itinvolves careful and systematic collecting of that information.

»  The research involves some kind of followup action.

»  This action involves some change in practice, and monitoring the effects of such change.
»  Theresults are owned by teachers, rather than the research community.

»  Theresults of the research can be reported at a staff meeting or through a written report.

» It seeks to build up a knowledge base about teaching based on practitioner's knowledge, rather
than expand the knowledge base developed by academics and theoreticians outside of the
school context (p. 96).
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Among the goals of AR, the researcher also specifies the followings:
» To develop research skills useful for classroom inquiry.
» To bring about changes in classroom teaching and learning.
» To develop a deeper understanding of teaching and learning processes.

» To empower teachers by giving them the tools which they can use to further impact changes
within the profession in which they work (p. 96).

In their study Haley, Midgely, Ortiz, Romano, Ashworth, and Seewald (2005) discuss the effectiveness
of teacher action research (TAR) for classroom practice. The study, under the guidance of professor
Haley, provides action research stories conducted by four language teachers. Having conducted the
action researches the teacher researchers emphasized growth and development of themselves by means
of TAR when compared to one-day staff development workshops. By answering their own puzzles in
their minds with the help of TAR, the teacher researchers reported to have made benefit of personal
growth as a better teacher. Haley states that all four teacher researchers actively engaged in classroom-
based research, examined and questioned their own assumptions, were critical with regard to ways to
do things differently in both teaching and assessment practices. Haley concludes “teachers acting as
researchers can create thought-provoking environments that allow the teacher to become the learner by
constructing an individualized informative study that often yields powerful results”.

Another study by Yesilbursa (2009) took place at a state university in Turkey. Three ELT teachers
participated in the study as teacher researchers. Yesilbursa, the researcher, provided the teachers the
Language Teachers Beliefs System (LTBS) from Richards and Lockhart (1996) in order to learn what
they believed about learning, the role of teachers, and the role of students. Based on findings of the
questionnaire, each teacher held conferences with each other to discuss their problematic issues in their
own teaching. Each teacher prepared an action research plan. They video-recorded their classes, held
pre- and post-observation conferences with each other as a circle. Besides, they asked open-ended
questions to students to understand how they thought about the practices, which were implemented.
The researcher analyzed the post observation conference recordings and kept reflective journals to the
overall aim of the AR process. As a conclusion, Yesilbursa points to the individual tendency in
teachers’ beliefs, which were reflected in their own classroom practices. It was also made clear by the
researcher that peer observations and being both an observee and an observer offered them alternative
views on their problems, and helped them discover the solutions.

Conducting an AR in any type seems to be providing mutual development for both teachers and
students. Benefits emerging from such studies undoubtedly play important roles in improving teachers’
own capabilities and self-awareness in teaching. The outcomes additionally have positive influences on
students and their learning.

Methodology

Participants

As the first step in order to explore the puzzle, which is to discover the possible ways to enhance active
student participation in warm-up activities, 32 A2 (pre-intermediate) level students from two skill-

70



]oumaluf du;‘xlilativc‘RéQarcl‘\ ir‘\“E‘d?ucaiiu“r; Cllt 4/Sayl 27 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

based listening and speaking classes participated in the Exploratory Practice study. They were studying
at English preparatory school at a foundation university in Turkey and were supposed to study either at
School of Medicine or at School of Dentistry the year following their completion of English prep
school. Their ages ranged from 18 to 21.

For the second step, which was the application of the outcomes of the Exploratory Practice (EP) as an
Action Research (AR), 21 A2 (pre-intermediate) level students from one of the previously mentioned
classes were the participants.

Data Collection Instruments

During the study, two different questionnaires in the type of students’ reports were used as data
collection instruments. The first questionnaire was used for the EP study and aimed to provide possible
answers to the first research question. The purpose was to investigate students’ perceptions on the use
of warm-up activities as tools to increase participation in class.

The second questionnaire was used for the AR study and aimed to find answers to the second research
question. The guestionnaire investigated how students perceived the process and what changes
occurred in their attitudes towards the use of redesigned warm-up activities in classes during AR study.

Data Collection Procedure

During the first step (EP), the students were handed in three formerly prepared questions in the first
questionnaire, and they worked individually to react to the questions as a sample of students’ reports.
In pairs the students went through all three questions one by one in two-class-time period and tried to
explore the puzzle together. Pairs discussed about their shared opinions. Each pair compared their
notes with each other and prepared a short speech for the main themes emerged from their notes. Pairs
gathered two by two and presented their themes on each question to each other. This continued as a
circle of pair-exchange until the whole class examined all the conclusions. The following seven steps
were followed during the EP study process:

Step 1 (26" of November, 2015): | introduced my puzzle to the class that | would like investigate
possible ways to enhance participation in warm-up activities. | told my reasons/opinions why | would
like to study on this specific issue together with them.

Step 2 (27" of November, 2015): The following day after the introduction, the EP study took place. In
pairs my students first took individual notes on a paper answering the following questions in the first
guestionnaire:

- What does warming-up mean to you?
- What specific warm-up activities/practices can work well in class?
- What specific warm-up activities/practices do not work in class?

Step 3: Each pair compared their notes with each other and prepared a short speech for the main
themes emerged from their notes.

Step 4: Pairs gathered two by two, and presented their themes on each question to each other. They
went through the questions one by one.
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Step 5: In a circle, a whole class discussion was made to come to possible conclusions. The
ideas/opinions shared for each question were written on the board.

Step 6: The teacher collected and kept record of all written data for further use.

Step 7 (27" and 28" of November, 2015): The teacher content analyzed the data and specified the
themes emerged from the EP study.

The following five steps illustrate the Action Research (AR) process. For four weeks from 02" of
December 2015 to 04™ of January 2016, the AR study prepared by the teacher researcher was carried
out in classes. Having eight hours of a skill-based listening and speaking class in a week, the themes
emerged from the EP were integrated into classroom practices and used as redesigned warm-up
activities with the participation of the students. Following the implementation of the AR, the teacher
researcher collected students’ reports through the second questionnaire with the aim of finding answers
to the second research question.

Step 8 (29" and 30™ of November, 2015): The teacher prepared an action plan based on the themes
emerged.

Step 9 (02" of December, 2015 - 04" of January, 2016): The themes were integrated into classroom
practices and used as warm-up activities. This process was the implementation of the AR study for four
weeks.

Step 10 (05" of January, 2016): In order to understand the students’ attitudes towards the use of
redesigned warm-up activities, the students individually provided their opinions over the
implementation of the AR. The second questionnaire was delivered to students in the form of students’
reports. The questionnaire included the following four questions:

- What do you think changed in your mind about the warm-up activities that we used during
classes?

- What were the beneficial sides and the advantages of the activities? Please provide details
and examples.

- What were the useless points and the disadvantages of the activities? Please provide details
and examples.

- Can you provide any other suggestions? If yes, what are they?

Step 11 (08™ of January, 2016 — 10" of January, 2016): The teacher content analyzed the students’
reports in order to come up with the results of the study.

Step 12 (18" of January, 2016): The findings and the results of the study were shared with the students.
Data Analysis

Following the EP study, the teacher researcher monitored the process and collected all the students’
reports in order to analyze the content, create the coding system, and specify themes emerged from the
first questionnaire. Following the AR study, the teacher researcher collected all the students’ reports

72



El

ONLINE
Journal o Qualitative Research in Education Cilt 4/ Say 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

from the second questionnaire and analyzed the data by implementing the same analysis methods as in
the EP study.

Findings
Findings of the EP study
Findings for Question 1 in the Questionnaire

Two themes emerged for the first question in the questionnaire; “What does warming-up mean to you?”
The themes were “Definitions as motivation” and “Lack of necessity”. Some quotes and the

frequencies of the themes mentioned by the students are provided as the percentages. 19 out of 32
students answered this question.

Table 1.

Findings for Question 1 in the Questionnaire

What does warming-up mean to you? Percentages Number of Responding
Students

Definitions as motivation 25 % 8

Lack of necessity 34 % 11

Eight students provided “definitions as motivation” and the percentage was 25 %. For these students,
warm-up activities meant practices to serve a preparation for the unit beforehand. Warm-up activities
meant to help teachers increase motivation of students:

I think warm-up is something that you do to prepare yourself for an activity.
It is a kind of motivation for students. (Student Comment)

The second theme was related to “Lack of necessity” of the warm-up activities. 11 students, which
accounted for 34%, reported warm-up activities in the course book were not necessary and we did not
need to implement such practices. They were easy and mostly time wasting:

They are not good because they show us the photo, and then show us the vocabulary. It is
wasting our time and so easy. (Student Comment)

1t is simple and not necessary. For example, it is like “Look at the picture and which of the
people are famous in your country?” (Student Comment)

Findings for Questions 2 and 3 in the Questionnaire

This section provides findings for the second and the third questions, “What specific warm-up
activities/practices can work well in class?” and “What specific warm-up activities/practices do not
work in class?” These two questions were illustrated in the same themes as because they were related
to each other and almost most of the students provided similar answers to these questions. The
emerged themes and some quotes from the students’ reports are provided with the percentages as the
followings.
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Table 2.

Findings for Questions 2 and 3 in the Questionnaire

What specific warm-up activities/practices can or do Percentages Number of Responding
not work well in class? Students
Relevance to real life 31.25% 10

Using pictures/visuals 25 % 8

Using videos 25 % 8

Recent social events 16 % 5
Vocabulary 13 % 4

Story telling and sharing memories 13 % 4

First theme was related to “Relevance to real life”. 10 students out of 32 (31.25%) reported that the
practices needed to be relevant to their lives. It was mentioned that they felt more comfortable and
ready when the topics were more in relation with real life experiences:

Everyday parts are very important. We watch the video and catch useful samples from the
conversations. (Student Comment)

Pictures are not realistic. It looks like a book for children. (Student Comment)

Using “Pictures/visuals” and “Videos” were two other themes emerged from the students’ answers
with 25% for each. Eight students suggested using more pictures that were related to the topics before
we started the unit. The reason was, visuals might help them create ideas beforehand. Meaningful
visual aids could give them chance to produce more vocabulary during discussions and learn new
words from each other. Students suggested watching videos to generate interest for the topics. As
because the videos of the course-book did not seem realistic and were most of the time similar to each
other, my students pointed to the need for variety in videos. For them, classes could be more enjoyable
and help them focus more on the topics in this way:

I think we should use visual activities because they are beneficial. | learn vocabulary from
pictures. (Student Comment)

Just pictures can work well because we see it for the first time and talk about it. We hear
different ideas and learn different vocabulary from our friends. (Student Comment)

We should watch more videos about the topic. We understand better in this way, and lesson
becomes fun. It is practical. (Student comment)

Another theme was integrating “recent social events” into our classes. Five students (16%) reported
that we needed to make connections between the topic of the unit and social cases. In that way,
according to my students, classes could become more active and interesting for them:

Using recent social news or events are more interesting. (Student Comment)
We should use current articles about the topic. (Student Comment)

The next theme was “Vocabulary” with 13%. Four students mentioned adding some extra vocabulary
practices to warm-up activities. Rather than learning only the target vocabulary that were presented in
the unit, these four students suggested adding more vocabulary practices to the topic while we were
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practicing warm-up activities. During the EP study, they mentioned learning more vocabulary in
general perspective could help them speak more comfortably:

There should be useful and unknown vocabulary parts, puzzles, or cartoons. We can talk about a
famous person’s quote. (Student Comment)

Highlighted words are very attractive, so maybe before activities, we can talk about these words.
We can have dialogues about them. (Student Comment)

“Story telling and Sharing Memories” was the last theme emerged from the EP study. For four
students (13%), creating fiction and/or nonfiction stories from the topics could work well. Sharing
their memories and experiences from past could create curiosity for the topic beforehand:

I think asking students about memories is a good idea because they have to think about it. Also,
they can find funny things; everyone can have an interesting story. (Student Comment)

For example, the topic is life experiences. We can talk about our lives; it can be an event or a
memory. (Student Comment)

Implementation of the Emerged Themes as Redesigned Warm-up Activities

The application of the AR mostly took place by adhering to the themes emerged from the EP findings.
Before listening and speaking activities in the course-book, the themes such as “Pictures/visuals” and
“Videos” in the form of YouTube videos or Google images were used as redesigned warm-up activities.
Similarly, story-telling practices, sharing memories from past, and/or associating topics with real life
experiences, which were also the other emerged themes, were integrated into the redesigned warm-up
activities. On the other hand, eleven students mentioned during the EP study that warm-up activities in
the course book were easy and mostly time wasting. Therefore, | decided not to prepare extra warm-up
activities for some unit topics. | just used the ones that the course-book provided basically as a short
warming-up because such practices either fitted in our AR implementation purposes already or were
clear enough for students to discuss on. My choices and planning were most of the time effective to
decide whether to use or not to use redesigned warm-up activities for classes; the reason was that
lesson planning needed to be prepared before the classes, and additionally | was already and previously
informed of the students’ expectations from the EP study findings.

The following sample practices are from the AR study that | implemented through the process:

On the 9" of December 2015, the topic was “animal conservation” in the book unit. The unit aimed to
get students to watch and understand a video about a wildlife organization. Before we started the unit, |
used Google images that were related to animal conservation and helped my students to be familiar
with the term. In pairs, my students discussed the pictures about different types of animal
conservations. They gave samples from their own lives to each other and shared their experiences. In
this way, they had the chance to relate the topic to the real life. That activity was a sample of “Story
Telling and Sharing Memories”, “Relevance to Real life” and “Pictures/Visuals” themes emerged from
the EP findings.

On the 15" of December 2015, the topic was “customs and traditions in Japan”. The course-book unit
aimed to provide listening, speaking and vocabulary practices to students. As a pre-listening warm-up
activity, we first talked about our own country’s and hometowns’ customs and traditions in a whole

class discussion. In pairs, my students shared customs, traditions, daily lives in their hometowns with
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their partners. They used the dictionary applications in their smart phones to learn related vocabulary
with their own customs and traditions. Some pairs shared their opinions with the rest of the class after
they had discussed with their partners. Different experiences from a variety of students were revealed.
The whole class mentioned customs and traditions from several locations/places such as Isparta,
Balikesir, Trabzon, Bulgaria, and Kazakhstan. It was a sample implication of “Relevance to real life”
and “Vocabulary” themes.

On the 28™ of December 2015, the topic was “phobias”. It was supposed to be a speaking practice after
having listened to a specific kind of phobia type in the class. The listening included comprehension
questions and was a while-listening activity. It helped my students to get ready for the speaking
activity. Before they began to speak in pairs, we used Google images and Wikipedia explanations to be
familiar with some of the phobia types in the unit and commented on them as a whole class. Next step
was using their own smart phones to find related vocabulary and images on the phobia type they chose
and discuss it with their partners. Google images and Wikipedia helped them get prepared for the
speaking task more effectively. It was a sample implementation of “Pictures/Visuals” and
“Vocabulary” themes into warm-up activities.

On the 25" of December 2015, for example, we did not use any warm-up activity for the listening and
speaking practices. The topic was “social-networking websites”. As because the topic was so related to
real life and all students were mostly familiar with the topic, we preferred not to focus on warming-up.
Rather than that we listened to audio recordings in the book and held group and whole class
discussions related to the topic. During those post-listening speaking practices, my students and |
shared our experiences over the use of social-networking websites in our own lives. Another sample
was on the 4" of January 2016. The topic was “volcanoes in eastern Russia”, and the unit aimed to
teach related vocabulary and to help students discuss on the topic. Similarly, I did not implement any
redesigned warm-up activity for this topic for the reason that the course book provided realistic
pictures and a related video on the topic. After one to two minutes long warming-up practice for the
topic, we began to watch the video in the unit. Following that, my students held discussions in pairs as
a post-listening activity. Such two cases were sample practices of “Lack of Necessity” theme emerged
from the EP study.

Findings of the AR study

Having implemented the AR study for a four-weeks period in classes; the second questionnaire was
distributed to the students in order to understand how they perceived the process. The following
sections illustrate the themes emerged from the questionnaire and the quotes from the students. The
questionnaire consisted of three questions. The aim was to find out overall reflections of the students
over the classroom implementations and to see whether students’ attitudes changed towards warm-up
activities. The following three sections provide the findings for each question in the questionnaire. The
frequencies of the themes, including the percentages of how many students mentioned them, are
included.

Findings for Question 1 in the Questionnaire

Three themes emerged for the first question in the questionnaire “What do you think changed in your
mind about the warm-up activities that we used during classes? ”’ The themes were “Increase in
creativity and interest”, “Change in awareness”, and “Attention”.
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Table 3.

Findings for Question 1 in the Questionnaire

What do you think changed in your mind about the Percentages Number of Responding
warm-up activities that we used during classes? Students
Increase in creativity and interest 33 % 7

Change in awareness 24 % 5

Attention 19 % 4

First theme emerged from the question was “Increase in creativity and interest”. Seven students (33%)
stated the practices made them feel more comfortable during classes, created interesting classroom
atmosphere, and helped them be more creative in classes. They had positive attitudes towards the AR
implementations:

They made us more creative and force us to think in English. (Student Comment)

In the past, I used to get nervous when | had to talk in front of the class. However, after we
started to do warm-up activities | got used to talk and now I feel more comfortable when I'm
answering teachers' questions. (Student Comment)

The next theme was on the “Change in awareness” of the practices on the students. Five students
(24%) found the practices practical and stated such practices would provide further positive benefits to
their learning. Because the practices brought variety to the classes and were mostly designed based on
the students’ own needs, not just for this class but for future learning they thought they could also
benefit from the practices:

First I was thinking that they were not beneficial, but as we went on | realized that | was
developing. (Student Comment)

For a while ago | thought that warming up activities were unnecessary, but now I consider that
they help to understand the lesson more. (Student Comment)

Another theme was related to “Attention” of the students. Four students (19%) reported that the
practices were beneficial and helped them gather more attention before we started the class. The reason
might be that during the study I planned my warm-up activities based on the EP findings and practiced
them with the students accordingly. They were most of the time participative in the practices:

They helped me to pay my attention to the class more. (Student Comment)

It is beneficial to get attention of the class. (Student Comment)

Findings for Question 2 in the Questionnaire

The second question was “What were the beneficial sides and the advantages of the activities? Please
provide details and examples”. After content analysis of the questionnaire, four themes emerged for
this question; “Relevance to real life”, “Improvement in vocabulary”, “Effectiveness of visuals”, and
“Bringing variety to classes”. Almost most of the students reported the practices prepared them to the
topic of the units. They felt more comfortable and were ready to listen and speak about the unit topics.
The following comments are from two students:
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In your class with the help of this kind of activities not only | really enjoyed but also | am able to
understand most of things during the lecture. (Student Comment)

It helped us to be prepared for class. For example, we had some ideas about the unit that we
were going to start. (Student Comment)

Table 4.
Findings for Question 2 in the Questionnaire

What were the beneficial sides and the advantages of the Percentages  Number of Responding

activities? Please provide details and examples Students
Improvement in vocabulary 48 % 10
Relevance to real life 38 % 8
Effectiveness of visuals 29 % 6
Bringing variety to classes 14 % 3

10 students (48%) mentioned the positive effects of the warm-up activities on their “Improvement in
vocabulary”. The students mostly thought they became familiar with the related vocabulary of the units
and also learned additional words that were not among the target vocabulary. The warm-up activities
provided extra vocabulary practice to my students and they also had opportunity to turn passive
vocabulary into active:

We can learn more words except the Unlock's (the course-book) vocabulary part and when we
use these words while speaking with our partner the new words will be permanent. (Student
Comment)

It helps us to be familiar to the new topic's vocabulary. Also, you have an opinion before you
read the text. It helps us to predict unknown verbs. (Student Comment)

“Relevance to real life” was the second theme that was mentioned most by the students. Eight students
(38%) reported that the practices had positive effects on their language skills because those were the
topics related to their own lives. They enjoyed connecting the topics with real life situations.
Mentioning memories from their past and/or finding relations with their own settings facilitated the
participation:

I noticed that while | was telling about a topic that | had lived sometime, | was a faster speaker.
For example, we mentioned our flight experiences, it was good for me, because | had a lot of
experiences and | told them quickly. (Student Comment)

Sometimes | don't have ideas about some topics but when it's related to our lives | have ideas to
share and these activities help me to express myself easily. (Student Comment)

The theme “Effectiveness of visuals” such as Google images and YouTube videos seemed to have
helped some students. Six students (29%) reported that they found them effective and they were good
alternatives to the warm-up questions in the book’s unit. Commenting on Google images that were
related to the topic of the units seemed to guide them to get prepared. Visualization of the unit topics
mostly generated interest in the classes. In addition, the students found watching YouTube videos
practical. Such videos, according to the students, brought variety to classes and were practical in use:

Instead of trying to answer the questions like 'what do you think about the Chinese culture?' It is
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quite better to look at the photos that are about Chinese culture and to comment about the
photos. (Student Comment)

We learned parts of a car... You showed us parts of a car one by one on the pictures. It was
more understandable. (Student Comment)

Showing photograph and watching video prevented boredom. It is good way to learn. If you
came to the class and said, “Come on, do this, read this, listen!” It would be the worst thing that
you could. (Student Comment)

The last theme emerged from this question was related to “Bringing variety to classes”. Three students
(14%) reported accordingly. As it is mentioned before, the AR study consisted of several pedagogical
practices. For this reason, the students thought implementation of such a variety of activities in class
brought variety to the classes. They had mostly positive attitudes towards the practices:

They are both about our lives and not just one type. We did not change the topic by doing the
same things. It made us more willing and curious. (Student Comment)

It made lessons different from the others. (Student Comment)

Findings for Question 3 in the Questionnaire

This section provides the findings for the third question, “What were the useless points and the
disadvantages of the activities? Please provide details and examples” Nine students stated two
different disadvantages for the AR implementations. Two themes emerged as “Topics of the units” and
“Time problem”.

Table 5.
Findings for Question 3 in the Questionnaire

What were the useless points and the disadvantages of the ~ Percentages =~ Number of Responding

activities? Please provide details and examples Students
Topics of the units 24 % 5
Time problem 19% 4

The first disadvantage was related to “Topics of the units”. Five students (24%) mentioned this theme
and thought some topics were not interesting or not easy to discuss even in their native language. It
was not because of the activity type, but some topics of the units themselves were not attractive for
them. They would not like to listen to or speak about those topics.

Maybe for some people the title could be dull or something. (Student Comment)

Some subjects are difficult to speak even in Turkish. I think this is the only one disadvantage.
(Student Comment)

The next theme as a disadvantage was “Time problem”. According to four students (19%), the
practices took more time than they needed to. They thought we had spent too much time on warming-
up, and that prevented us from following the syllabus as scheduled.
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The useless points and disadvantages of them are that they take some time and cause to be late
and slow for schedule. (Student Comment)

Sometimes we spend a lot of time in one unit. (Student Comment)

On the other hand, almost all students reported they were satisfied with the practices. Many of them
mentioned there were not particular disadvantages. They stated they did not meet any impractical
points in the study.

I have not noticed any disadvantage with the practices. (Student Comment)

I think there is nothing useless with the activities we did. (Student Comment)

As | said before | don't think it has any disadvantages. (Student Comment)
Findings for Question 4 in the Questionnaire

Most of the students avoided suggesting further ideas for the last question in the questionnaire; “Can
you provide any other suggestions? If yes, what are they?” 13 students (62%) reported they did not
have any further suggestions. On the other hand, eight of the students (38%) added the practices were
beneficial; however, they did not provide any reasons why.

Table 6.

Findings for Question 4 in the Questionnaire

Can you provide any other suggestions? If yes, what Percentages Number of Responding
are they? Students

No Suggestions 62 % 13

Practices were beneficial 38 % 8

No suggestions come to my mind. | think the methods we are practicing in class are sufficient for
now. (Student Comment)

I think it is very beneficial. | haven't got any suggestions. (Student Comment)

Reflection

With the help of such a study, my students and | experienced a change in learning and teaching. For
my students’ side, they were mostly positive with the whole process. They eagerly volunteered to help
me conduct the research and actively participated in every step. After the EP study was completed, |
changed my lesson planning and began to integrate the themes emerged from EP findings into my
warm-up activities. I never encountered unwillingness from my students as we continued to have our
regular classes and conduct the AR at the same time. That might be because the AR implementations
all came from my students’ opinions and suggestions. I planned the warm-up activities for the classes
by keeping in mind the outcomes of the EP findings and tried to use them accordingly as much as
possible. | designed the materials and the activity types by adhering to my students’ responses in the
first questionnaire. These all gave me an insightful understanding that my classes could turn into
atmospheres where student-teacher collaboration ends up with more efficacies. On this point, Congmin
(2013) suggests that communicative interactions between teachers and students need to be taken into
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consideration (p. 26) and they are essential for teachers to work towards pedagogical achievements
while contributing to students’ language learning (Consolo, 2006, p. 51).

In classroom applications my students mostly tended to participate in practices during which visual
materials were used and topics were related to real-life experiences. The study helped me understand
that my students were pleasured to have taken a part in decision-making process, and following that
their enthusiasm towards active participation in warm-up activities increased. It was a significant
change for me to see my students participating in warm-up activities. The whole process facilitated
mutual understanding, and my students positively welcomed the outcomes.

As can be inferred from the second questionnaire, the study helped my students feel more comfortable
and creative with the help of redesigned warm-up activities. They showed more enthusiasm for warm-
up activities and changed their attitudes towards such practices. One of the themes “Change in
awareness” might also be a good sample for the positive effects of this study on my students, as they
tended to believe warm-up activities could turn into educative pedagogical tools. In addition, as the
warm-up activities were varied and different for almost each unit topic, my students benefited the
diversity in the practices while improving their vocabulary in several different topics. These changes
and developments were all consistent with the findings of the study.

In this study, on the other hand, creating a knowledge-shared classroom helped me as the teacher
researcher become more socially constructed and attribute to a collaborative platform with my students.
The process, in my opinion, drew special attention upon teacher identity as because it may be
constructed and maintained through teacher-student relations. Such an experience provided me a
supportive advantage while shaping my own perceptions towards teaching as an individual teacher.
Wallace (1998) discusses the relation between AR and teacher development, and points to the
effectiveness of AR as a professional development strategy for teachers in addition to practices such as
membership of a professional association, informal discussions with colleagues, or attendance to
conferences (pp. 4-6).

Such a study may be counted as one of the inquiry-based approaches to professional development. It
aimed to create an environment in which dialogic mediation took place. Together with the active
participation of my students, | formulated the everyday concepts by redesigning the lesson plans and
the classroom materials with the help of classroom discussions. When given opportunities to discuss on
and investigate their own learning, students welcome power and responsibility of being decision-
makers of their own learning (Po-Ying, 2007, p. 240). In my opinion, these were all quality outcomes
that meant opening doors to my students for declaring their thoughts in decision-making process. | as
the teacher researcher provided guidance to my students during information-sharing process, opened
them up opportunities to work collaboratively and share knowledge on the way they actually desired.

Implications of the study may reveal another advantage that | achieved a goal-directed action. Besides
improving the quality of life in my classroom, which is an indication of EP, the study helped me and
my students come up with mutually predefined classroom activities and materials. Rather than using
only regular warm-up activities in the book, which are mostly similar to each other, a variety of warm-
up activities were used in the classes. Hearing the students’ voices and responding them back are both
undoubtedly the quality outcomes for teachers’ self-development. Applications of the findings of the
EP study in my classes and besides considering them as innovative classroom activities/practices were
reasonable. Exploratory AR gave my students and me opportunities to experience mutual
understanding and to take specific aspects of collaboration into consideration in classroom.

81



]uumaluf‘Quahlahchcsearcl} mEducahon Volume 4/ ISSue 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

Initial/pre-service education may not be enough to become effective teachers in dynamic educational
developments. It is so clear that conducting Practitioner Research (PR) studies such as Action Research
(AR), Teacher Research (TR), or Exploratory Practice (EP) and so forth are among the options to
enhance teacher development because the nature of these mentioned practices are all contextual and
specific to teachers’ own teaching environments. Conducting such context-based studies, as it is in this
particular study, help us as teachers improve our teaching, expand our theoretical knowledge, and see
what really happens in our own classrooms. In a study conducted by Atay (2008) with eighteen English
teachers as the researchers, EFL teachers’ attitudes towards classroom research and its effects on
teachers’ instructional practices were investigated. Five themes were emphasized that emerged from
the teacher researchers’ journals. In the study, the author drew attention to the themes after analyzing

2 <c

and constructing categories. Themes such as “development of research skills”, “increased awareness of
the teaching/learning process”, “renewed enthusiasm about teaching”, “collaboration with colleagues”,
and “general problems with research” were all based on the teacher researchers’ perceptions after
attending the courses given by the author and conducting studies (p. 144). The first three themes of
Atay’s study in my opinion may fit in my case through this particular study, as I believe I became more
aware of my own teaching, and | understood the importance of classroom-based research one more

time.

Consequently, Anwaruddin and Pervin (2015) argue the ineffectiveness of research done in academic
world. They discuss that teachers do not always have chance to get access to studies, find academic
articles related to their own classroom environments, and they see academic articles too theoretical to
comprehend (p. 22). Teachers sometimes tend to continue teaching with the knowledge that they were
inherited from their educational background. Burns (2010) points to this by stating “many teachers
have been put off research and the theories about teaching they were taught in teacher training courses,
because they find out that when they get into the classroom the theory does not match the reality” (p.
6). The more teachers are engaged in research the more qualified they are in teaching. These may be
the results of knowledge and consciousness they have gained through research engagement in field.
Teachers undoubtedly become aware of the necessity and the benefits of professional development by
conducting practitioner research types.

Limitations and Implications

This particular study used only student reports as the data collection tool during both EP and AR
implementations. In order to provide more insight to the findings, semi-structured interviews with the
students and/or focus group interviews could have been held with the participation of the students. In
order to investigate this particular study topic with a different perspective, gathering data from EFL
teachers could also contribute to gaining more comprehensible and in-depth knowledge.

The study, together with the EP and the AR implementations, took approximately one month in total.
For this reason, it would be not wrong if we saw the study as a plot study because of the time
constraint, limitation of data collection tools, and the number of participants, which were the members
of relevant population. Application time period can be kept longer. Such a research can be turned into
an experimental study. By constructing an experimental group and a control group, for instance, the
causal effect of the study on different learning and teaching outcomes can be measured.
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Appendices
Appendix A: Questionnaire for Exploratory Practice
1. What does warming-up mean to you?
2. What specific warm-up activities/practices can work well in class?
3. What specific warm-up activities/practices do not work in class?

Appendix B: Questionnaire for Action Research

1. What do you think changed in your mind about the warm-up activities that we used during

classes?

2. What were the beneficial sides and the advantages of the activities? Please provide details and
examples.

3. What were the useless points and the disadvantages of the activities? Please provide details and
examples.

4. Can you provide any other suggestions? If yes, what are they?
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Oz Bireyin iiretmesini ve gelecege yonelik diisiinmesini saglayan umut; yasamin anlam, iyilik hali, 6zgiiven, yilmazlik gibi
kavramlarla iliskilidir. Bu arastirmanin amaci umudun farkli yas gruplarindaki bireyler tarafindan nasil tanimlandigini ve
cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladigt sosyal destek ve kisilik 6zellikleri farkl {ini versite
ogrencilerinin umut hakkinda neler diistindiiklerini belirlemektir. Nitel aragtirma deseni kullanilan arastirma iki ayr1 ¢aligma
grubu iizerinde siirdiiriilmiistiir. Bu calisma gruplarindan biri uygun 6rnekleme yontemi ile digeri amacli 6rnekleme
yontemlerinden 6l¢iit Srnekleme yontemi ile belirlenmistir. llkokul, ortaokul, ortadgretim ve yiiksekdgretim dgrencilerinden
toplam 476 6grenciden olusan ilk ¢aligma grubuna “umut” konulu kompozisyonlar yazdirilms, ikinci ¢aligma grubundaki 15
yiiksekdgretim 6grencisi ile de odak grup goriismeleri yapilmistir. Kompozisyon sonuglarina gore katilimcilarin umudu
olumlu duygu ve diisiinceler, gelecege yonelik hedefler ve ¢aba gostermek olarak tanimladiklari gériilmiistiir. Farkli yas ve
egitim diizeyindeki 6grencilerin umut tanimlarinda i¢inde bulunduklari gelisim donemi ve 6zellikleri ile yasadiklart sosyo
ekonomik ve kiiltiirel ortamin etkileri oldugu tespit edilmistir. Odak grup goriismelerinde ise umut kavrami tanimlanirken
duygusal ve biligsel dgelere vurgu yapilmig, umudun gelecege doniik olumlu beklentiler icerdigi, hayata anlam kattigi,
gergeklesme olasiligi olan amaglar belirlemenin dnemli oldugu ifade edilmistir. Ayrica, her iki ¢aligma grubunda da umut
etmenin pasif bir bekleyis olmadigi, amaglara ulagmak i¢in mutlaka ¢aba gostermek gerektigi, 6zellikle de zorluklar
karsisinda bireyin kendine giivenerek bu ¢abasini devam ettirmesinin dnemi vurgulanmistir. Umudu etkileyen faktorlerden
s0z edilirken dinsel inancin rolii belirtilmistir. Odak grup gériismeleri sonucunda cinsiyetleri, 6zyeterlik inanglari,
algiladiklari sosyal destek ve kisilik 6zellikleri farkli 6grencilerin umuda iliskin gériislerinde farkliliklar oldugu tespit
edilmigtir.

Anahtar kelimeler: Umut, Sosyal Destek, Ozyeterlik, Ozgiiven, Amac Belirleme

Abstract. Hope, which provides individuals productivity and to think about future is related with meaning of life, well-being,
self-confidence and resilience concepts. The purpose of the research is to determine how well is hope defined by individuals
in different age groups and identify individuals thinking about hope whose gender, birth order, monthly income of families,
self-efficacy beliefs, perceived social support and personality characteristics are different. The research that designed in
qualitative research is conducted with two separate study groups. One of these groups is chosen with convenience sampling
strategy and the other one was determined using criterion sampling which is one of the purposive sampling methods.
Compositions on "hope" were asked to write to the first study group consisting of 476 elementary, middle, secondary and
higher education students, and focus group interviews were carried out with 15 higher education students in the second study

> Bu caligma birinci yazarin Gazi Universitesi Egitim Bilimleri Enstitiisii’'nde Prof. Dr. Hasan Bacanli danismanliginda
tamamlanan “Umudun Ozyeterlik, Algilanan Sosyal Destek ve Kisilik Ozelliklerinden Yordanmas1” (2012) konulu doktora
tezinin bir boliimiiniin 6zeti niteligindedir.

6 Sorumlu Yazar: Yrd. Dog. Dr. Sinem Tarhan, Bartin Universitesi Egitim Fakiiltesi Egitim Bilimleri Boliimii Rehberlik ve
Psikolojik Damgmanlik ABD, Bartin, Tiirkiye, e-posta: tarhansinem@gmail.com.
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group. According to compositions, it was seen that participants defined hope as positive feelings and thoughts, objectives for
the future and endeavoring. It was determined students’ developmental stage and its characteristics and socio-economic and
cultural environment of where they live have an effect on hope definitions of students who are at different ages and education
levels. It is stated in focus group interviews, while defining hope participants emphasized the emotional and cognitive
components of hope, its context about positive expectations for future, giving meaning to life and the importance of setting
goals with potential probability. Besides, in both of the study groups it is indicated that hoping is not a passive waiting,
making an effort is necessary to achieve the goals, especially while dealing with challenges it is important to maintain this
effort with self-confidence. The role of religious belief is also stated while talking about factors influencing hope. As a result
of the focus group interviews, it was determined that students who are different at gender, self-efficacy beliefs, perceived
social support and personality characteristics have differences on their opinions about hope.

Key Words: Hope, Social Support, Self-Efficacy, Self-Confidence, Goal Setting

Giris

Umut yiizyillardir mitolojiden dine, felsefeden edebiyata, tiptan psikolojiye ve giinliikk yasama kadar
hemen hemen her alanda ¢alisma konusu olmus, ne oldugu, nasil yasandigi, insanlik i¢in iyiligi ve
kotlligh tartisilmigtir. Zournazi (2004) umudu; bireyin diinyaya olan inancini, giivenini ve hayatin
yasamaya deger oldugu yoniindeki diisiincesini igeren temel bir insanlik durumu olarak tanimlamus,
Bloch (2007) ise umudu en énemli beklenti duyusu olarak nitelemis ve rahatlatici etkisinden s6z
etmistir. Tetley (2010) umudu yasamin anlami, Roberts ve Robins (2000) temel yasam amaglari ve
Orlich (2004) ise olumlu ve basarili basa ¢ikma yontemleriyle iliskili gérmis, umudun 6zellikle
problem ¢oziicii basa ¢ikmanin ve sosyal destek aramanin 6nemli bir yordayicisi oldugunu belirtmistir.

Nasil tamimlanabilecegi, hangi kavramlarla iligkili olabilecegi yaninda umudun bir duygu mu yoksa
bilis mi oldugu konusu da tartigilmistir. Umudu bilissel semalar olarak degerlendiren goriisiin
savunucularidan Stotland’a (1969, akt. Snyder, 1995) gore umut; “bir hedefe ulasmak konusunda
sifirdan daha biiyiik bir beklenti”dir ve hedefe ulasma konusunda algilanan olasilik ve hedefin 6nemi,
umudun derecesini belirler. Staats ve Stassen’e (1985) gore umut; olumlu gelecek beklentilerinin
olumsuz gelecek beklentileri tizerinde hakim olmasidir. Ayrica duygu ile bilisin karsilikl etkilesimini
icermekle birlikte umutta biligsel yon agirliklidir. Benzer sekilde Folkman (2010) da umudun bilissel
kokenli oldugunu, bilgi ve amaclar1 icerdigini ifade etmistir.

Umudu duygu temelli olarak ¢alisan arastirmacilardan Averill, Catlin ve Chon’a (1990, akt. Snyder,
1995) gore ise umut biliglerce yonlendirilen ve ¢cevresel sartlardan etkilenen bir duygudur. Steen
(2004) umudun gerceklesmesinin memnuniyete yol agtigini, sevgi duygusu, umut ve memnuniyetin
insanlarin genel arzular1 oldugunu belirtmistir.

Snyder (2002) duygusal ve bilissel 6geleri igeren modelinde umudu; bireylerin kendilerini, arzu edilen
hedeflere giden yollar1 iiretme, bu yollar1 harekete gecirme ve siirekli kullanma yetenegine sahip olarak
gordiikleri, hedefe yonelik bir diisiinme tiirii olarak tanimlamistir. Snyder umudu; amagclar (goals),
alternatif yollar diisiincesi (pathways thinking) ve eyleyici diisiince (agency thinking) olmak {izere ii¢
bilesenle a¢iklamistir.

Snyder (2002, 2005) insanlarin bir ama¢ dogrultusunda hareket ettigini bu nedenle amacin umut
modelinin dayandig biligsel parca oldugunu belirtmistir. Amaglarin kisa vadeden uzun vadeye kadar
degisen zaman diliminde ve ger¢eklesme ihtimali az olandan kesinlikle gerceklesecek olana kadar
farkli derecelerde olabilecegini ileri stirmiistiir. Frankl (2000), bireyin temel ihtiyacinin, 6zgiirce sectigi
ve ugruna ¢aba gostermeye deger buldugu bir amaci olmas1 ve bunu gergeklestirmek i¢in miicadele
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etmesi oldugunu ifade etmis, gelecege doniik amag yonelimli diisiincelerin biligsel kapasiteyi
gliclendirdigini vurgulamigtir.

Amaglarda 6nemli olan; birey i¢in bir degeri olmasi, ulasilabilir olmasi ve bir derece belirsizlik
icermesidir (Snyder, 1995). Umut diizeyi yliksek kisiler bu zorlu amaglar1 ger¢eklestirmek igin kararl
bir sekilde calisir, amaglar1 alt amaglara bolerek takibini kolaylastirir, tiim enerjilerini tek bir amag
tizerine yogunlastirmak yerine 6zellikle engellerle karsilastiklarinda dikkatlerini bir amagtan digerine
kolayca yonlendirebilirler (Snyder, 2002; Snyder vd., 1997). Bireyler olusturduklar1 amaglar araciligi
ile yaratir, yasar, sorumluluklarinin yiikiinii tagir ve boylece hayatlarina anlam katarlar (Feldman ve
Snyder, 2005).

Umut modelinin ikinci bileseni olan alternatif yollar diistincesi kisinin normal ya da zorlu kosullar
altinda arzulanan hedefler i¢in basarili planlar yapabilme ve yollar iiretebilme kapasitesine iliskin
algisidir (Snyder vd., 1991; Snyder vd., 2002). Alternatif yollar diisiincesi esnektir, amaca ulagsma
siirecinde engellerle karsilasildiginda yeni ¢oziimler iiretilmesini, “bunu ¢6zmek i¢in bir yol
bulacagim” vb. igsel konusmalarla alternatiflerin gliglendirilmesini ve amaca ulasilmasini saglar
(Snyder, 2005; Snyder vd., 1998).

Uciincii bilesen olan eyleyici diisiince umut modelindeki motive edici parca olup, kisinin amaglarina
ulagma siirecinde alternatif yollar1 kullanmaya baslamasi ve siirdiirmesi konusunda algiladigi
kapasitesini yansitir. Eyleyici diisiince engellerle karsilasildiginda alternatif yollar olusturmak ve
se¢mek icin bireye gii¢ verir (Snyder, 2002). Umut teorisine gore bireylerin amaglara iliskin yollar1 ve
bu yollar1 deneyecek faaliyetleri olmazsa, umut diisiinceleri aktif olmaz. Bununla birlikte ne faaliyet,
ne de alternatif yol tek basina umut olusturmak i¢in yeterli degildir. Belirli bir amacin pesinden giden
birey i¢in gergekgi alternatif yollar diisiincesi olusturma ve bu diisiinceleri kendine giiven duyarak
uygulama onemlidir (Snyder, 1995; Woodbury, 1997).

Umut diizeyi yiiksek bireyler, amaclar olusturur, bu amaclara ulagsmak i¢in gercekei planlar yapar ve
yeteneklerine giivenirler (Moulden ve Marshall, 2005). Ayrica kendilerini daha iyi tanir, i¢ ve dis
motivasyon kaynaklarim etkin olarak kullanir; béylece amaca ulagsma siireci boyunca eyleyiciliklerini
siirdiiriirler (Snyder vd., 2000; Wrobleski ve Snyder, 2005).

Synder (2002) umut konusunu incelerken “sahte umut” kavramu iizerinde de durmustur. Sahte umut;
beklentilerin gercek yerine yanilsamalar {izerine kurulu olmasi, uygunsuz amagclarin pesinde kosulmasi
ve arzu edilen amaca ulagma stratejilerinin zayif olmasi durumudur. Snyder ve digerlerine (2002) gore
sahte umut besleyen bireylerde basarilmasi zor ve iist diizey amaglar belirleme, amaclarina ulasirken
basarisiz olmalar1 durumunda psikolojik iyilik hallerinde diisme, ayni anda pek ¢ok amaca sahip olma,
enerji ve ilginin dagilmas1 sebebiyle belirlenen amaglardan hig¢ birini ger¢eklestirmeme s6z konusudur.

Umudun insanda ne zaman ve nasil olustugu incelendiginde ¢ocuklugun ilk yillarma kadar inmek
gerekir. Erikson’a (1982) gore umut psikososyal geligimle ilgili motivasyonel bir giictiir. Yasamun ilk
yillarindaki gilivene kars1 giivensizlik asamasinda temel bir ego niteligi olarak gelisir. Hall ve Lindzey
(1985) bebekte ilk erdemin umutla birlikte ortaya ¢ikmaya basladigini, Snyder (2000a) erken donemde
olusan giiven baglarinin giiclendirme duygusu ve hedefe yonelik diisiinceyle iligkisi oldugunu
belirtmistir. Cocugun, istedigi nesneleri isaret etmesi hedef belirledigini gdstermekte, fiziksel
kapasitenin gelisime eslik eden benlik algilar1 eyleyici diisiincenin temelini olusturmaktadir (Snyder,
2000Db). 3-6 yas arasinda gelisen dil becerileri, cocuklarin hedeflerini ¢evrelerindeki bireylere
aktarmalarimi kolaylastirmakta, 7-12 yas diizeyindeki cocuklarda ise umudu gelistirmek i¢in hedefe
ulagma ile ilgili modeller sunmak gerekmektedir (Snyder, 2000b). Eyleyicilik, cocuklar amaglara
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ulagsmay1 6grenirken ve 6zellikle de gelisim gdrevlerini basarmaya ¢alisirken aldiklar1 6vgii ve destekle
geligir (McDermott ve Snyder 2000; akt. Grewal ve Porter, 2007). Umudun bireyin yasamina etkisi
sadece ¢ocukluk yillar1 ile simrli olmayip tiim gelisim siirecini sekillendirmektedir. Bu dogrultuda
umudu siirdiirme kapasitesi, basarili yaglanmanin 6nemli bir par¢asidir. Amaglar, alternatif yollar ve
eyleyicilik bilesenleri yaslilikta da umutlu diisiinme i¢in gereklidir (Wrobleski ve Snyder, 2005).

Umut diizeyinin yiiksek olmasi ve ger¢eke¢i umutlara sahip olma bireylerin saglikli, basarili ve mutlu
olabilmesi igin gereklidir. Alanyazin incelendiginde saglikli ve hasta bireylerin umut diizeylerini
belirlemek amaciyla Tiirk¢e’ye uyarlanan ve kullanilan 6lgme araglari belirlenmistir. Bunlardan
bazilar1 Durumluk Umut Olgegi (Denizli, 2004 ), Cocuklar I¢gin Umut Olgegi (Atik ve Kemer, 2009),
Siirekli Umut Olgegi (Tarhan 2012), Biitiinleyici Umut Olgegi (Sarigam ve Akin, 2013), Beck
Umutsuzluk Olgegi (Durak ve Palabiyikoglu, 1993) ve Herth Umut Indeksi’dir (Aslan, Sekmen,
Kémiircii ve Ozet, 2007). Olgeklerin Tiirkiye’de yasayan bireylerin umut diizeylerini belirlemede ¢ok
6nemli rolleri olmakla birlikte, umudu tanimlamaya, nasil gelistigini ya da nelerden etkilendigini
belirlemeye yonelik bir i¢erige sahip olmadiklar1 goriilmiistiir.

Tarihsel gegmis, gelenek gorenek, dini inang, toplum yapisi ve bu dogrultuda olaylara bakis acisinin
farkli olabilecegi diisiincesi ile Tiirk toplumunda umudun algilaniginin ve yasaniginin farkli olabilecegi
diistiniilmiistiir. Bu nedenle konunun derinlemesine incelenebilecegi nitel arastirma paradigmasina
dayali bir ¢alisma planlanmistir. Arastirmanin farkli yas ve gelisim diizeyinde olan bireylerle
yiiriitiildiigii, ayrica umut konusunda Tiirkiye’de yapilan ilk ¢aligmalardan biri olma niteligi tasidigi
g6z Oniine alindiginda alanyazina 6nemli katkilar sunacagi diistiniilmektedir.

Arastirmanin Amaci

Arastirmanin temel amaci, umudun farkli yas gruplarindaki bireyler tarafindan nasil tanimlandigini ve
yiiksekdgretim dgrencilerinin umut hakkinda neler diistindiigiinii belirlemektir. Bu temel amag
dogrultusunda asagidaki sorulara cevap aranmistir.

1. Umut; ilkokul, ortaokul, ortadgretim ve yiliksekogretim diizeyindeki 6grenciler tarafindan nasil
tanimlanmaktadir?

2. Cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladigi sosyal destek ve kigilik
ozellikleri farkli iiniversite 6grencileri umut hakkinda neler diisiinmektedir?

Yontem

Arastirmanin Deseni

Bu calisma nitel arastirma deseninde yapilmistir. Arastirmada nitel arastirma deseninin segilmesinin
nedeni, umut kavraminin anlam ve anlama tizerine odaklanilarak incelenmek istenmesidir. Van
Maanen’e (1979, 520; akt. Merriam, 2013, 13) gore, nitel aragtirma semsiye bir kavramdir. Tanimlama,
¢Ozme, yorumlama ve anlama ilgili terimlere ulasan teknikleri kapsar. Nitel aragtirmalar anlamin nasil
insa edildigiyle, insanlarin hayatlarin ve diinyalarini nasil anlamlandirdiklariyla ilgilidir. Nitel
arastirmanin dncelikli amact bu anlamlar1 agiga ¢ikarmak ve yorumlamaktir (Merriam, 2013, 24). Bu
baglamda arastirmada ilkokul, ortaokul, ortadgretim ve yiiksekogretim diizeyindeki 6grencilerin umut
kavramini nasil tamimladiklari/anlamlandirdiklar agiga ¢ikarilmaya caligilmis ve yorumlanmistir.
Bunun yanmda cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladig1 sosyal destek
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ve kisilik 6zellikleri farkli iiniversite 6grencilerinin umut hakkinda neler diigiindiikleri belirlenmeye
caligilmistir.

Calhisma Grubu

Aragtirma, iki farkli alisma grubu ile yiiriitiilmiistiir. ilk calisma grubu; umudun farkl yas
gruplarindaki bireyler tarafindan nasil tanimlandigini belirlemek amaciyla ilkokul 4. sinif, ortaokul 8.
siif, ortadgretim 10 ve 11. smif, yiiksekdgretim 3. sinif 6grencilerinden olusturulmustur. Bu amagla
2011-2012 egitim Ogretim yilinda Ankara ilinde ii¢ farklt merkez ilgede sosyo-ekonomik diizeyleri
farkli olan ti¢ ilkokul, li¢ ortaokul, ii¢ ortadgretim (genel lise, kiz meslek lisesi ve Anadolu lisesi)
kurumunda dgrenim goren dgrenciler ile Gazi Universitesi Egitim Fakiiltesi’nde 6grenim goéren
Universiteye giris puanlar1 farkli (sayisal, dil, esit agirlik) ii¢ bolimiin 6grencilerine ulagilmustir.
Calisma grubunda yer alan toplam 476 6grencinin 112 (%24)’si ilkokul 4. siifta, 93 (%20)’1 ortaokul
8. smifta, 173 (%36)’1 ortadgretim 10 ve 11. smifta, 98 (%20)’1 yiiksekdgretim 3. sinifta 6grenim
gormektedir. ilk ¢alisma grubu kolay ulasilabilirlik ve calismaya goniillii katilim esas almarak uygun
ornekleme yontemi ile belirlenmistir. Uygun 6rnekleme; yakin ¢evrede bulunan, ulasiimasi kolay ve
aragtirmaya goniillii olarak katilmak isteyen bireyler {izerinde yapilan 6rnekleme olarak
tanimlanmaktadir (Erkus, 2009).

Cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladig1 sosyal destek ve kisilik
Ozellikleri farkli tiniversite 6grencilerinin umut hakkinda neler diisiindiiklerini belirlemek amaciyla
arastirmada ikinci ¢alisma grubu olusturulmustur. Odak grup goriismelerinin yapilacagr ikinci ¢aligsma
grubunun belirlenmesinde nitel arastirmalarda kullanilan amagli 6rnekleme yontemlerinden 6lgiit
ornekleme kullanilmistir. Amagli 6rnekleme, zengin bilgiye sahip oldugu disiiniilen durumlarin
derinlemesine calisilmasina olanak vermektedir. Olgiit drnekleme ydntemi, arastirmaci tarafindan
belirlenmis ya da 6nceden hazirlanmis bir dizi 6l¢iitii karsilayan durumlarin ¢alisilmasidir (Yildirim ve
Simsek, 2011). Bu cahismada egitim diizeyi, smnif ve Siirekli Umut Olgegi(SUO) puam arastirmaci
tarafindan 6lgiit olarak belirlenmistir. Gazi Universitesi lisans 3. siiflarinda 6grenim gérmekte olan
ogrencilerden goniillii olan 102 kisiye Siirekli Umut Olgegi (SUO) uygulanmis; dlgek puani
sonuclarina gore umut diizeyi yiiksek 8 kisi ve umut diizeyi diisiik 7 kisi olmak iizere goriisme
yapilacak iki alt grup belirlenmistir. Bunun yaninda 6n uygulama yapmak icin ¢calisma grubunda yer
almayan umut diizeyi yiiksek ve diisiik kisilerden olusan 9 kisilik bir karma grupta olusturulmustur.
Odak grup caligmalarina toplam 24 kisi katilmis olmakla birlikte bulgular ve yorumlar 15 kisilik asil
uygulama dokiimleri iizerinden yapilmustir. Asil uygulamanin yapildigi umut diizeyi yiiksek ve diistik
olan katilimeilara iliskin SUO puanlar1 Tablo 1°de sunulmustur.

Tablol.

Katilimcilarin SUO puanlar

Katilimer Adi SUO Puam Umut Diizeyi Katihmer Ada SUO Puam Umut Diizeyi
Kagan 62 Yiiksek Esma 45 Diisik
Sila 60 Yiiksek Handan 45 Diisiik
Zehra 60 Yiiksek Betiil 44 Diisiik
Hatice 60 Yiiksek Yasemin 44 Diisiik
Fevzi 58 Yiiksek Goniil 41 Diisiik
Duygu 57 Yiiksek Hakan 41 Diisiik
Asli 55 Yiiksek Hayrettin 37 Diisiik
Leyla 55 Yiksek | -----
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Veri Toplama Teknikleri ve Verilerin Toplanmasi

Kompozisyon: Farkli yas ve gelisim diizeyindeki bireylerde umut kavraminin nasil tanimlandigini ve
algilandigini ortaya ¢ikarmak amaciyla ilkokul, ortaokul, ortadgretim ve yiiksekdgretim diizeyinden
ogrencilere “umut” konulu kompozisyonlar yazdirilmistir. Kompozisyon sorusunun hazirlanmasinda
alanyazindan, Hinds (2004) ve Rivers’m (2011) umut konulu nitel ¢alismalarindan yararlanilmustir.

Kigsisel Bilgi Formu: Odak grup goriismesi yapilan yiiksekdgretim 6grencilerinin cinsiyet, yas, sosyo-
ekonomik diizey ve dogum sirasina iliskin demografik bilgileri, arastirmaci tarafindan gelistirilen
kisisel bilgi formu ile toplanmugtir.

Siirekli Umut Olcegi (Dispositional Hope Scale): Siirekli Umut Olgegi on bes yas ve iistii bireylerin
stirekli umut diizeylerini belirlemek amaci ile C.R. Snyder ve digerleri (1991) tarafindan
gelistirilmistir. Olcegin Tiirkceye ilk uyarlamas1 Akman ve Korkut (1993) tarafindan yapilnustir. Bu
calismada Tarhan (2012) tarafindan Tiirkgeye uyarlanan “Siirekli Umut Olgegi” (SUO) kullanilmustir.
On iki maddeden olusan dlgekte, umudun Alternatif Yollar Diisiincesi (6rn. Sikintili bir durumdan
kurtulmak i¢in pek ¢ok yol diisiinebilirim) ve Eyleyici Diislince (6rn. Kendim i¢in koydugum
hedeflere ulagirim) boyutlarma iliskin dérder madde yer almaktadir. Bu maddelerden bir tanesi
geemise, iki tanesi iginde bulunulan zamana ve bir tanesi de gelecege yoneliktir. Diger dort madde ise
dolgu ifadelerinden olugsmaktadir (6rn. Sagligim i¢in endiselenirim). Bireylerden maddelerdeki
ifadelerin kendi durumlarin1 yansitma derecelerini Likert tipi sekizli bir derecelendirme &lgegi tizerinde
isaretlemeleri istenmektedir. Olgek puanlanirken Alternatif Yollar diisiincesi ve Eyleyici Diisiince alt
dlceklerinden elde edilen puanlar toplanarak toplam Siirekli Umut Olgegi puani elde edilmektedir.
Olgekten alinabilecek en diisiik puan 8, en yiiksek puan 64’tiir. Eyleyici Diisiinceler bileseninin
Cronbach Alfa degerinin .71-.76, alternatif yollar diislincesi bileseninin Cronbach Alfa degerinin .63-
.80, 6lgegin toplaminda Cronbach Alfa degerinin .74-.84 arasinda oldugu tespit edilmistir (Snyder ve
dig.1991). Tarhan (2012) tarafindan yapilan Tiirk¢e’ye uyarlama ¢aligmasi sonucunda 6lgegin i¢
tutarlik katsayis1 0.84, test tekrar test giivenirlik kat sayis1 Eyleyici Diislince boyutu icin 0.81,
Alternatif Yollar Diisiincesi boyutu i¢in 0.78 ve dlgegin toplam puani igin 0.86 olarak hesaplanmustir.

Odak Grup Goériismeleri: Bireylerin umudu nasil anladigi, umutlu bireylerin kendilerini nasil
tanimladiklari, umudun kaynaklar1 gibi sorulara derinlemesine cevaplar bulabilmek amaciyla
arastirmaci tarafindan yliksekogretim lisans 6grencileri ile odak grup goriismeleri yapilmistir. Odak
grup goriismesi; bir konu, iiriin veya hizmet hakkinda insanlarin diisiince ve duygularini anlamak
amaciyla yapilan goriismelerdir (Yildirim ve Simsek, 2011). Oncelikli olarak arastirmaci tarafindan
umut konusuna iliskin alanyazin taranmig, odak grup goriismesinin igerigini ve akisini belirleyen agik
uclu sorular hazirlanmigtir. Hazirlanan agik uglu sorularin anlami ve igerigi konusunda Psikolojik
Danigsma ve Rehberlik (PDR) alaninda uzman iki akademisyenden goriis alinmig ve daha sonra ¢alisma
grubunda yer almayan umut diizeyi yiiksek ve diisiik 6grencilerin bulundugu dokuz kisilik bir gruba 6n
uygulama yapilmistir. On uygulama sonuglar akademisyenlerle tekrar gozden gegirilmis, gerekli
diizenlemeler yapilarak goriisme sorularina son hali verilmistir.

Aragtirma i¢in ilgili kurumlardan (ilkokul, ortaokul, ortadgretim, yliksekdgretim) izin alinmus,
arastirmaci tarafindan ilgili simf 6gretmenine/brans 6gretmenine/rehber 6gretmene/6gretim elemanina
ve Ogrencilere arastirmanin konusu, amaci ve uygulamanin nasil yapilacagi hakkinda bilgi verilmistir.
[lkokul, ortaokul, ortadgretim ve yiiksekdgretim dgrencilerinden “Umut dedigimizde akliniza gelen
kavramlar nelerdir?” sorusuna yonelik kompozisyon yazmalari istenmistir.
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Odak grup goriigsmeleri i¢in arastirmaci, tiniversitede derslere girerek 6grencilere arastirmanin amaci,
konusu ve odak grup caligmalar1 hakkinda bilgi vermistir. Calismaya katilmaya goniillii yiiksekogretim
ogrencilerine SUO uygulanarak puanlari siralanmistir. SUOQ’den alinabilecek puanlar 8-64 arasidadar.
Bu calismada arastirmaci tarafindan SUO’den 55 ve iistii puan alanlar SUO puani yiiksek olanlar, 54
ve altinda puan alanlar SUO puam diisiik olanlar olarak belirlenmistir. Odak grup ¢aligsmast i¢in
hazirlanan sorularin anlasilirlik agisindan gozden gegirilmesi ve eksiklerinin tamamlanmasi amaciyla
SUO puan diisiik ve yiiksek olanlar arasindan belirlenen dokuz kisilik karma bir grupla 6n uygulama
gerceklestirilmistir. On uygulamada, katilimcilarmn sorulara dogru, icten ve rahat bir sekilde cevap
verebilmelerini saglamak amaciyla sorular giinliik konugma diliyle sorulmus, bu gériismede sorularin
acik ve anlagilir olup olmadig, verilen cevaplarin sorulan sorular1 yansitip yansitmadigi belirlenmeye
calistimistir. On uygulamadaki odak grup ¢alismasinin analizi yapilmis, dogru anlasiimasinda tereddiit
edilen ya da tekrar niteligindeki sorular ¢ikarilmis, yeniden diizenlenen soru formu i¢in PDR alaninda
uzman iki 6gretim iiyesinden goriis alimustir. On uygulamadaki odak grup calismasinda kullanilan 16
sorudan dort tanesi ilk degerlendirmede ¢ikarilmis ve asil uygulama 12 soru ile yapilmustir.

Ikinci ¢caligma grubunda yer alan ve odak grup goriismelerine katilan yiiksek6gretim 6grencilerinin
cinsiyet, yas, sosyo-ekonomik diizey ve dogum sirasina iliskin demografik bilgileri kisisel bilgi formu
kullanilarak toplanmistir. SUO puam diisiik bireylerle yapilan calismaya yedi kisi, SUO puam yiiksek
bireylerle yapilan ¢alismaya da sekiz kisi katilmistir ve odak grup goriismeleri yaklagik olarak 120
dakika stirmiistiir.

Goriismelerde grup lyelerinin birbirlerini rahat¢a goérebilmeleri ve iletisim kurabilmeleri i¢in yuvarlak
masa diizeni uygulanmisg, oturumlarda kamera ve ses kayit cihazi kullanilmistir. Goriismenin kayit
altma almacag1 dnceden katilimcilara bildirilmis ve onaylar1 alinmistir. Odak grup gériismelerinde
goriisme formunda yer alan agik uglu sorular sorulmus, sorunun anlasilmadig: diisliniildiigiinde veya
eksik bilgi verildigi hissedildiginde ek sorular sorulmustur. Boylece bireylerden derinlemesine bilgiler
elde edinilmeye ¢alisilmistir. Goriisme siirecinde arastirmanin veri toplama siirecini olumsuz
etkileyebilecek durumlardan kagimlmustir. Arastirmacinin rolii ele alinan olgu baglaminda verilerin
toplanmasi, analizi ve bulgularin yorumlanmasiyla sinirh tutulmustur.

Verilerin Analizi

Kompozisyon Analizi: Arastirmada “Umut dedigimizde akliniza gelen kavramlar nelerdir?”” sorusuna
yonelik kompozisyon teknigi ile toplanan veriler igerik analizi yontemiyle degerlendirilmistir. Bu
cercevede aragtirmaci tarafindan, kompozisyon metinleri umut kavrami agisindan tanimlanmaya ve
anlamlandirilmaya ¢alisiimustir. Icerik analizinde toplanan veriler dnce kavramsallastirilir, daha sonra
da ortaya ¢ikan kavramlara gore mantikli bir bigimde organize edilir ve buna gore veriyi agiklayan
temalar saptanir (Yildirim ve Simgek, 2011, 227). Kompozisyon teknigi ile elde edilen nitel arastirma
verileri dort asamada analiz edilmistir. Bunlar verilerin kodlanmasi, temalarin bulunmasi, kodlarn ve
temalarin organize edilmesi, bulgularin tanimlanmas1 ve yorumlanmasidir (Yildirim ve Simsek, 2011,
228). Arastirmada igerik analizinin ilk asamasi olan verilerin kodlanmasinda arastirmaci,
kompozisyonlardaki ciimleleri anlaml1 bir biitiin olarak kabul etmis ve umut kavramu ile ilgili aktarilan
kelime ya da kelime gruplarim tespit etmistir. Bu tespitte umut kavramina yonelik ¢aligmalar ve
tanimlamalar esas alinmig ve ayni zamanda PDR alaninda iki uzman 6gretim liyesinin goriigiine
basvurulmustur. Aragtirmaci tarafindan, umut kavramiyla ilgili kelime ya da kelime gruplari
kodlandiktan sonra bir kod listesi olugturulmustur. Kod listesinde ortaya ¢ikan benzerlik ve farkliliklar
saptanmig ve buna gore birbiriyle iliskili kodlar1 bir araya getiren temalar belirlenmistir. Bu agsamada,
ortaya cikan temalarin yeterliligini ve verilerin etkili bir bicimde organize edilip edilmedigini
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incelemek ve kontrol etmek amaciyla tekrar uzman goriisii alinmigtir. Uzman gortisleri dogrultusunda
temalarin bireylerin gelisim diizeyleri de dikkate alinarak sinif diizeylerine gore ayr1 ayr1
belirlenmesine karar verilmistir.

Arastirmanin glivenirligini saglamak i¢in aragtirmaci tarafindan ayni metnin farkli zamanda aym
sekilde kodlanmasi1 yontemi uygulanmis ve her iki kodlamada da psikolojik damigma ve rehberlik
alaninda uzman iki 6gretim iiyesinin goriisiine bagvurulmustur. Iki farkli zamanda yapilan
kodlamalarin tutarli oldugu tespit edilmistir. Arastirmanin gegerliligini saglamak icin ise analizi
yapilan kompozisyon metinlerinden 6rneklem alinmamig, metinlerdeki tiim climleler incelenmistir.
Kompozisyon metinlerindeki umut ile ilgili temalar sinif diizeylerine gore gosterilmis, 6rnek
betimlemelere yer verilmis ve yorumlanmgtir.

Odak Grup Goriismelerinin Analizi: Odak grup goriismesi yoluyla toplanan nitel verilerin
¢oziimlenmesi iki asamada gergeklestirilmistir. Birinci asamada goriismelerinin ardindan ses ve
kamera kayitlari ikiser kez dinlenmis ve izlenmis, bu kayitlarin tek tek yazili dokiimii yapilmustir.
Ikinci asamada bu veriler betimsel analiz yontemiyle degerlendirilmistir. Betimsel analizde veriler,
daha 6nceden belirlenen temalara gore 6zetlenir ve yorumlanir. Veriler arastirma sorularmin ortaya
koydugu temalara gore organize edilebilecegi gibi, goriisme ve gozlem siireglerinde kullanilan sorular
ya da boyutlar dikkate alinarak da sunulabilir. Betimsel analiz dort asamadan olusur. Bunlar; betimsel
analiz i¢in bir ¢er¢eve olusturma, tematik ¢erceveye gore verilerin islenmesi, bulgularin tanimlanmasi
ve yorumlanmasidir (Yildirim ve Simsek, 2011, 224-225). Bu ¢alismada umut kavramina iliskin
alanyazin temel alinarak veri analizi i¢in bir ¢er¢eve olusturulmustur. Temalar arastirma sorularina
gore organize edilmis, bireylerin goriislerini yansitmak amaciyla dogrudan alintilara yer verilerek
tanimlamalar yapilmis ve aragtirmaci tarafindan alanyazin dikkate alinarak yorumlanmustir.
Arastirmada goriislerine bagvurulan 6grencilerin kimlik bilgilerini gizli tutmak amaciyla, cinsiyetleri
dikkate alinarak kodlamada farkli isimler kullanilmistir.

Bulgu ve Yorumlar

Bu boliimde siniflara gére 6grencilerin umut kavramini nasil tanimladiklarina iliskin bulgular ile
yiiksekdgretim diizeyinde bireylerin umut kavramina iliskin goriislerine yonelik bulgulara ve
yorumlara yer verilmistir.

Siniflara Gore Ogrencilerin Umut Kavramm Tammlamalari

Aragtirmada, dordiincii sinif 6grencilerinin “Umut dedigimizde akliniza gelen kavramlar nelerdir?”
sorusuna verdikleri cevaplardan olusturulan temalar ve bu temalara iliskin betimleme 6rnekleri Tablo
2’de gosterilmistir.

Dordiincii sinif 6grencilerine gére umut; mutluluk, seving ve heyecan gibi duygular, bir seyi
yapabilmek i¢in gii¢ veren, gelecege yonelik giizel ve olumlu diisiinceler, bireyin kendine
giivenmesini, vazgegmeden, yilmadan, zorluklarla bag etmesini saglayan, bir seyin olacagina yonelik
inanci, bu konudaki istek ve beklentileri kapsayan, dua etmek seklinde ifade edilen dinsel inan¢ boyutu
olan bir kavram olarak tanimlanmigtir. Ayrica, dordiincii smif 6grencilerinin umut tanimlarinda,
“bilgisayar ya da bisiklet alinmasin1 istemek, hasta olan arkadasinin iyilesmesi i¢in dua etmek” gibi
daha somut ve disa bagimli ifadelere de rastlanilmistir. Bu durumun i¢inde bulunduklari zihinsel,
duygusal ve sosyal gelisimin doneminin bir 6zelligi oldugu diisiiniilmektedir.
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Tablo 2.

Dordiincii sumif 6grencilerinin umut kavrami tammlamalarindan olusturulan temalar ve betimlemeler
Temalar Betimlemeler

Mutluluk, seving Insanin bir olay kargisinda iginde bir seving, bir mutluluk duyup olumlu diisiinmesidir.

Vazgegmemek, caba Bir seyi yapabilmek i¢in bize gli¢ veren, yilmamamizi saglayan bir diisiince.

gostermek

Gelecege yonelik olumlu Umut; gelecekte bir seyi almak ya da bir sey yapmak igin umulan seylerdir. Ornegin gelecekte
diisiinceler ¢ok tinlii bir bilim adami1 olmak ya da bir ev almak i¢in umutlu olabiliriz.

Bagarili olmak, ¢aligkan olmak  Calisip sinavda basarili olmak.

Kendine giiven Bir seyi yapabilmeye gayret etmek, kendimize giivenmek.

Dua etmek Umut; hasta olan bir arkadagimin iyilesmesi i¢in dua etmektir.

Sekizinci sinif 6grencilerinin umut kavramina iligkin yaptiklari tanimlardan olusturulan tema ve bu
temalara iligkin betimleme 6rnekleri Tablo 3’te verilmistir.

Tablo 3.

Sekizinci sunif ogrencilerinin umut kavrami tamimlamalarindan olusturulan temalar ve betimlemeler
Temalar Betimlemeler

Hayal Kendi i¢imizde istedigimiz, kurdugumuz hayallerdir.

Gelecege yonelik olumlu Gelecege iyilikle bakmaktir. Mesela gelecekte iyi bir iiniversite, iyi bir isimizin olacagini diisiinmek
diigiince ve beklentiler bizim gelecege dair umudumuzdur.

Caba harcamak Umut ettigimiz, olmasini istedigimiz seyler i¢in galisir cabalariz.

Yasama sevinci Icimizdeki 151k, bizi hayata baglayan en 6nemli unsur.

Sevmek ve giiven duymak Giiven, inang, sevda, sevgi.

Mutlu olmak Mutluluk, zevkli bir yagam.

Sekizinci sinif 6grencilerine gore umut; hayaller ve gelecege yonelik olumlu beklentilerdir. Ayni
zamanda bir konunun gerceklesmesi icin duyulan inang, istek ve gosterilen cabayi, sevgi ve giiveni
kapsayan bir duygudur. Sekizinci sinif 6grencilerinin umut tanimlarinda daha soyut kavramlara yer
verdikleri, umudu 6zellikle kars1 cinsten arkadas konusu ile iligkilendirdikleri ortaya ¢ikmistir. Bu
tamimlarda sekizinci sinif 6grencilerinin iginde bulunduklar: ergenlik donemi ve 6zelliklerinin etkili
oldugu disiiniilmektedir.

Onuncu ve on birinci siif 6grencilerinin umut kavramina iliskin yaptiklar1 tanimlardan olusturulan
temalar ve bu temalar iliskin betimleme 6rnekleri Tablo 4°te verilmistir.

Ortadgretim diizeyindeki 10-11. siif 6grencilerine gore umut; mutluluk, iyimserlik, cesaret veren ve
umutsuzlukla caresizligi yok eden bir duygu, diisiinmek, farkinda olmak, hedef belirlemek, ¢alisma ve
basarma istegi ile dolu olmak, basarmak, umudu gerceklestirirken sabir gdstermek, goniilden inanmak,
kararli olmak, vazgegmemek ve gelecege yonelik diistinceler iginde olmak seklinde tanimlanmustir.
Gelecege yonelik diisiinceler siif gecme, takdir belgesi almak, tiniversite sinavini kazanmak, iyi bir is
ve meslek sahibi olmak, evlenmek ve ¢ocuk sahibi olmak ve aileleri i¢in gurur kaynagi olmak seklinde
belirtilmistir. Umut ayrica zorluklarla miicadele giicii, yasama nedeni ve kendine giiven olarak da
tanmimlanmistir. Ortadgretim dgrencilerinde umudun genel olarak okul basaris1 ve tiniversite sinavini
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kazanmak ¢ercevesinde ele alindigi, 6zellikle meslek lisesi 6grencilerinde iyi bir meslek sahibi olmak
ve evlenmek olarak ifade edildigi, bu 6grencilerin okul ve hayat basarilari ile ailelerine destek ve gurur
kaynagi olma istekleri dikkat ¢ekmistir. Okulda basarili olmaya ¢aligma ve iiniversite sinavini kazanma
istegi lilkemiz kosullarinda genellikle tiim ortadgretim 6grencilerinin hedefi olarak goriilmiis, meslek
lisesi dgrencilerindeki aileye maddi destek saglama, ailenin gururu olma ve iyi bir evlilik yapma
umudu ise bu 6grencilerin i¢inde yasadiklari sosyo kiiltiirel ve ekonomik 6zelliklerle baglantili olarak
degerlendirilmistir.

Tablo 4.
Onuncu ve onbirinci sinif 6grencilerinin umut kavrami tamimlamalarindan olusturulan temalar ve
betimlemeler

Temalar Betimlemeler

Olumlu duygu Yasama sevinci kararli olmak, isteklilik.

Gelecege yonelik plan, hedef Gelecekteki giizel ve basarili giinler.

Hayal, beklenti Hayaller, amaglar,

Hayat Yagama sebebidir.

Caba harcamak Bir hedefin olmali bu hayatta basariya ulasmak i¢in. Bagariya ulagmak i¢in ¢aligmak ve

¢abalamak gerekir.

Universiteyi kazanmak Universite snavini ilk giriste kazanmak.
Meslek sahibi olmak Istedigim sevdigim meslege sahip olmak.
Evienmek Sevdigim kisi ile mutlu bir evlilik.

Gurur kaynagi Ailemin benimle gurur duyacag: birisi olmak.

Yiksekogretim dgrencilerinin umut kavramina iliskin yaptiklari tammlardan olusturulan temalar ve bu
temalara iliskin betimleme 6rnekleri Tablo 5’te verilmistir.

Tablo 5.
Yiiksekogretim diizeyindeki 6grencilerinin umut kavrami tamimlamalarindan olusturulan temalar ve
betimlemeler

Temalar Betimlemeler

Yasama sevinci Hayata tutunmaktir, yasamdan zevk almaktir.

Basarili olunacagina duyulan Bireyin kendine giiveninin artiran sey.

inang

Caba Biitiin olumsuz durumlara karst mutlaka bir ¢ikis kapisinin oldugu diisiinmek, asla pes

etmemek, miicadeleci olmak, karamsar olmamak.

Hayal kurma Hayal etmek, basartya ulagsmay1 istemek ve genel anlamda bir seyin gergeklesmesini istemek.
Beklenti Beklenti, yasama sevinci, ileriye doniik yasamak.

Gelecege yonelik plan Gelecekte yapilacak ve olmasini istedigim seyler.

Mutluluk Mutluluk, heyecan.

Yiiksekogretim 6grencilerine gore umut; insana ve yasam dair bir 6zellik olarak goriilmiis, saglikli
olmak, aile kurmak ve mesleginde iyi olmak gibi gelecege yonelik beklentilerle birlestirilmis, umut
hayallerin kaynagi olarak goriilmesinin yaninda hedef belirlemek ve hedefe yonelik ¢aba gostermek
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olarak tanimlanmus, olumlu diisiinme, plan yapma, zorluklardan yilmama ve hep daha iyisi olsun diye
caligma olarak ifadelendirilmistir. Umutta Allah inanc1 ve dua etmenin yaninda, soyut diigsiincelerin
somut diisiinceye doniismesinde umudun 6nemi de vurgulanmustir. Yiiksekogretim 6grencilerinin umut
tanimlarinda olumlu gelecek beklentileri, hedef belirleme, ¢aba gosterme, zorluklarla miicadele etme
ve umudu gergeklestirinceye kadar ¢abayi siirdiirme gibi giinliik ifadelerin yaninda umudun insanin
varligi, hayatin anlami ve amaci gibi daha st diizey diisiincelerle birlestirildigi gézlenmistir. Bu
durumun gelisim donemi 6zelligi olmas1 yaninda 6grencilerin sahip olduklar1 entelektiiel becerilerden
ve iginde bulunduklari egitsel, kiiltiirel ve sosyal ortamdan da kaynaklandig1 diistiniilmektedir.

[lkokuldan yiiksekdgretime kadar umut konulu yazilan kompozisyonlarin sonuglar: Tablo 6°da
Ozetlenmistir.

Tablo 6.

llkokuldan yiiksekégretime kadar umut konulu yazilan kompozisyonlarin sonuglar

Egitim Diizeyi Temalar

Ilkokul 4 Mutluluk, seving, vazgegmemek, caba gostermek, gelecege yonelik olumlu diigiinceler, basarili olmak ve

caligkan olmak, kendine giiven, dua etmek.

Ortaokul 8 Hayal, gelecege yonelik olumlu diisiince ve beklentiler, ¢aba harcamak, yasama sevinci, sevmek ve
giiven duymak, mutlu olmak.

Ortadgretim 10-11 Olumlu duygu, gelecege yonelik plan, hedef, hayal, beklenti, hayat, ¢aba harcama, lniversiteyi
kazanmak, meslek sahibi olmak, evlenmek, gurur kaynagi.

Yiiksekogretim 3 Yasama sevinci, basarili olunacagina duyulan inang, ¢caba, hayal kurma, beklenti, gelecege yonelik plan,
mutluluk.

Tablo 6 incelendiginde umut kavraminin ilkokuldan {iniversiteye kadar bireylerde olumlu duygu ve
diistinceleri, derslerde basarili olmaktan okulu bitirmeye, tiniversite sinavini kazanmaktan meslek
sahibi olup evlenmeye kadar genis bir yelpazede degerlendirilebilecek gelecege yonelik hedefleri ve
caba gostermeyi igerdigi goriilmektedir.

Yiiksekogretim Diizeyinde Bireylerin Umut Kavramna iliskin Goriisleri

Cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladig1 sosyal destek ve kisilik
ozellikleri farkli iiniversite 6grencilerinin umut hakkinda neler diisiindiiklerini belirlemeye yonelik
yapilan iki odak grup goriismesinde sorulan sorulara iligskin bulgulara asagida yer verilmistir.

Katilimeilara “Biraz kendinizden soz eder misiniz? (kag kardessiniz, kaginct ¢cocuksunuz?)” sorusu
sorularak bireylerin dogum sirasinin umutlarini nasil etkilediginin belirlenmesi amag¢lanmstir. Her iki
grupta da katilimcilar ailede ilk, ortanca, son ¢ocuk ya da tek ¢ocuk olmanin umutlar1 agisindan bir
farklilagsmaya yol agmadigini ifade etmislerdir.

Ogrencilere ailelerinin aylik toplam geliri ile ilgili dogrudan bir soru sorulmanus fakat demografik
bilgi formundaki cevaplar ve goriismedeki diger sorulara verilen cevaplar lizerinden degerlendirme
yapilmustir. Odak grup caligmasina katilan 6grenciler farkli sosyo-ekonomik ve kiiltiirel diizeydeki
ailelerden gelmelerine ragmen ailelerinin toplam aylik gelir diizeyinin umutlarinda bir farklilagsmaya
yol agmadigini diistindiiklerini belirtmislerdir.
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“Kadin ya da erkek olmak umutlarinizi etkiliyor mu?” sorusuyla cinsiyetin 6grencilerin umutlarini
nasil etkilediginin anlagilmasi amaglanmugtir. Ogrencilerin bu soruya verdikleri cevaplara ve asagidaki
alintilara dayanarak, iiniversite 6grencilerinin umutlari iizerinde cinsiyetten ¢ok toplum tarafindan
yiiklenen cinsiyet rollerinin etkili oldugunu diisiindiikleri belirlenmistir. Bu konudaki 6grenci
gorislerinden ornekler asagida verilmistir:

Toplumda erkekler her istedigini yaparmis kadinlar yapamazmais gibi bir alg1 var. Toplum etkiliyor aslinda
(Hatice).

Ulkemizdeki kadinlarin umut beslemesi daha zor sanki. Yasam sartlar1 ve ¢alisma ortamlar1 cok agir
¢ilinkii (Sila).

Cinsiyet umudu etkiliyor... Meslegimizi secerken bile ‘sen bayansin 6gretmenlik sana daha uygun’
diyorlar (Goniil).

Evet etkiliyor. Erkek olmak bir seyleri yapabilme hissini veriyor... Kiz olmak bazi umutlar1 engelliyor
gibi geliyor bana. Erkek olmak daha 6zgiir yapiyor bazi konularda (Hakan).

... kadmlar ve erkekler umutlarini cinsiyetlerine gére belirliyor aslinda. Erkek olmanim umuda olumlu ve
olumsuz katkilart var. Olumlu katkisi mesela kendimi daha 6zgiir hissediyorum. Olumsuz kismi ise
erkekten beklentinin daha fazla olmasi (Hayrettin).

Ogrencilere “Sahip oldugunuz hangi beceri, ézellik ve yetenekler sizi umutlu yapryor?” Sorusu
sorularak ozyeterlik algilar1 ve bu alginin umut diizeylerine olan etkisi konusunda neler diisiindiikleri
anlasiimaya calisilmustir. Ogrencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida
yer almaktadir:

Basaracagima inanmak ve tuttugunu koparan biri olmak (Leyla).
Kendime ve ¢alismama duydugum giiven (Fevzi).

Icten ige kendimi motive etmem (Duygu).

Inang. Hem Yaradan’a hem de kendi varligima (Sila).

Sabur, istedigim seyi elde edene kadar sabretmem. Neyi yapip neyi yapamayacagimi biliyor olmam.
Kendimi tanimam. .. (Betiil).

Sistemli, olmak objektif bir sekilde kendini tanimak ve bu konuda tutarli olmak (Esma).

Aragtirmada yer alan tiniversite 6grencilerinin kendilerini, plan yapmalari ve planladiklar1 noktaya
ulagsmaya calismalari, ¢caba gostermeleri, i¢sel konusmalarla kendilerini motive etmeleri, kararhiliklari,
calisma istekleri, kendilerine ve yeteneklerine giiven duymalari, kendilerini tanimalari, gergekei bir
sekilde degerlendirmeleri g6z 6niine alindiginda 6grencilerin 6zyeterlik algilarinin yiiksek oldugu
soylenebilir. Ozyeterlik algisinin yiiksek olmasi ise umudu olumlu yonde etkilemektedir. Ayrica
katilimcilarm umutlu olmalarinda kendilerini yeterli ve giiclii gormelerinde dinsel inanglarinin da etkili
oldugu tespit edilmistir.

Katilimcilara “Cevrenizde sizi seven ve destek veren insanlarin varligi veya yoklugu umut diizeyinizi
nasil etkilemektedir?” sorusu sorularak algiladiklar1 sosyal destegin umutlarma etkisi konusunda neler
diislindiikleri anlasilmaya ¢alisilmistir. Umut diizeyi yiiksek 6grencilerin bu soruya verdikleri
cevaplardan yapilan alint1 6rnekleri agagida yer almaktadir:
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Eger ben olumlu diisiiniiyorsam olabilecegine inantyorsam digerlerinden etkilenmem. Hatta olabilecegini
anlatirim (Zehra).

Cevremdekiler destek olmazlarsa anlik olarak umudum kirilir ama tartigmaya girmem. Yoluma devam
ederim (Duygu).

Kimseyi kirmam dinlerim ama kendi bildigimi yaparim (Kagan).

Umut diizeyi yiliksek olan bireyler umutlu olmak konusunda temel olarak kendilerinden destek
aldiklarim belirtmislerdir. Umut diizeyi diisiik 6grencilerin bu soruya verdikleri cevaplardan yapilan
alint1 6rnekleri asagida yer almaktadir:

Biiyiik ol¢iide etkiler. En ¢ok aile etkiler sonra sevgili. Olmadig1 zaman insan eksik hissediyor,
birilerinden destek gérmeye ihtiyacimiz var. Destek olunca ben bu isi yapabilirim diyorsunuz...
(YYasemin).

Cok 6nemli, umutlarimi gerceklestirme noktasinda ciddi etkili oluyorlar. Motive ediyor, ¢alismamizi
sagliyor, gergeklesme noktasinda da destekliyorlar ( Handan).

Cok etkiliyor. Ben yurtlarda hi¢ yasamadim... Tek yasamay1 da goze alamadim. Sonra arkadaslarla
kalmaya bagladim. Arkadaslarimin destegi bir kurtulus oldu benim i¢in... daha umutlu bakmama vesile
oldu belki de. Déntim noktasiydi benim i¢in ( Hakan).

Umut diizeyi diisiik 6grenciler ¢evrelerinde onlar1 seven ve destek veren insanlarin varligimin veya
yoklugunun umut diizeylerini etkiledigini ve umut konusunda sosyal destege daha ¢ok ihtiyag
duyduklarini ifade etmislerdir.

Katilimeilara “Kendinizi nasil biri olarak tamimlarsiniz? Belirgin ézellikleriniz nelerdir?” sorusu
sorularak kisilik 6zelliklerinin umutlarini nasil etkilediginin belirlenmesi amaclanmistir. Umut diizeyi
yiiksek 6grencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Sakin, 6fkesini belli etmeyen, i¢ine atan, inatgi, kafasina koydugunu yapan, ama bunu diizgiin bir sekilde
yapan, yapmasi gereken islerde planli (Ash).

Cok mantikli, aklina yatmayan higbir seyi yapmayan, dogru gelen seyi de yapan ve sdyleyen, sabirli, sakin,
rahat, giivenilir (Fevzi).

Cok inatet, kararli, aklina koydugunu yapan, hayati eglenceli ve canli canli yasayan, akrabalar ile birlikte
olmayi, gezmeyi, arkadaslari ile birlikte olmayi, insanlarla konusmayi seven (Zehra).

Umut diizeyi yiiksek olan katilimcilarda 6ne ¢ikan 6zellikler kararli, mantikli, sakin, sorumluluk
sahibi, kendini degerlendiren ve gelistirmeye ¢alisan, planli, neseli ve sosyal olmak gibi olumlu
niteliklerdir. Umut diizeyi diisiik 6grencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri
asagida yer almaktadir:

Cok duygusalim, asir1 duygusal. Bu duygusallik realist diisiinmeme ve dogru kararlar almama engel
oluyor. Tartigirken, biri ile konusurken agliyorum. Bu durum beni aciz gosteriyor. Duygusalligimdan

memnun degilim (Esma).

Dakik biriyim. Planliyim, bu plan i¢inde giivenli, kararli ve rahatim. Fakat plan bozulunca huzursuz
oluyorum ne yapacagini bilemiyorum (Handan).
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Burglara merakliyim, dis goriiniisiim ile gercek kimligimin uyusmadigini diisiiniiyorum, buna
iiziilityorum... Kararli degilim, en ufak bir sey kararmmu etkiliyor ayn1 zamanda mitkemmeliyetgiyim, yeni
tanistigim insanlarin yaninda ¢ok tedirgin oluyorum (Hayrettin).

Umut diizeyi diisiik 6grencilerde ise one ¢ikan 6zellikler kararsiz, olumsuz diisiinen, ani kararlar alan,
cabuk sinirlenen, ailesine ¢ok bagli, miikemmeliyetci, telagl, tutarsiz, hirsli olmayan, yakin arkadasi
olmayan, duygusal yonden dengesiz, gercekei diisiinmesine ve dogru karar vermesine engel olacak
kadar duygusal, ailelerinin goriis ve kararlarin1 kendilerininkinden 6nemli goren, plani bozuldugunda
ne yapacagini bilemeyen, sorunlarma ¢6ziim yolu bulamayan gibi olumsuz niteliklerdir.

Katilimeilara “Umut dendiginde akliniza ne geliyor? ” sorusu sorularak katilimeilarin umut
kavramindan ne anladiklarmin belirlenmesi amaglanmistir. Ogrencilerin bu soruya verdikleri
cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Yasamin gerekliligidir (Duygu).

Rayimda gitmeye ya da raymdan ¢ikma ihtimali olan bir seyin tekrar rayna girebilecegine duyulan inang
(Sila).

Istekli olmaktir. Karsimizda ne kadar engel olsa da o seyi yapamayacagimiz diisiiniilse de hem istememiz
hem de caba gdstermemizdir. Ayni zamanda 6zgiivenle ilgilidir umut (Asl).

Isteklerimizin olmas1. Olumlu ya da olumsuz istek yoktur, istemek vardir. Gergeklesmesi icin de caba
gostermek lazim. Aciz olanlar oturup bekler umudum var der. Gergekten umutlu olan gaba gosterir, galigir
(Kagan).

Hayalim, amacim, istegim (Hakan).
Gelecege yonelik olumlu beklentiler (Betiil).

Ogrencilerin goriisleri incelendiginde umutta; duygusal yon olmakla birlikte bilissel yéniin daha ¢ok
vurgulandigi, umudun gelecege doniik olumlu beklentiler i¢erdigi, hayata anlam kattig1, gerceklesme
olasilig1 olan amaclar belirlemenin 6nemli oldugu, umut etmenin pasif bir bekleyis olmadigi, amaglara
ulagmak i¢in mutlaka ¢aba gostermek gerektigi, 6zellikle de zorluklar karsisinda bireyin kendine
giivenerek bu ¢abasini devam ettirmesinin 6nemli goriildiigii sOylenebilir.

Katilimcilara “Umudunuz nelerden etkilenir? ” sorusu sorularak umudu etkileyen faktorlerin
belirlenmesi amaglanmistir. Umut diizeyi yiiksek 6grencilerin bu soruya verdikleri cevaplardan yapilan
alint1 6rnekleri asagida yer almaktadir:

Bireysel ve ¢evresel faktorlerden etkilenir bir de dinin bireyler lizerindeki etkisi. Miislimanlikta umudunu
kesmemen bir sekilde asilanir sana. Caresiz bir zamanda dua edersin. Allah seni goriir, duyar ve sana
yardim edebilir. Bu durum insanin i¢inde karamsarlik aninda bir umut canlandirir... (Leyla).

Sosyal ve ekonomik durumdan sagliktan her seyden etkilenir umut (Sila).

Maddi ve saglik boyutu da vardir. Fiziksel ya da psikolojik sagligimda yanlis giden seyler ¢ok etkiler beni.
Ama vazgegmem bir sekilde bir seyleri diizeltmeye ¢aligirim (Asli).

Umut diizeyi yliksek 6grenciler umutlarinin dinsel inang, ekonomik faktorler, fiziksel ve psikolojik
saglik durumu gibi igsel ve digsal faktorlerden etkilendigini fakat karsilagtiklar1 zorluklar1 yenmek igin

99



_ONLINE

EGITIMDE NIT RMALAR DER

Journal of Qual‘ila!‘iw“/{c\l\(éécarch in Educlalti:(;}i Volume 4 / ISSue 2, 2016

Egitimde Nitel Arastirmalar Dergisi - ENAD
Journal of Qualitative Research in Education - JOQRE

kararliliklarmi stirdiirdiiklerini belirtmislerdir. Umut diizeyi diisiik 6grencilerin bu soruya verdikleri
cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Maddi sikintilardan ve 6nceki yasantilardan etkilenir (Hakan).
istekli olmam, maddiyat, bir konuda en ufak eksiklik olursa motivasyonumu yitiriyorum (Esma)

Yakin umut diye bir sey yok benim i¢in. Umut deyince aklina uzak gelecek ve iist diizey seyler geliyor.
Herhangi bir seyin zamaninda yapilmamis olmasi beni etkiler (Hayrettin).

Umut diizeyi diisiik bireyler ise umutlariin maddi yetersizlikler, sosyal destek goriip gérmeme,
beklentinin gergeklesip gergeklesmemesi gibi dissal faktorlerden etkilendigini belirtmislerdir.

Katiimcilara, “Ne gibi seyler umudunuzu korumaniza yardimei olur / ne gibi seyler kendinizi umutlu
hissetmenizi saglar?” sorusu sorularak umutlarim stirdiirmelerini etkileyen faktorler belirlenmeye
calistimistir. Ogrencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer
almaktadir:

Istedigim sehirde yasama ihtimali igin ugrasiyorum, ailemin sagligi ve mutlulugu beni umutlu yapyor
(Leyla).

Kisisel beklentilerim, ailem i¢in ve toplum i¢in beklentilerim umutlarim var. Bunlar gerceklestirmek icin
calistyorum (Kagan).

Matematikte bir problemin pek ¢ok ¢6ziim yolu vardir. Umut etmek de boyledir. Umut etmeye kiigiik
seylerden baslarsan biiyiik seyleri daha rahat umut edersin... (Goniil).

Ailemin saglikli olmasi, Giniversiteyi bitirmek, atanmak, ise girmek, sevdigim insanla iyi bir evlilik
yapmak (‘Yasemin).

Katilimcilar isteklerini ve gelecege doniik hayallerini gerceklestirmek icin ¢alistiklar1 durumlarda
kendilerini daha umutlu hissettiklerini, umutlarini gerceklestirirken alt basamaklara bdéldiiklerini,
gelecek icin simdiden ¢alistiklarini ifade etmislerdir.

Katilimeilara, “Umutlu oldugunuzda neler diistiniir, neler hisseder, neler yaparsiniz? sorusu
sorularak umudun duygu ve diisiincelerini nasil etkiledigi belirlenmeye ¢aligilmistir. Ogrencilerin bu
soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Umudum tam olarak ger¢eklesmese bile o siiregte ¢alistim diye mutlu oluyorum. Elimden geleni yaptigimi
diistiniiriim (Hatice).

Garip bir rahatlik hissediyorum ve bagka seylere daha rahat yonelebiliyorum. Bir isi bitirmis hissediyorum
(Fevzi)

Daha azimli, daha kararli oluyorum (Handan).
Mutlu oluyorum, umutlu olunca umutlarim gelisiyor, kendime giivenim artiyor. Pozitif oluyorum (Betiil).

Katilimcilar umutlu olduklarinda daha pozitif, kendilerine giivenli, mutlu, enerjik, diga doniik
olduklarini, hayattan daha ¢ok zevk aldiklarini, rahatladiklarini, yeni umutlar belirlediklerini, sonug
kadar siireci de dnemli gordiiklerini dile getirmislerdir.
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Katilimcilara, “Ne gibi seyler umutsuz hissetmenize neden olur?” sorusu sorularak umutsuzluga neden
olan durumlar belirlenmeye ¢alisilmigtir. Umut diizeyi yiiksek 6grencilerin bu soruya verdikleri
cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Anlasilmadigimda ve engellendigimde anlik olarak umudum kirilir ama tartismaya girmem. Yoluma
devam ederim (Duygu).

Cevredekilerin sozle ya da davranigla engellemeye ¢alismalari, anlasilmamak biraz moralimi bozar ama
¢ok etkilenmem, yaparim (Leyla).

Umut diizeyi yiiksek olan bireyler engellendiklerinde, anlagilmadiklarinda kendilerini umutsuz
hissettiklerini fakat vazge¢mediklerini ifade etmislerdir. Umut diizeyi diisiik 6grencilerin bu soruya
verdikleri cevaplardan yapilan alint1 drnekleri agagida yer almaktadir:

Bazen her seyden umutsuz olurum. Sagligim yerinde degilse, uykusuzsam, agsam, hocaya kizmigsam,
olaylar istegim gibi gitmediyse karamsar ve asabi oluyorum (Betiil)

Tim faktorlerden, temel fiziksel ihtiyaglar, aclik, susuzluk, destek gormemek, bekledigim seylerin
gerceklesmemesi umutsuz yapar beni (Yasemin)

Umut diizeyi diisiik bireyler umutsuz hissetmelerine sebep olan seyleri daha ¢ok fiziksel ihtiyaglarin
giderilememesi, sosyal destegin olmamasi ve planlananlarin ger¢eklesmemesi olarak belirtmislerdir.

Katilimeilara, “Umutlarinizin gerceklesmesi icin ne olmast lazim, ne yapmaniz lazzim? ” sorusu
sorularak umutlarimi gergeklestirme siirecindeki ¢abalari belirlenmeye ¢aligilmistir. Ogrencilerin bu
soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Ben gercekeiyim, 6nce gergekei hayaller kurmak gerekir, sonra da ¢alismak, ¢abalamak (Leyla).

Vazgegmeden ¢alismak gerekir. Bazen bir umut gerceklesmiyor ya da hep engel ¢ikiyor, baska yollar
denemek lazim (Asl).

Emek, istek, ¢aba, pesini birakmamak lazim... Bazen biz istiyoruz, planliyoruz ama olmuyor... Bu
noktada teslimiyet dini agidan kader, kismet diyoruz, nasip degilmis diyoruz. Neden olmadi diye kendimi
kahretmiyorum. Her iste bir hayir vardir diyoruz. Ama istediklerimizi elde etmek i¢in emek sarf etmek
gerekir (Betiil).

Umut ettigim seyler i¢in ¢aba sarf ediyorum, olmazsa baska seyler umut etmeye ¢alisiyorum... Bir kap1
kapanir bagka bir kap1 agilir demenin temeli aslinda umudu degistirmek (Goniil).

Katilimeilar, umutlariin gerceklesmesi icin caba gostermek ve gergeklesecegine inanmak gerektigini,
duruma bagli olarak engellerle karsilastiklarinda umutlarini ya da umutlarina giden yollar1
degistirebileceklerini, sagligin ve dua etmenin bu siiregte onemli oldugunu ifade etmislerdir.

Katihmeilara, “Kendiniz i¢in bir umut kaynagu belirtmeniz istenirse neyi soylersiniz?” sorusu
sorularak umudun kaynaklar1 belirlenmeye ¢alisilmistir. Ogrencilerin bu soruya verdikleri cevaplardan
yapilan alint1 6rnekleri asagida yer almaktadir:

Annem. Erken yasta ¢ok biiyiik acilar yasamis... Annem yaptiysa ben de yaparim. Ciinkii ¢ok daha iyi
sartlara sahibim (Sila).

Yasama istegi ve kazanma istegi (Kagan).
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Umut kaynaklari ¢evredeki bir¢ok faktor olabiliyor. Arkadaslar, aile, 6gretmenler, en énemli umut
kaynagi ise kendimiz (Yasemin).

En biiyiik umut kaynag kisinin kendisidir ve Yaradan’a inanmasi. inanmasu, istekli olmas, alternatif
yollar aramasi (Esma).

Annem, ailem (Hakan).

Katilimcilarin ¢ogu i¢sel kaynaklara 6nem vermis ve en giiglii umut kaynaginin kendileri oldugunu,
dini inang¢larmin, 6zellikle annelerinin ve ailelerinin, arkadaslarinin, 6gretmenlerinin umut kaynagi
oldugunu belirtmislerdir.

Katilimeilara, “Umudunuzu ger¢eklestirme siirecinde engellerle karsilagirsaniz ne yaparsiniz? ” sorusu
sorularak engellerle karsilastiklarinda neler yaptiklar1 belirlenmeye caligilmistir. Umut diizeyi yiiksek
Ogrencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Pes etmem, alternatif bulurum, arastiririm, iiretirim, devam ederim (Ash).
Engel olmazsa isin tad1 olmaz. illa engel olmasi lazim (Kagan).

Umut diizeyi yiiksek bireyler engelleri bir motivasyon araci gibi gordiiklerini ve engeli agsmak igin
alternatif tiretebildiklerini, gerekirse bir siire umutlarini ertelediklerini fakat asla vazgegcmediklerini
ifade etmislerdir. Umut diizeyi diisiik 6grencilerin bu soruya verdikleri cevaplardan yapilan alint1
ornekleri asagida yer almaktadir:

Co6zim yolu bulmaya calisirim o engeli kaldirmak i¢in. Kendime neden olmadi diye sorarim. Ugrasip
yapamazsam belki boylesi daha iyi, ilerisi benim i¢in kotii olabilir derim (Hakan).

Engellerle karsilagsam bile bir karar verdikten sonra kesinlikle onun pesinde kosturmayi diisiiniiyorum.
Cinkii yeni yeni umutlar beslemek beni yorar. Benim umutlarim hep {ist noktada ve en iyi olmak yolunda
(Hayrettin).

Umut diizeyi diisiik bireylerin ise bir siire ¢caba harcayip vazgectikleri, ulasilmas1 zor hedefler
belirledikleri icin engellerle karsilastiklar1 ya da enerjilerini tek bir hedef iizerinde harcadiklar1 ve
istedikleri sonucu alamadiklar1 belirlenmistir.

Katihmcilara, “Hayalle umut arasindaki farklilik ve benzerlikler nelerdir?” sorusu sorularak hayal ve
umut kavramlarina yiikledikleri anlam belirlenmeye ¢aligilmistir. Ogrencilerin bu soruya verdikleri
cevaplardan yapilan alint1 6rnekleri asagida yer almaktadir:

Bir seyi hayal etmeden onun gergeklesebilecegine dair umut beslenemez. Yapilacak seyi 6nce hayalle
somutlastirmak gerekir. Sonra umut etmek ve caba gostererek ulasmak gerekir (Sila).

Gergeklesebilecek seyleri iimit ederim genelde. Umut gerceklesme ihtimali olan seylerdir, hayaller iitopya
olabiliyor gerceklesmeyebiliyor (Zehra).

Umut hayalin alt kiimesi. Hayal hem olabilecek hem olamayacak seyler, umut ise gergeklesme olasiligi
yiiksek olan seylerdir (Hatice).

Umut etmek giizel seyleri hayal etmek gibi geliyor bana (Hakan).
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Katilimcilarin bir boliimii hayal etmeyi iitopik bir siire¢ olarak degerlendirirken, cogunlugu hayal
etmeyi umut etmenin ilk basamagi olarak gordiiklerini belirtmiglerdir. Tiim katilimcilar umutla hayal
arasindaki farki, umudun daha gergekei ve gergeklesebilir olmasi seklinde ifade etmiglerdir.

Katiimcilara, “Size gore umudun tersi/ ziddi nedir?” sorusu ile umut kavraminin karsit1 belirlenmeye
caligilmistir. Ogrencilerin bu soruya verdikleri cevaplardan yapilan alint1 6rnekleri asagida yer
almaktadir:

Vazgeemislik, titkenmislik (Duygu).

Karamsarlik ve yasama i¢giidiisiinii kaybetmek (Kagan).
Isteksizlik (Goniil).

Karamsarlik (Hayrettin).

Katilimcilarin umudun tersi/ ziddi olarak karamsarlik, tiikenmislik, kararsizlik, mutsuzluk, iizintii,
oliim, vazgegmek, caresizlik, isteksizlik, diisinememe, yasama i¢giidiislinii kaybetme kelimelerini
kullandiklari tespit edilmistir.

Sonuc ve Tartisma

Arastirmanin temel amaci umudun farkli yas gruplaridaki bireyler tarafindan nasil tammlandigini ve
yiiksekdgretim 6grencilerinin umut hakkinda neler diisiindiiklerini belirlemektir. Bu dogrultuda
umudun ilkokul, ortaokul, ortaégretim ve yiiksekogretim diizeyindeki 6grenciler tarafindan nasil
tanimlandig1 ve umudun bireylerin dogum sirasindan, ailelerinin aylik gelirinden, cinsiyetlerinden,
ozyeterliklerinden, algiladiklar1 sosyal destekten ve kisilik 6zelliklerinden nasil etkilendigine iliskin
neler diistindiiklerini ortaya koymaktir.

[lkokuldan iiniversite diizeyine kadar 6grencilerin yazdigi kompozisyonlar incelenmis; umut
kavraminin olumlu duygu ve diisiinceler, derslerde basarili olmaktan, okulu bitirmeye, {iniversite
smavini kazanmaktan meslek sahibi olup evlenmeye kadar genis bir yelpazede degerlendirilebilecek
gelecege yonelik hedefler ve caba gostermeyi kapsayan kavramlarla tanimlandigi belirlenmistir.
Ogrencilerin umudu tammlarken i¢inde bulunduklar1 gelisim doneminin bilissel, sosyal ve duygusal
ozellikleri yaninda yasadiklar1 sosyo-ekonomik ve kiiltiirel ¢evrenin de etkilerini yansittiklari
gorilmiistiir.

Universite diizeyinde 6grencilerle yapilan odak grup goriismeleri incelendiginde umut kavramm
tanimlanirken duygusal yon olmakla birlikte bilissel yoniin daha ¢ok vurgulandigi, umudun gelecege
doniik olumlu beklentiler icerdigi, hayata anlam kattig1, gerceklesme olasilig1 olan amaglar
belirlemenin 6nemli oldugu, umut etmenin pasif bir bekleyis olmadigi, amaclara ulagsmak i¢in mutlaka
caba gostermek gerektigi, 6zellikle de zorluklar karsisinda bireyin kendine giivenerek bu ¢abasin
devam ettirmesinin 6nemli goriildiigii tespit edilmistir. Ayrica umudun kaynaklarindan ya da umudu
etkileyen faktorlerden soz edilirken bireylerin kendi varliklar1 yaninda aileleri ve dinsel inanglarina da
vurgu yaptiklar1 belirlenmistir.

Universite dgrencilerinin odak grup gériismeleri ve yazdiklar1 kompozisyon sonuglari biitiin olarak

degerlendirildiginde katilimcilarin umuda iliskin goriislerinin genellikle su sekilde siralandig: ifade
edilebilir:
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Gelecege yonelik olumlu duygu ve diigiinceler

Hedef belirlemek

Caba gostermek

Inanmak (hem umudun gergeklesecegine ydnelik inang hem de dinsel inang) ve istemek
Bireyin kendine yonelik olumlu duygu ve diigiinceleri

Umudun tanimlanmasina yonelik olarak bu ¢alismada elde edilen sonuglarm Snyder’in umut modeli
ile de benzer dzellikler tasidig1 diisiiniilmektedir. Snyder’a (2002) gore umut; bireylerin kendilerini,
arzu edilen hedeflere giden yollar1 iiretme, bu yollar1 harekete gecirme ve siirekli kullanma yetenegine
sahip olarak gordiikleri, hedefe yonelik bir diisiince tiiriidiir. insan amag yonelimlidir, amaglar
hakkinda diisiinmek i¢in alternatif yollar diigsiincesi ve eyleyici diislinceler araciligi ile biligsel bir
analiz olusturur (Snyder, 1995). Amag belirleme konusundaki olumlu inang ve varsayimlar benlikle ve
yagamin tiimil ile ilgili olumlu duygularla iligkilidir (Snyder, 2002). Arastirmaya katilan ¢ocuk ve
gencler umudu tanimlarken gelecege yonelik olumlu duygu ve diisiincelere, hedef belirlemenin ve bu
hedefi gergeklestirmek i¢in ¢aba gbstermenin dnemine vurgu yapmuslardir. Ayrica ¢aba gosterirken
bireyin basarili olacagi konusunda kendisine inanmasinin, giivenmesinin énemli oldugunu, umut etme,
umudu gergeklestirme ve koruma konusunda dini inancin da aktif olarak kullanildigini belirtmislerdir.
Hedefe giderken bireyin kendine yonelik olumlu diisiincelere sahip olmasinin alternatif yollar
bulmasini kolaylastirdig1 diistiniilmektedir.

Bu arastirmanin sonuglar1 ayn1 zamanda Hinds (1984) ve Rivers’in (2011) arastirma sonuglari ile de
tutarlilik gostermektedir. Hinds (1984) madde bagimlisi 15 ergene umut konusunda agik uglu sorular
sormus, ergenlerin umudu “yarmlarinin var olduguna iliskin inanglarmin derecesi” olarak
tanimladiklarii ve daha pozitif bir bakis agis1 edinme ¢abasi, ergenlerin benliklerinin var olabilmesi
icin ikinci bir degisim olduguna inanmalari, daha iyi bir gelecek beklentisi ve kisisel gelecek beklentisi
olarak dort baslik altinda kavramsallastirdiklarini belirlemistir. Rivers (2011) egitimcilerle yaptigi,
goriisme ve yazili bilgi alma yontemlerini kullandig1 arastirmasinda katilimcilarin umut kaynaklarini
icsel ve digsal olarak ikiye ayrildiklarin, katilimcilarin biiylik cogunlugunun igsel kaynaklarini daha
onemli ve etkili buldugunu belirlemistir. Rivers ayrica umudun kigisel 6grenme stillerinden, kisilik
ozelliklerinden ve amaca yonelik davranislardan olustugunu, ayrica umudun dinsel inanglardan temel
aldigin ortaya koymustur.

Odak grup goriismelerinde cinsiyeti, dogum sirasi, ailesinin aylik geliri, 6zyeterlik inanci, algiladigi
sosyal destek ve kisilik 6zellikleri farkli tiniversite 6grencilerinin umut hakkinda neler diisiindiikleri
incelenmistir. Goriismeler sonucunda 6grencilerin dogum sirasinin bireylerin umutlar1 agisindan bir
farklilasmaya yol agmadigi diisiincesine sahip olduklar1 goriilmiistiir. Bu bulgu alanyazin ile tutarhdir.
Adler, dogum sirasin1 6nemli gérmekle birlikte kisilik gelisiminde ailenin yapisi, biiyiikliigii, kosullar1
ve kardeslerin cinsiyetlerinin 6nemini vurgulanmakta (Allen, 2000), hatta aile daha az yarigmaci ve
otokratik, daha cok isbirligini destekleyen ve demokratik oldugunda dogum sirasinin énemini
kaybedecegini belirtmektedir (Mosak, 2005). Ayrica odak grup goriismelerinde katilimcilar akademik
gecmislerinin basarili oldugunu ve bu nedenle akademik olarak basarisiz kardeslerine oranla
ailelerinden daha biiyiik destek gordiiklerini ifade etmislerdir. Bu bulgu Mengi’nin (2011) bulgusu ile
tutarlidir. Mengi akademik basari arttikca aileden ve 6gretmenden algilanan sosyal destek diizeyinin
arttigini tespit etmistir. Bu dogrultuda aileler basarili gocuklarini desteklemekte, bu destek onlarin
kendilerine giivenlerini artirmakta ve umutlarini giiclendirmektedir denebilir.

Odak grup gorlismelerinde ailenin aylik gelirinin katilimcilarin umutlar agisindan bir farklilasmaya
yol agmadig1 tespit edilmistir. Bu bulgu literatiir ile tutarlidir. Lask (2008) alt sosyoekonomik
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diizeyden gelen ve zorlu yasam sartlar1 altinda olan liniversite 6grencilerinin egitimlerini kendi
yeteneklerine, sahip olduklari motivasyona ve sosyal destek sistemlerine giivenerek tamamlamaya
caligtiklarini belirlemistir. Snyder ve digerleri (1991) umudun, stres siirecinde ve basa ¢ikmada dnemli
rol oynadigini, zorluklarin iistesinden gelmek icin kendi yeterlikleri hakkinda olumlu inanglar1 olan
kisilerin daha uyumlu olduklarini, Irving ve digerleri (2004) ise umutlu diisiincenin bireylerin diger
degiskenleri de goz Oniine alarak basa ¢ikma mekanizmalarimi aktif olarak kullanmalarini sagladigini
ifade etmiglerdir. Odak grup goriismeleri dogrultusunda 6zellikle orta ve alt sosyo-ekonomik diizeyden
gelen bireylerin liniversite egitimini kendilerini daha iyi bir gelecege tasiyacak siire¢ olarak
degerlendirdikleri bu nedenle yasadiklart maddi zorluklari amaglarina ulasmada engel olarak
gormedikleri diisiiniilebilir. Clinkii bu genclerin akademik olarak benzer sosyo-ekonomik diizeye sahip
yasitlarindan daha basarili ve kendilerine daha giivenli olduklari, yasadiklari zorluklarla miicadele
gliclerinin daha fazla oldugu ileri siiriilebilir.

Odak grup goriismeleri sonucunda cinsiyetin 6zellikle toplumsal cinsiyet baglaminda bireylerin
umutlarinda farklilasmaya yol agtig1 ortaya ¢ikmustir. Katilimcilara gore cinsiyet rolleri nedeni ile
kadinlarin 6niine egitim ve is yasamu ile ilgili engeller konmakta, toplum tarafindan geri planda
kalmalar1 desteklenmekte, bu durum da kadinlarin umut ettikleri seyleri ve umutlarini gergeklestirme
ihtimallerini siirlandirmaktadir. Bu bulgu alanyazin ile tutarhidir. Eccles’e (1987) gore sosyal baski,
cinsiyet rolleri ile ilgili inanglar ve kiiltiirel normlar, kadin ve erkeklerin basari ile ilgili davraniglarimni
etkiler. Bireyler se¢im yapabilecekleri alani, basar1 beklentilerini, verdikleri degeri, harcayacaklari
zaman ve ¢abalarim cinsiyet rolleri dogrultusunda sekillendirirler. Diger bir ifade ile maddi giiciin
genellikle erkeklerin elinde olmasi, toplumun erkeklere daha fazla hak ve 6zgiirliikk tanimasi erkeklerin
yapabilirliklerini, kendilerine glivenlerini ve umutlarini gergeklestirme ihtimallerini artirmaktadir
denebilir.

Odak grup goriismelerinde katilimcilarin kendilerine, yeteneklerine, yapabilirligine giiven olarak
belirttikleri 6zyeterlik algilarinin, umutlar acisindan bir farklilasmaya yol agmadigi belirlenmistir. Bu
bulgu alanyazin ile tutarlidir. Ozyeterligi yiiksek olan dgrencilerin daha ¢ok galistiklari, kararliliklarin
daha uzun siire devam ettirdikleri, zorluklara direndikleri, iyimserliklerinin yiiksek, anksiyetelerinin
diistik oldugu ve daha basarili olduklari tespit edilmistir (Pajares, 2004). Odak grup goriismesine
katilan gencler yasitlari ile karsilastirildiginda akademik ge¢misleri basarili, kendi yeteneklerine olan
inanclar1 giiclii kisilerdir. Gegmisteki basarili yasantilari olmasi bireylerin kendilerine olan giivenlerini
ve gelecege yonelik umutlarini olumlu sekilde etkilemektedir. Hedeflerine ulastik¢a 6zyeterlikleri
artmakta, artan ozyeterlik de daha ileri diizeyde amagclar belirlemelerine neden olmaktadir denilebilir.

Odak grup goriismelerinde tiim katilimcilar algiladiklar1 sosyal destegin umutlari agisindan bir
farklilasmaya yol agtigini belirtmislerdir. Umut diizeyi yiiksek bireyler umutlu olmak konusunda temel
olarak kendilerinden destek aldiklarini ifade ederken, umut diizeyi diisiik bireyler umutlu olmak
konusunda sosyal destege daha ¢ok ihtiya¢ duyduklarimi ifade etmislerdir. Bu destek kaynaklarmi da
aile, 6zel biri ve arkadas olarak siralamiglardir. Bu siralama 6grencilerin hayatlarinda 6zel biri olup
olmamasina gore degismektedir. Hayatinda 6zel biri olan 6grenciler ilk sosyal destek kaynagi olarak
0zel birini, ikinci olarak aileyi gosterirken, hayatinda 6zel biri olmayan 6grenciler ilk destek kaynagi
olarak ailelerini gostermislerdir. Tiirkiye’de iiniversite ¢cagi genellikle 18-25 yaslar1 arasidir. Bu yaglar
alanyazinda “beliren yetiskinlik donemi” olarak tanmimlanmakta (Arnett, 2000), egitim ve meslekle
ilgili secimlerin bir 6l¢iide gerceklestigi, romantik iligkilerin bagladigi bir donem olarak
gozlenmektedir. Bireyler hayattan yeni beklentiler icine girmeye, yeni amaglar olusturmaya ve bu
amaglar dogrultusunda da se¢imlerini ve gelecege yonelik faaliyetlerini sekillendirmeye baslarlar
(Shulman ve Nurmi, 2010). Bu dénemdeki en 6nemli se¢im es secimidir. Snyder (1994°den akt.Bailey
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ve Snyder, 2007) devamlilik gdsteren iliskilerin umutlu diisiinceyi giiclendirdigini vurgulamis, Unsar
ve digerleri (2009) ise meslek yiiksekokulu 6grencileri iizerinde yaptiklar: arastirmada 6zel bir
insandan alinan sosyal destegin diger sosyal destek kaynaklarina gore daha yiliksek oldugunu
bulmuslardir.

Tirkiye’deki aile yapisinin, aile igindeki duygusal baglarin gii¢lii olusu nedeni ile tiniversite yillarinda
aileden algilanan sosyal destek de ¢ok onemlidir. Gengler eger bagka bir sehirde egitim ya da i olanagi
olmazsa genellikle evlenene kadar aileleri ile birlikte oturmaya devam etmekte, ister ayni evde ister
baska sehirde yasasinlar ailelerini en 6nemli sosyal destek kaynagi olarak gérmektedirler. Snyder ve
digerleri (1997) umutla sosyal destek arasindaki iligkiye vurgu yapmis ve umut diizeyi yiliksek
cocuklarin onlar i¢in énemli kigilerce sunulan inanglari igsellestirdiklerini, amaglaria ulasirken sosyal
baglami dikkate aldiklarmi belirtmistir. Sosyal destegin bireylerin umudunu farklilagtirmakta 6nemli
oldugu bulgusu literatiir ile tutarlidir. Umut diizeyi yiiksek bireylerin digerleri ile gii¢lii baglanma
sekilleri gelistirdiklerini (Edwards, 2009) ve umudun sosyal destek arama, aktif basa ¢ikma, duygusal
destek arama ve kabul gibi baga ¢ikma davranislari ile yakindan iligkili oldugunu tespit edilmistir
(Barlow, 2002).

Odak grup goriismelerinde farkli kisilik 6zelliklerine sahip bireylerin umuda iliskin neler
diistindiikleri tizerinde durulmustur. Umut diizeyi yiiksek katilimcilarin kendilerini “sorumluluk sahibi,
gelismeye agik, sakin, kararli, planli, mantikli, neseli ve sosyal, uyumlu, sabirli, kafasina koydugunun
yapan, yardimsever, rahat, her problemin bir ¢ozliimii oldugunu diislinen, girisimci” olarak
tanimladiklari ortaya ¢ikmistir. Umut diizeyi diisiik katilimcilarin ise kendilerini “kararsiz, hirsh
olmayan, kendine giivensiz, duygusal yonden dengesiz, ger¢ekei diistinmesine ve dogru karar
vermesine engel olacak kadar duygusal, ailelerinin goriis ve kararlarmi kendilerininkinden 6nemli
goren, plan1 bozuldugunda ne yapacagini bilemeyen” kisiler olarak tanimlamiglardir. Bu bulgu
alanyazin ile 6rtiismektedir. Snyder (1995) umut diizeyi yliksek bireylerin hedeflerine ulagsmak igin
basarisizliktan daha ¢cok basariya odaklandiklarini, hedeflerine ulagsmak i¢in olumlu duygusal
durumlarini koruduklarini ve olay/durumlarin iistesinden gelmek icin calistiklarini ifade etmistir.

Arastirma bulgular1 dogrultusunda 6gretmenler i¢in sunlar 6nerilebilir:

Umutlu diistinme 6gretilebilir. Bu nedenle bireyleri umutsuzluk ve caresizlik gibi olumsuz
duygulardan kurtarmak i¢in umutlu diistinme bi¢imlerini 6gretmek gerekir (Tarhan, Bacanli, Dombayc1
ve Demir, 2010). Yetiskin bireyler hayatta kalabilsin ve gelisebilsin diye ¢ocuklarina umutlu diisiinme
bilgisi aktarirlar. Boylece cocuklar gelecekteki problemlerle basetmek i¢in donanimli hale gelirler
(Snyder, 2000a). Ogretmenlerin 6nce kendi umutlu diisiincelerinin farkinda olmalar1 ve sonra da bu
diistince tiiriinii nasil 6gretebilecekleri konusunda kendilerini gelistirmeleri yararli olacaktir.

Egitim kademeleri siiresince 6grencilerin gelisim 6zellikleri da farklilagsmaktadir. Bu farklilagsmanin
etkileri onlarm umudu anlama ve yasama tarzlarmi da etkilemektedir. Ozellikle rehber 6gretmenler ve
aileler her egitim kademesinde 6grencilerin ger¢ekci umutlar beslemeleri, gercekei hedefler
olusturmalar1 ve hedefleri basarmak i¢in ¢aba gdstermeleri konusunda yardimei olabilirler.

Toplumsal cinsiyet kavrami bireylerin umutlarini, dolayisi ile akademik basarilarini, meslek
secimlerini ve hayata bakiglarini etkilemektedir. Egitimcilerin kendi toplumsal cinsiyet yargilarmin
farkinda olmalar1 ve okul ortaminda toplumsal cinsiyet ayrimciligini yeniden iireten s6z ve
davranislardan uzak durmalar1 6nemlidir. Anne-baba egitimleri ile ailelerin bilin¢lendirilmesi de
yararl olacaktir.
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Ozyeterlik, algilanan sosyal destek ve kisilik dzellikleri umut diizeyini etkilemektedir. Okul
oncesinden liniversiteye kadar tiim egitim kademelerinde gelisim 6zellikleri goz Oniine alinarak
bireylerin 6zyeterliklerini gelistirici psikolojik danigsma ve rehberlik etkinlikleri diizenlenebilir. Ayrica
s0z konusu etkinlikler ile ¢ocuklarin sahip olduklari sosyal destek kaynaklarimi fark etmeleri
saglanabilir ve umutlu olmalarmi saglayacak kisilik 6zellikleri gelistirilebilir

Gelecekte yapilacak ¢aligmalar igin aragtirmacilara sunlar dnerilebilir:

Umut konulu kompozisyonlar yazdirilabilir ve bu ¢aligmaya katilan goniillii 6grencilerle odak grup
goriismeleri yapilabilir. Boylece ayni bireylerden iki ayr1 teknikle daha derinlemesine bilgi
toplanabilir.

Farkli sosyo kiiltiirel ve ekonomik ¢evrelerde yasayan bireylerin umutlari ve bu umutlari etkileyen
faktorler arastirilabilir.

Ozellikle ortadgretim ve yiiksekogretim diizeyinde gercek umut ve sahte umut konusu arastirilabilir.
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Extended Abstract

Purpose and Significance. Snyder (2002) defines hope as a pathway of thinking to desired goals, in
which individuals see themselves as capable of producing the pathways to desired goals and activating
these pathways and explains hope with three components which are goals, pathways thinking and
agency thinking. According to the hope model, if individuals do not have pathways for their goals and
activities to experience these pathways, their hope will not be activated. In addition, neither activity nor
alternative pathway alone is enough to create hope. For an individual going after a certain goal,
creating a realistic alternative pathways idea and applying these ideas with self-confidence is important
(Snyder, 1995; Woodbury, 1997). People with high levels of hope, set goals, make realistic plans to
reach these goals and believe in their competencies (Moulden and Marshall, 2005). Besides, they know
themselves better, use internal and external motivational sources actively; and thus, continue the
agency thinking throughout the process of reaching their goals (Snyder et al., 2000; Wrobleski and
Snyder, 2005).

Methodology. The study was designed as a qualitative research. The reason for choosing qualitative
research design in the study was because the aim was to carry out the study focusing on the meaning of
the concept of hope and understanding it. In this context, the study aimed at revealing and interpreting
how primary, secondary, high school and undergraduate students define/explain the concept of hope. In
addition, the study aimed at determining what students think about hope depending on their gender,
birth order, monthly income of the family, self-efficacy beliefs, perceived social support and their
personal characteristics.

The study was carried out with two different study groups. The first group was determined using
convenience sampling method based on easy access to the group and voluntary participation in the
study in order to reveal how hope is defined by people of different age groups. For this group,
considering their development periods, primary school 4" graders, secondary school 8" graders, high
school 10™ and 11™ graders and undergraduate 3" graders were chosen. The first study group included
three primary school, three secondary school and three high schools (general high school, girls’
vocational high school and Anatolian high school) from different socio-economic levels in three
different central district of Ankara and undergraduate students from three departments admitted with
different entrance scores (verbal score, equal weight score and numerical score) in the Faculty of
Education at Gazi University during 2011-2012 academic year. Of the 476 students involved in the
study group of this study, 112 (24%) were primary school 4™ grade students, whilst 93 of them (20%)
were secondary school 8" grade students, 173 (36%) were high school 10" and 11" graders and 98 of
them (20%) were undergraduate students studying the 3™ grade.

A second study group was formed to find out what undergraduate students think about hope depending
on their gender, birth order, monthly income of the family, self-efficacy beliefs, perceived social
support and their personal characteristics. To this end, criterion sampling, one of the purposive
sampling methods, was used in determining the second study group. Purposive sampling enables in-
depth study of cases that are believed to have rich information. In the study, the educational level,
grade and Dispositional Hope Scale (DHS) score were used as the criteria. According to educational
level and grade criteria, the students studying in the 3™ grade at Gazi University were chosen by the
researcher. Among these students, the Dispositional Hope Scale was administered to 102 voluntary
students and two sub-groups were determined by dividing them: 8 students with the highest hope level
and 7 students with the lowest hope level. In addition, apart from the study group, another group of 9
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people including both people with high hope levels and low hope levels was created to make a pre-
study.

In the study, as data collection instruments were writing composition technique and focus group
interviews were used. To determine how hope is defined and perceived by individuals at different
developmental levels and ages, students studying at primary school, secondary school, high school and
at university were asked to write a composition on “hope”.

In the study, “What are the concepts that come to your mind when the word “hope” is mentioned?”
was asked. Demographic information on the gender, age, socio-economic level and birth order of the
university students in the study were collected through personal information form developed by the
researcher. To find out the individuals with high and low levels of hope for focus group interviews,
Dispositional Hope Scale (Snyder, 1991) was used. Before the focus group meetings, the literature on
hope was reviewed by the researcher and open-ended questions identifying the content and flow of
focus group meeting were prepared. To determine whether the questions are comprehensible and
appropriate, a preliminary study was carried out with a group of 9 people with high and low levels of
hope; and the content and meaning of the questions were evaluated by two academicians studying in
the field of Psychological Counseling and Guidance. Based on the results of preliminary study and
expert opinions, necessary revisions were made and questions were finalized.

Analysis of Data

Analysis of Compositions. The data collected through compositions written as an answer to: “What
are the concepts that come to your mind when the word “hope” is mentioned?” were analyzed through
content analysis. In this scope, the researcher worked to define and explain the compositions written in
terms of the concept of hope. In coding the data, which is the first step of the content analysis in the
study, the researcher accepted the sentences in the compositions as a meaningful whole and identified
the words or word groups related to hope. In identifying the words or word groups related to hope, the
studies and definitions related to hope were based on and in addition, opinions of two academicians
studying in the field of Psychological Counselling and Guidance were taken. After the words or word
groups related to hope were coded by the researcher, a code list was made. The similarities and
differences in the code list were identified and accordingly, themes that combine the codes related to
each other were identified. At this stage, again expert opinion was taken to examine and control the
efficacy of the themes and whether the data was organized effectively. Based on expert opinion, it was
decided to separately identify themes according to grade level.

To ensure the reliability of the research, the same text was coded twice by the researcher at different
times and in both codings, expert opinions were taken from two experts in the field. It was found that
the codings were consistent. And to ensure the validity of the research, no samples were taken among
the compositions but all the sentences in the texts were analyzed.

Analysis of Focus Group Interviews. In analyzing the qualitative data collected through focus group
interviews, at first, the voice and camera recordings were listened and watched twice after the
interviews, and these recordings were decoded into writing. And in the second step, these data were
evaluated via descriptive analysis method. Based on the variables of the research and the literature
related to the concept of hope, a framework was created for data analysis. The themes were organized
according to the research questions, and to reflect individuals’ opinions, direct quotations were
included and they were interpreted by the researcher based on the literature. To secure the identity
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information of the students in the study, the codings were made under different names only considering
the gender.

Results: According to students in the 4™ grade, the word hope involved such feelings as happiness, joy
and excitement, positive and nice thoughts for future that empower us, one’s belief in something that
enables him/her to struggle with difficulties without giving up, his/her wishes and expectations about it.
The concept also had a religious dimension which was stated as praying. As for 8" grade students,
hope was dreams and positive expectations for future. In addition, it was a feeling covering the belief
and willingness for something to happen, the effort spent for it as well as the love and trust. And for
10" and 11" grade students, the word hope meant happiness, optimism, a feeling that encourages and
erases the feelings of hopelessness and desperation, thinking, being aware, setting goals, being full of
the willingness to work and succeed, to succeed, to be patient while realizing the hope, believing by
heart, being determined, not giving up and and to have positive ideas for future. Positive ideas for
future were expressed as passing the class, taking a certificate of merit, succeeding the university
entrance exam, having a good job, getting married and having children and being a source of pride for
parents. Hope was also defined as the strength of struggling with difficulties, the reason for living and
self-confidence. And among university students, hope was seen as a characteristics of human and life
itself. It was combined with future expectations such as being healthy, having a family and being good
in one’s profession. In addition to being considered as the source of dreams, it was defined as setting
targets and struggling to reach the target. It was expressed as positive thinking, making plans, not
giving up against difficulties and always working for better. In addition to believing in God and
praying, the importance of hope in turning abstract thoughts into concrete was emphasized.

In addition, it was found that rather than the sex of the individuals, it is the gender roles given by the
society that effect people’s hopes, that high self-efficacy feelings effect hope positively, students with
high scores from DHS in essence get support from themselves when it comes to being hopeful, that the
outstanding positive characteristics of these people were that they were decisive, rational, calm, have a
sense of responsibility, self-assessing and working to improve themselves, planned, funny and social. It
can be said that in individuals’ definition of hope, cognitive issues were emphasized more and it
included positive expectations for future, gave meaning to life, that it was important to set objectives
with high possibility to realize, hoping was not a passive expectation, that spending effort was
necessary to reach the goals, and it was important to continue spending effort against difficulties.

Discussion and Conclusion. When the results of focus group interviews and compositions were
evaluated together, it is possible to list the opinions of the participants about hope as follows:

Positive feelings and opinions for future

Setting goals

Spending effort

Believing (both a belief that the hope will come true and a religious belief) and willing
One’s positive feelings and ideas for himself/herself.

P00 o

The results of this study, which aimed at defining hope, have similar characteristics with Snyder’s hope
model. Suggestions were made for teachers and researchers based on the findings.
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