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Elementary Pre-Service Teachers’ Metaphorical Perceptions Regarding
Life Sciences

Mehmet GULTEKIN **, Ash GUNDOGAN COGENLI®

®Anadolu University, Faculty of Education, Eskisehir/Turkey
b . . .
Usak University, Faculty of Education, Usak/Turkey CrossMark
Article Info Abstract
DOI: 10.14812/cufe}.2014.001 The aim of t.his st.udy i§ to determine the metaphors elemgntary pre—s.ervicg teachers
used regarding Life Sciences. This study was conducted with the participation of 130
Article history: teacher candidates from elementary education in Faculty of Education at Mugla
Received 29 June 2012 University. A questionnaire consisted of open ended questions has been created to
Revised 12 December 2013 determine the views of teacher candidates regarding Life Sciences. The questions are
Accepted 01 February 2014 generally similar to “Life Sciences is like ..... ; because .....“. Teacher candidates’ views

regarding Life Sciences has been analyzed with content analysis technique. After the

Keywords: study, it’s been seen that teachers created 49 metaphors such as addressing
Pre-service teachers, requirements, an indispensable element, connected to each other, guiding, extensive
content, creating curiosity and excitement, creating awareness, real life experience,
source of energy, problem solving, and negative effect. As a result, it has been found
out that teacher candidates are aware of the importance of Life Sciences. However,
there are some teacher candidates having negative thoughts regarding Life Sciences.

Life Sciences,
Metaphor.

Introduction

Life Sciences is one of the most important subjects of elementary school education. While
constituting the starting point for Turkish language, Mathematics, Art, Music and Physical Education
subjects within the first three years of elementary school, it establishes the basis for Social Studies as
well as Science and Technology subjects in the fourth year. As the teachers of this subject, elementary
school teachers play an important role for the Life Sciences subject to achieve its goals. There is no
doubt that the pre-service training that elementary school teachers receive is essential in achieving the
goals of Life Sciences subject, since elementary school teachers are trained in such a manner as to be
able to teach all subjects included in the first four years of elementary school education. In this respect,
it is important to determine the perceptions of elementary teachers regarding Life Sciences as one of
the basic subjects in the elementary school curriculum.

Metaphors enable individuals to perceive a phenomenon like another phenomenon through shifting
the mind from a certain way of comprehension to another (Saban, 2009). Due to shifting from one
phenomenon to another, metaphors could be considered as a bridge between two phenomena (Cortazzi
& Jin, 1999).

Metaphors ensure that abstract concepts are explained through establishing relationships with
concrete concepts and contribute to developing creative thinking skills of individuals. As individuals use
metaphors in identifying emotions and thoughts of both theirs and others, metaphorical structures
display the ways they perceive the world and themselves (Girmen, 2007). It means that individuals

Corresponding author:mgulteki@gmail.com
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express their social realities through metaphorical idioms. In this respect, metaphors play an important
role in identifying "the real" (Lakoff & Johnson, 2005).

In general, metaphor is a means of expressing a conceptual structure through another one. This
structure, known as the structural metaphor, consists of the source concept, which involves the
metaphorical explanations made in order to understand the other concept and the target concept that
is understood with the help of these explanations. Therefore, the source concept is the concept that
enables the target concept to be understood. For instance, in the life is a journey statement, life is the
target concept and journey is the source concept (Kévecses, 2010).

Metaphoric structures are used by individuals continuously in daily life. Individuals make use of
metaphors in explaining events and thoughts emerging in familial or professional relationships to others
as well as revealing negative thoughts along with appreciated or approved situations (Zanotto, Cameron
& Cavalcanti, 2008). Moreover, metaphors play important roles in development of disciplines in various
fields of interest (Cortazzi & Jin, 1999).

Metaphors are one of the tools that could be used in determining elementary school teachers’
perceptions about Life Sciences. According to Yildirim & Simsek (2011), metaphors are tools that enable
individuals to understand their environments and nature, to derive meanings through certain
interpretations from an objective reality that seems meaningless, and to attach meaning to experience.
Metaphors, which are used to make abstract thoughts and concepts concrete, have been subjected to
recent studies in the field of education. In education, metaphors are most commonly used for predicting
hypotheses on concepts such as teachers (Alacapinar, 2011; Cerit, 2008; Celikten, 2006; Yildirim, Unal &
Celik, 2011), teaching (Greves, 2005), learning, student (Aydin & Pehlivan, 2010; Saban, 2009), school
(Aydogdu, 2008; Saban, 2008), and the elementary curriculum (Tasdemir & Tasdemir, 2011). There are
also studies on how certain subjects are perceived (Aydin & Eser-Unaldi, 2010; Guven & Guven, 2009;
Kilic & Guven, 2009; Yasar & Gurdogan Bayir, 2010). Among these, the only study on determining
perceptions of elementary school students about Life Sciences is that of Kilic & Guven (2009). There
have been no studies found on metaphors to determine pre-service teachers’ perceptions about Life
Sciences in particular.

Perceptions of pre-service teachers about the subject they would teach are important variables in
the implementation of the relevant curriculum. Accordingly, the perceptions of elementary pre-service
teachers, who would be responsible for teaching various subjects, about Life Sciences would affect the
implementation of the subject. In this respect, metaphors have important functions in revealing the
perceptions of elementary pre-service teachers about the Life Sciences. Therefore, the aim of this study
is to determine metaphorical perceptions of pre-service teachers in the Elementary Education Program
in the Education Faculty about Life Sciences.

Method
Research Design

In this study, which has been designed in a descriptive pattern, metaphors produced by elementary
pre-service teachers about Life Sciences were collected through an open-ended survey and conceptual
categories were structured according to the metaphors produced.

Participants

In qualitatively patterned studies, the participants are identified through a purposeful sampling
procedure (Creswell, 2005). The criterion sampling method among purposive sampling methods was
chosen for the study. In criterion sampling procedure, the entities who meet the predetermined criteria
are included in the sample (Blylkozturk, Kilic-Cakmak, Akglin, Karadeniz & Demirel, 2012). There were
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two criteria in determining the sampling: voluntary participation and enrollment in the Life Science
Teaching course. In this respect, the study was conducted with 130 pre-service teachers (77 female, 53
male) studying in their third or fourth years in the Elementary Teaching Program at Mugla University,
Faculty of Education and their subsequent enrollment in the “Life Science Teaching” course.

Instrument

Open-ended survey is used as the data collection instrument. In the questionnaire, preservice
teachers were requested to complete the following sentence: "Considering the objectives of Life
Sciences course, | think Life Sciences is similar to/is like........cceeveveeieverirenne. ; because,....cviverennnen.

Data Analysis

A content analysis among the qualitative research methods was used for the analysis of the data.
Metaphors produced by the elementary pre-service teachers about Life Sciences were analyzed through
the processes of determining metaphors, compiling sample metaphor images, developing categories,
and providing reliability.

Results

The results indicated that elementary pre-service teachers produced 49 metaphors and the following
categories were developed about Life Sciences: addressing requirements, an indispensable element,
connected to each other, guiding, extensive content, creating curiosity and excitement, creating
awareness, real life experience, source of energy, problem solving, and negative effect. The “addressing
requirements” category consisted of cellar (f:3), bag (f:6), farmers’ market, market car and piggy bank
(f:5) metaphors. The category of “an indispensable element” involved lungs (f:4), bread (f:2), oxygen
(f:4), engine, and water (f:3) metaphors. The “Connected to each other” category consisted of
metaphors such as tree (f:4), Russian nesting doll, chain (f:3) and puzzle. “Guiding” category contained
guide (f:3), teacher (f:5), life coach, road, torch (f:6), bus, sun and mirror (f:5) metaphors. The category
of “extensive content” involved metaphors such as rainbow, earth (f:6), sky, life cycle and red lentil-mint
soup metaphors. The “Creating curiosity and excitement” category consisted of amusement park, ocean
and educational games metaphors. “Creating awareness” category involved autobiography and explorer
(f:3) metaphors. The category of “real life experience” contained movies (f:2), miniature, novel (f:4),
cinema (f:4) and 3D glasses metaphors. “Source of energy” category consisted of antibiotics (f:5), fish
and vitamin (f:5) metaphors. “Problem solving” category was composed of wrench (f:5), Swiss knife (f:3),
toolbox (f:5), service (f:4), arm floats, sledgehammer and first aid kit (f:6) metaphors. “Negative effect”
category involved labyrinth (f:4) and factory metaphors.

Discussion, Conclusion & Implementation

Through the “addressing requirements” category, elementary pre-service teachers attempted to
draw attention to the fact that Life Sciences is a necessary and required subject in the elementary
curriculum, while metaphors produced in the “indispensable element” category indicated Life Sciences
as an indispensable subject for attaining certain skills and knowledge. Metaphors in the “connected to
each other” category emphasized that the spiral principal should be considered in preparing the
curriculum content. Metaphors produced in the “guiding” category revealed pre-service teachers’
emphasis on the guiding aspect of Life Sciences. Metaphors produced by pre-service teachers in the
“extensive content” category reflects that Life Sciences had an extensive content comprised of various
knowledge. Through metaphors produced in the “creating curiosity and excitement” category, pre-
service teachers mentioned that this subject and the activities carried out during classes attracted
students’ attention and created curiosity. Similarly, pre-service teachers produced metaphors in the
“creating awareness” category indicating that Life Sciences enabled individuals to better recognize
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themselves and their learning process, while through metaphors in the “real life experience” category,
they emphasized the relevance of Life Sciences to daily life. Metaphors in the “source of energy”
category were indicators that pre-service teachers established a connection between Life Sciences and
being energetic or active. While pre-service teachers produced metaphors in the “problem solving”
category reflecting their perception of Life Sciences as a subject attaining knowledge, skills and
qualifications for problem solving, they drew attention to the complex structure of the course content
through the metaphors they produced in the “negative effect” category.

Recommendations are as follows:

* Perceptions about Life Sciences could also be determined through different methods. These
studies would highlight the importance of Life Sciences.

¢ Using metaphors could be effective to determine student requirements by teachers within the
teaching/learning process. Teachers could be guided accordingly.

* The reasons for the negative perceptions of elementary pre-service teachers about Life Sciences
could be investigated and measures could be taken for overcoming this negativity.

e Metaphors to be produced by elementary pre-service teachers for subjects other than Life Sciences
could be determined.
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Sinif Ogretmeni Adaylarinin Hayat Bilgisi Dersine iliskin Metaforik Algilari

Mehmet GULTEKIN **, Asli GUNDOGAN COGENLI®
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Makele Bilgisi 0z

Bu arastirmanin amaci, sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iliskin

DOI: 10.14812/cufej.2014.001 . " e e T L
kullandiklari metaforlari belirlemektir. Arastirma, Mugla Universitesi Egitim Fakultesi

Makale gegmisi: ilkégretim Bolumi Sinif Ogretmenligi Programinda 3. ve 4. sinifta 6grenim géren 130
Gelis 29 Haziran 2012 o6gretmen adayi ile gergeklestirilmistir. Arastirma verileri, arastirmaya katilan 6gretmen
Diuzeltme 12 Aralik 2013 adaylarinin Hayat Bilgisi dersine iliskin sahip olduklari diislinceleri ortaya gikarmak
Kabul 01 Subat 2014 amaciyla hazirlanan agik uglu bir anket formu ile toplanmistir. Anket formunda

O0gretmen adaylarindan “Hayat Bilgisi dersinin amaglar distinuldugline; Hayat Bilgisi
Anahtar kelimeler: dersini......ceernenne..benzetirim;  gUNKU.c.ccveeicceiecneee “ climlesini tamamlamalari
Ogretmen adaylari, istenmistir. Ogretmen adaylarinin Hayat Bilgisi dersine iliskin dislinceleri igerik analizi

Hayat bilgisi, teknigi ile ¢ozimlenmistir. Arastirma sonucunda 6gretmen adaylarinin Hayat Bilgisi

Metafor. dersine iligkin olarak toplam 49 metafor Urettikleri gérilmis; Hayat Bilgisi dersine
iliskin olarak ihtiyag karsilayan, vazgegilmez bir 6ge, birbiriyle baglantili, yol gosterici,
genis bir icerik, heyecan ve merak uyandiran, farkindalk kazandiran, gergek yagam
deneyimi, enerji kaynagi, sorun ¢ozlicli ve olumsuz etki kategorileri olusturulmustur.
Sonug olarak sinif 6gretmeni adaylarinin Hayat Bilgisi dersinin 6neminin farkinda
olduklari; ancak ders konusunda olumsuz dugtinceye sahip 6gretmen adaylarinin da
bulundugu ortaya ¢ikmistir.

Giris

Hayat Bilgisi, ilkogretimin 6nemli derslerinden birisidir. Bu ders, ilkogretimin ilk ¢ yilinda Tirkge,
Matematik, Resim, Mizik, Beden Egitimi derslerinin hareket noktasini olustururken, dérdiinci yilinda ise
Fen ve Teknoloji ile Sosyal Bilgiler derslerinin de temelini olusturmaktadir. 2005 yilinda uygulamaya
konulan Hayat Bilgisi dersi 6gretim programinda genel olarak yasama iliskin konular hakkinda diistincesi
olan, yakin cevresini taniyarak cevresine uyum saglayabilen ve glinlik yasamda kullanabilecegi kadar
bilgi ile donanmis mutlu bireylerin yetistiriimesi amacglanmaktadir. Bu baglamda etkinliklerin,
ogrencilerin sosyal, kiltirel, zihinsel ve kisisel gelisimlerine yardim edecek, temel yasama becerilerini ve
olumlu kisisel nitelikleri kazandiracak bicimde tasarlanmasi istenmektedir. Buradan hareketle Hayat
Bilgisi dersinin amaglarina ulasabilmesinde bu dersi veren sinif 6gretmenlerine 6nemli gorevler
dismektedir. Kuskusuz Hayat Bilgisi dersinin amaglarina ulasmasinda sinif 6gretmenlerinin hizmet
oncesinde aldiklar egitimin 6nemi blylktir. Clnka sinif 6gretmeni adaylari ilkégretimin ilk bes sinifinda
yer alan derslerin timinin Ogretimini yapabilecek bicimde yetistiriimektedir. Bu yonuyle, sinif
o6gretmeni adaylarinin ilkégretimde yer alan ve temel derslerden biri olan Hayat Bilgisi dersine iliskin
algilarinin belirlenmesi 6nemlidir.

Ogretmen adaylarinin Hayat Bilgisi dersine iliskin algilarinin belirlenmesinde kullanilabilecek
araglardan biri metaforlardir. Yildinm ve Simsek (2011)’e gére metaforlar insanin dogayi ve gevresini
anlamasina, anlamsiz gibi goériinen nesnel gergeklikten belirli yorumlar yoluyla anlamlar gikarmasina ve
yasanti ve deneyime anlam kazandirmaya olanak saglayan araglaridir. Metaforlar, bir bireyin zihninin

“Yazar: mgulteki@gmail.com
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belli bir kavrayis bigciminden baska bir kavrayis bicimine dogru yonelmesini saglayarak o bireyin belli bir
olguyu baska bir olgu olarak gormesine olanak tanirlar (Saban, 2009). Bu baglamda, bir olgudan baska bir
olguya yonelmeden dolayr metaforlar, iki olgu arasindaki iliskiyi kuran kopri olarak gorulebilirler
(Cortazzi ve Jin, 1999).

Metaforlar, soyut kavramlarin somut kavramlarla iliskilendirilerek agiklanmasini saglar ve bu sayede
bireyin yaratici disiinme becerisini gelistirmesine katkida bulunurlar. Bireyler metaforlari, hem kendi
duygu ve diisiincelerini hem de karsilarindakilerin duygu ve disilincelerini tanimlarken kullandiklarindan,
metaforik yapilar, bireylerin diinyayi ve kendilerini algilama bigcimlerini géstermektedir (Girmen, 2007).
Bagka bir deyisle bireyler, sosyal gergekliklerini metaforik terimlerle ifade ederler. Bu baglamda
metaforlar ‘gercek olan sey’in belirlenmesinde ¢cok 6nemli bir rol oynar (Lakoff ve Johnson, 2005).

Genel olarak metafor, bir kavram yapisini baska bir kavram yapisiyla ifade etme bigimidir. Kavramsal
metafor olarak adlandirilan bu yapi, 6teki kavrami anlayabilmek icin yapilan metaforik agiklamalari
iceren kaynak kavram ve bu agiklamalar sayesinde anlasilan hedef kavramdan olusmaktadir. Buna gore,
kaynak kavram hedef kavramin anlasilabilmesine olanak saglayan kavramdir. Ornegin, yasam bir
seyahattir cimlesine bakildiginda, yasam s6zcugu hedef kavram; seyahat s6zcigu ise kaynak kavramdir
(Kovecses, 2010).

Metaforik yapilar, bireyler tarafindan giinliik yasamda stirekli olarak kullanilmaktadir. Bireyler, aile ici
iliskilerde ve is diinyasinda karsilasilan olay ve distnceleri 6teki insanlara anlatmada ve hosa giden,
kabul géren durumlarin yanisira, negatif diisiinceleri ortaya ¢ikarmada metaforlardan yararlanirlar
(Zzanotto, Cameron ve Cavalcanti, 2008). Bunlarin otesinde metaforlar, degisik alanlardaki disiplinlerin
gelismesinde de 6nemli rol oynar (Cortazzi ve Jin, 1999).

Soyut dislince ve kavramlarin somutlastiriimasinda kullanilan metaforlar, son vyillarda egitim
alaninda gercgeklestirilen arastirmalarda siklikla kullanilmaktadir. Metaforlar egitim alaninda en yaygin
bicimde 6gretmen (Alacapinar, 2011; Cerit, 2008; Celikten, 2006; Yildirim, Unal ve Celik, 2011), 6gretim
(Greves, 2005), 6grenme, 6grenci (Aydin ve Pehlivan, 2010; Saban, 2009), okul (Aydogdu, 2008; Saban,
2008), ilkogretim programi (Tasdemir ve Tasdemir, 2011) kavramlarina yonelik varsayimlari agiklama ve
ortaya gikarmada kullanilmaktadir. Bunun yanisira, bazi derslerin nasil algilandigina yonelik arastirmalara
da rastlanmaktadir (Aydin ve Eser-Unaldi, 2010; Giiven ve Giiven, 2009; Kilig ve Giiven, 2009; Yasar ve
Gurdogan Bayir, 2010). Bu arastirmalar incelendiginde, ilk6gretim 6grencilerinin Hayat Bilgisi dersine
iliskin algilarini ortaya koymayi amaclayan arastirma olarak yalnizca Kilic ve Giiven’in (2009) calismasi
bulunmakta, 6zellikle 6gretmen adaylarinin Hayat Bilgisi dersine iliskin algilarini ortaya koyan metafor
calismasina rastlaniimadigi anlasiimaktadir.

Ogretmen adaylarinin, 8gretimini yapacaklari derse ydnelik algisi, o dersin programini basariyla
uygulamalarinda 6nemli bir degiskendir. Bu agidan birgok alanin 6gretimini yapmakla sorumlu olan sinif
O0gretmeni adaylarinin Hayat Bilgisi dersine yonelik algilari;; o dersin uygulamalarini etkileyecektir.
Dolayisiyla sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iliskin algilarini ortaya ¢ikarmada metaforlar
onemli isleve sahiptir. Cortazzi ve Jin (1999) metaforlarin 6gretme-6grenme siirecinde kullaniimasiyla,
o6grenenlerin 6grendikleri konuya, anahtar kavramlara iliskin farkindaliginin artacagini ve 6gretmenlerin
de kendi 6grenme deneyimlerini 6grencilerine yansitabilmelerine ve alanda uzmanlasmalarina olanak
saglayacagini belirtmistir. Bu nedenle gergeklestirilen bu calismada sinif 6gretmeni adaylarinin Hayat
Bilgisi dersine yonelik gorisleri, metaforlar yoluyla belirlenmeye galigiimistir.

Bu baglamda arastirmanin amaci, Egitim Fakdltesi ilkdgretim Bolimi Sinif Ogretmenligi Programi
o6gretmen adaylarinin Hayat Bilgisi dersine iliskin metaforik algilarini belirlemektir. Bu genel amag
dogrultusunda arastirmada su sorulara yanit aranmistir:
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1. Ogretmen adaylarinin Hayat Bilgisi dersine iliskin sahip olduklari metaforlar nelerdir?
2. Ogretmen adaylarinin Hayat Bilgisi dersine iliskin sahip olduklari metaforlarin olusturdugu kavramsal
kategoriler nelerdir?

Yontem
Arastirma Modeli

Betimsel nitelikte tasarlanan bu arastirmada, sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iliskin
Urettikleri metaforlar, agik uglu anket yoluyla toplanmig ve Uretilen metaforlardan yola ¢ikilarak
kavramsal kategoriler olusturulmustur.

Katilimcailar

Nitel olarak desenlenen arastirmalarda katilimcilar, amagl 6rnekleme yéntemi ile belirlenmektedir
(Creswell, 2005). Arastrmada amagh ornekleme yodntemlerinden o&lgit 6rnekleme ydntemi
benimsenmistir. Olciit 6rneklemede &rneklem icin belirlenen &lgiitii karsilayan birimler (nesneler,
olaylar, vb.) drnekleme alinirlar (Blytkoéztirk, Kiig Cakmak, Akgiin, Karadeniz ve Demirel, 2012). Buna
gore katilimcilarin belirlenmesinde arastirmaya goniillii katiim ve Hayat Bilgisi Ogretimi dersini almis
olma bigiminde iki temel 6l¢ut dikkate alinmistir. Katilimcilarin kisisel 6zelliklerine iliskin bilgiler Tablo
1’de sunulmustur.

Tablo 1.
Katilimcilarin Kisisel Ozellikleri.
Kisisel Ozellikler Sayl Yiizde
(N) (%)
Cinsiyet
Kiz 77 59.2
Erkek 53 40.8
Sinif
3. sinif 92 70.2
4. sinif 38 29.8
Odrenim Tiirii
Normal Ogretim 60 46.2
ikinci Ogretim 70 53.8
TOPLAM 130 100

Veri Toplama Araci

Arastirma verileri, arastirmacilar tarafindan olusturulan agik uglu anket formu ile toplanmistir. Anket
formu iki bolimden olusmustur. Anket formunun ilk boliminde kisisel bilgilere yer verilmis, ikinci
bélimde ise sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iliskin algilarini belirlemek amaciyla “Hayat
Bilgisi dersinin amaclari  dustndldiginde; Hayat  Bilgisi  dersini.......cccccceeveueenenene.. benzetirim;

CUNKU.ecveeeeeeieee e, climlesini tamamlamalari ve Hayat Bilgisi dersini tek bir kavram ile
iliskilendirerek bunun nedenini agiklamalari istenmistir.

Verilerin Toplanmasi

Arastirma verileri Mugla Universitesi Egitim Fakiiltesi Sinif Ogretmenligi Programi 3. ve 4. sinifta
d8renim goren ve ‘Hayat Bilgisi Ogretimi’ dersini alan 130 sinif 6gretmeni adayindan toplanmistir.



Mehmet GULTEKIN ve Asl GUNDOGAN COGENLI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 43(1), 2014, 01-18

Verilerin Analizi

Verilerin ¢dziimlenmesinde, nitel arastirma yéntemlerinden icerik analizi kullamilmistir. igerik
analizinde amag, birbirine benzeyen verileri belirli kavramlar ve temalar gergevesinde bir araya getirmek
ve bunlari okuyucunun anlayabilecegi bir bicimde dizenleyerek yorumlamaktir (Yildirrm ve Simsek,
2011). Sinif 6gretmeni adaylarinin gelistirdikleri Hayat Bilgisi dersine iliskin metaforlarin analizi,
metaforlarin belirlenmesi, 6rnek metafor imgelerinin derlenmesi, kategori gelistirme ve glivenirlik
saglama siiregleriyle gergeklestirilmistir.

Metaforlarin belirlenmesi asamasinda 6ncelikle, 6gretmen adaylarindan toplanan anket formlari
ayrintili bigimde incelenmis ve Hayat Bilgisi dersine iliskin metaforun belirgin bir bicimde ifade edilmedigi
formlar ayiklanmistir. Bununla birlikte, bos birakilan formlar ile metafor olusturdugu halde, s6zkonusu
metafora iliskin mantikh bir gerekce sunmayan 6gretmen adaylarinin formlari da arastirma kapsami
disinda tutulmustur. Yapilan incelemeler sonucunda, 160 formdan 30’u s6zii edilen nedenlerden dolayi
elenerek, 130 form arastirma kapsamina alinmistir. Arastirmada toplam 49 metafor tretilmistir. Uretilen
metaforlar, alfabetik siraya gore listelenmistir.

Ornek metafor imgelerinin derlenmesi asamasinda, sinif 6gretmeni adaylari tarafindan Uretilen her
metafor igin, o metaforu en iyi bicimde ifade eden metafor imgeleri secilmis ve her metafora iligkin
ornek imgeyi olusturan gecici bir liste yapilmistir. Kategori gelistirme asamasinda sinif 6gretmeni
adaylan tarafindan gelistirilen metaforlar “metaforun konusu”, “metaforun kaynagi” ve “metaforun
konusu ve kaynagi arasindaki iliski” goz 6ntinde bulundurularak kategorilere ayrilmistir. Bu kategorilerde
benzer oOzellikleri iceren metaforlara yer verilmistir. Arastirmada 49 metaforu iceren toplam 11
kavramsal kategori olusturulmustur. Son olarak giivenirligin saglanmasi asamasinda ise, nitel veri
analizinde gergeklestiren adimlar ayrintilariyla betimlenmistir. Ayrica, olusturulan kategoriler, bu
kategorilere iliskin metaforlar ve bununla ilgili metafor imgeleri, arastirmacilar disinda farkh bes uzmana
verilmistir. Uzmanlar, yapilan analizleri ve alintilari karsilastirmis, yeniden kategorilestirmistir. Daha
sonra, uzmanlar, goris ayrihg bulunan kategorilere iliskin bir araya gelmis ve goris birligine ulasilmistir.
Bunun sonucunda kategorilere son bicimi verilmistir.

Bulgular

Bu boliumde 6ncelikle sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iliskin Urettikleri metaforlar
sunulmus; daha sonra olusturulan kavramsal kategorilere yer verilmistir. Kategoriler aciklanirken,
ogretmen adaylarindan alintilar yapilarak 6rnek metafor imgelerine yer verilmistir. Arastirma
kapsaminda 6gretmen adaylarinin Grettikleri metaforlar Tablo 2’de verilmistir.

Tablo 2'de goruldugi gibi, sinif 6gretmeni adaylarinin Hayat Bilgisi dersine iligkin toplam 49 metafor
trettikleri belirlenmistir. Uretilen metaforlardan kimisi canli varliklarken, kimisi de cansiz varliklardir.
Ogretmen adaylarinin irettikleri metaforlardan yola cikilarak olusturulan kavramsal kategoriler Sekil
1’de verilmistir.

Sekil 1’de goraldugi gibi, 6gretmen adaylarinin Hayat Bilgisi dersine iliskin Urettikleri metaforlardan

” o«

yola c¢ikarak olusturulan kavramsal kategoriler “ihtiyag¢ karsilayan”, “vazgegilmez bir 6ge”, “birbiriyle
baglantili”, “yol gésterici”, “genis bir icerik”, “heyecan ve merak uyandiran”, “farkindahk kazandiran”,
“gercek yasam deneyimi”, “enerji kaynadi”, “sorun ¢éziici” ve “olumsuz etki” basliklar altinda ele

alinmustir. “ihtiyac karsilayan” kategorisine iliskin metaforlar Sekil 2’de gosterilmistir.
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Tablo 2.

Sinif Ogretmeni Adaylarinin Hayat Bilgisi Dersine iliskin Urettikleri Metaforlar
No Metafor No Metafor No Metafor
1 Agag 18 ilkyardim cantasi 35 Egitsel oyun
2 Akciger 19 ingiliz anahtar 36 Ogretmen
3 Alet gantasi 20 isvigre cakisi 37 Pazar arabasi
4 Antibiyotik 21 Kasif 38 Roman
5 Ayna 22  Kilavuz 39 Sinema
6 Balik 23  Kumbara 40 Su
7 Balyoz 24 Labirent 41 Tamirhane
8 Canta 25 Lunapark 42  Ug boyutlu gézliik
9 Diinya 26 Malzeme deposu 43  Vitamin
10 Ekmek 27 Matruska 44 Yapboz
11 Ezogelin gorbasi 28 Koy pazari 45 Yasam dongisi
12  Fabrika 29 Minyatlr 46 Yasam kogu
13  Fener 30 Motor 47 Yol
14 Film 31 Oksijen 48 Yizme kollugu
15 Gokkusagi 32 Okyanus/Deniz 49  Zincir
16  Gokydzi 33 Otobiyografi
17 Gilnes 34 Otobis

Thtiyag

kargilayen

Vargegilmaz
b G

Birbiriyle
baglantil

Hayat
Bilgisi

Wal
gesterici

Enerji
kaynagi

Gercek
yasam
deneyimi

Farkindalk

Kazandran

Sekil 1. Hayat Bilgisi Dersine Yénelik Olusturulan Kategoriler.
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Koy pazar

Canta Pazar arabasi

Kiler Thtiyog Eumbara

karsilayan

Sekil 2. ihtiyag Karsilayan Kategorisi.

Sekil 2'de goruldugu gibi, “ihtiya¢ karsilayan” kategorisini kiler (f:3), ¢canta (f:6), kdy pazari, pazar
arabasi ve kumbara (f:5) metaforlari olusturmustur. Bu metafordan kiler metaforu 3, canta metaforu 6
ve kumbara metaforu 5 O6gretmen adayi tarafindan kullanilmis; diger metaforlar birer kez tekrar
edilmistir. Hayat Bilgisi dersini ¢antaya benzeten 6gretmen adaylarindan biri gorlisini “Hayat Bilgisi
canta gibidir. Giin iginde ihtiya¢ duydugumuz esyalarimiz ¢antamizdadir. Okulda 6grenmemiz gereken
bilgileri de Hayat Bilgisi dersi ile égreniriz” bicimde belirterek Hayat Bilgisi dersinin, ihtiya¢ duyulan
gerekli bilgilerden olustugunu vurgulamistir. Hayat bilgisi dersini kilere benzeten bir 6gretmen adayinin
gorisi ise “Kilerde bize lazim olan seyler vardir. ihtiyag duydudumuzda cikanip kullaniriz. {...). Hayat
Bilgisi dersinde égrendiklerimizi de gercek hayatta ihtiyag duydugumuzda kullaniriz. Bu bakimdan Hayat
Bilgisi dersi evdeki kilere benzer” bigimindedir.

Ogretmen adaylarinin gorisleri baglaminda olusturulan “vazgecilmez bir 6Ge” kategorisi Sekil 3’te
gosterilmistir.

Oksijen

Ekmelk Motor

Vazgegilmez

Akcifer bir &ge

Sekil 3. Vazgecilmez Bir Oge Kategorisi.

Sekil 3'te goruldugu gibi, “vazgecilmez bir ége” kategorisini akciger (f:4), ekmek (f:2), oksijen (f:4),
motor ve su (f:3) metaforlari olusturmustur. Bu metafordan akciger metaforu 4, ekmek metaforu 2,
oksijen metaforu 4 ve su metaforu 3 6gretmen adayi tarafindan kullaniimistir. Hayat Bilgisi dersine iliskin
ekmek metaforunu olusturan 6gretmen adaylarindan biri gorlisini “Ekmek yemezsek doymayiz,
sofradan ag¢ kalkariz. Sofrada ekmek ne kadar gerekliyse ilkégretimde Hayat Bilgisi dersi o kadar

10
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gereklidir” biciminde belirterek, Hayat Bilgisi dersinin gereklili§ine vurgu yapmistir. Yine, 6gretmen
adaylarindan birinin gérisi “Motor arabanin temelini olusturan en 6nemli bilesendir. Hayat Bilgisi dersi
de ilkégretimin temelini olusturur. Bu bakimdan motora benzer” bicimindedir. Ogretmen adaylarinin
gorisleri baglaminda olusturulan “birbiriyle baglantili” kategorisi Sekil 4'te gosterilmistir.

Matrugka Zincir

Agag
Birbiriyle

baglantili

Sekil 4. Birbiriyle Baglantili Kategorisi.

Sekil 4’te goruldugi gibi “birbiriyle baglantili” kategorisi adac¢ (f:4), matruska, zincir (f:3) ve yapboz
metaforlarindan olusmaktadir. Bu metaforlardan aga¢ metaforu 4, zincir metaforu 36gretmen adayi
tarafindan kullanilmis; diger metaforlar birer kez tekrar edilmistir. Hayat Bilgisi dersini zincire benzeten
o6gretmen adayl “Hayat Bilgisi dersinin konulari, bir zincir gibi birbiriyle baglantili ve i¢ icedir {(...).”
biciminde goris belirterek Hayat Bilgisi dersinin temalari, konulari ve Uniteleri arasindaki iliskiye dikkat
cekmistir. Bu ders ile matruska metaforunu iliskilendiren bir 6gretmen adayi ise “Hayat Bilgisi dersi
matruskaya benzer. Clinkii ayni matruska gibi iinite bashklari ve konular birbiriyle baglantili ve i igedir.
Her bir (inite birbirini kapsar ve liniteler birbiriyle i¢ icedir” biciminde goris bildirerek Hayat Bilgisi dersi
Ogretim programinin igerigine vurgu yapmistir.

Ogretmen adaylarinin goriislerine dayali olarak olusturulan “yol gésterici” kategorisi Sekil 5'te

gosterilmistir.
Yol ] [ Fener

Yasam
kocu

Kilavuz Yol giésterici Ayna

Sekil 5. Yol Gosterici Kategorisi.

11
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Sekil 5’te goruldugi gibi “yol gosterici” kategorisi kilavuz (f:3), 6gretmen (f:5), yasam kogu, yol, fener
(f:6), otobiis, giines ve ayna (f:5) metaforlarindan olusmaktadir. Bu metaforlardan kilavuz metaforu 3,
o6gretmen metaforu 5, fener metaforu 6 ve ayna metaforu 5 6gretmen adayi tarafindan kullanilmis; diger
metaforlar birer kez tekrar edilmistir. Hayat Bilgisi dersini yasam koguna benzeten sinif 6gretmeni aday
“Bu ders yasam kogunun bireye rehberlik etmesi gibi hayatimizi nasil siirdiirecegimizi, nasil bir insan,
toplumda nasil bir kisi olacagimizi, kendimizi tanimamizi, empati kurabilmemizi, yasami anlamli ve
kaliteli kilmamizi égretir” biciminde goris belirtirken; bu dersi kilavuzla iliskilendiren baska bir 6gretmen
adayi ise “Hayat Bilgisi dersi kilavuz gibi nasil yasamamiz gerektigini, gevremize nasil uyum saglamamiz
gerektigini ve insanlarla nasil iletisim kurabilecegimizi égretir, gésterir” bigiminde gorls bildirmistir.
Ogretmen adaylarinin goriislerine dayali olarak olusturulan “genis bir icerik” kategorisi Sekil 6'da

gosterilmistir.
m
n M

Gokkugod . Ezogehin gorban

Sekil 6. Genis Bir icerik Kategorisi.

Sekil 6’da gorildugu gibi “genis bir icerik” kategorisi gékkusadi, diinya (f:6), gokylizi, yasam déngiisii
ve ezogelin ¢orbasi metaforlarindan olugsmaktadir. Bu metaforlardan diinya metaforu 6 6gretmen adayi
tarafindan kullanilmis; digerleri birer kez tekrar edilmistir.

Hayat Bilgisi dersini gokkusagi ile iliskilendiren 6gretmen aday1 “Gékkusagindaki renklerin cesitliligi
gibi Hayat Bilgisi dersinde de cesitli konular vardir. Bu ders hayatin her y6niinii anlatan hayatin igcindeki
farkl farkli olaylari konu edindigi igin tipki gbkkusagina benzer” bigiminde goris bildirmistir. Bir baska
ogretmen adayi ise “Ezogelin ¢orbasi fakir bir kizin evde olan farkli malzemeleri suya koyup
kaynatmasiyla ortaya ¢ikmis doyurucu ve lezzetli bir ¢orbadir. iginde her seyden vardir. Hayat Bilgisi
dersinde bircok farkli konu vardir” bigiminde goris belirterek Hayat Bilgisi dersini ezogelin gorbasiyla
iliskilendirmis ve bu dersin igeriginin cesitliligine vurgu yapmistir. Ogretmen adaylarinin gériislerine
dayali olarak olusturulan “heyecan ve merak uyandiran” kategorisi Sekil 7’de gosterilmistir.

Olkyanus

Lunapark Egitsel oyun

Heyecan ve
merak
uyandiran

Sekil 7. Heyecan ve Merak Uyandiran Kategorisi.

12
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Sekil 7'de goruldugi gibi “heyecan ve merak uyandiran” kategorisi lunapark, okyanus ve egitsel oyun
metaforlarindan olusmaktadir. Bu metaforlar 6gretmen adaylari tarafindan birer kez kullaniimigtir. Hayat
Bilgisi dersini lunaparka benzeten 6gretmen adayi, gorlsini “Lunaparka giden g¢ocuk nasil mutlu
oluyorsa, Hayat Bilgisi dersi de égrenciye mutluluk verir. Onu heyecanlandirir, meraklandirir” bigiminde
actklamistir. Hayat Bilgisi dersini okyanusa benzeten 6gretmen adayi ise “(...) insan denize girdiginde
nasil farkli bir boyuta girerse, farkli bir alemle karsilasirsa Hayat Bilgisi dersi de 6yledir. Her bir konu farkli
bir aleme gétiiriir 6grenciyi. Yeni yeni deniz canhlariyla tanisir gibi yeni konular 6grenirsin. Hayat
Bilgisinin konulari ayni denizde yasayan canllar gibi ilgi ve merak uyandirir 6grencide” bigiminde gorus
belirtmistir. Ogretmen adaylarinin goérislerine dayali olarak olusturulan “farkindalik kazandiran”
kategorisi Sekil 8'de gosterilmistir.

Otobiyografi Kasif

Farkindahk

kazandiran

Sekil 8. Farkindalik Kazandiran Kategorisi.

Sekil 8'de gorildugl gibi “farkindalik kazandiran” kategorisi otobiyografi ve kdsif (f:3)
metaforlarindan olusmaktadir. Bu metaforlardan kasif metaforu 3 06gretmen aday tarafindan
kullanilmis; diger metafor bir kez tekrar edilmistir. Hayat Bilgisi dersini otobiyografiye benzeten
ogretmen adayr “Hayat Bilgisi dersi otobiyografi yazmak gibi kisinin kendi hayatini anlamasina,
kesfetmesine, anlatmasina olanak saglar. Kendi hayati hakkinda farkindalik kazanir” bigiminde goris
bildirirken; bu dersi kasife benzeten 6gretmen adayl “Bu ders sayesinde ayni bir kasif gibi hayati,
kendimizi ve ¢evremizi ddreniriz. Bu ders etrafimizi kesfetmemize yardimci olur” bigiminde goris
belirtmistir. Ogretmen adaylarinin gorislerine dayali olarak olusturulan “gercek yasam deneyimi”
kategorisi Sekil 9'da gosterilmistir.

m m

Gergek

Uz boyutlu

Film yasam gozliik

deneyimi

Sekil 9. Gercek Yasam Deneyimi Kategorisi.

Sekil 9'da goruldigu gibi “gercek yasam deneyimi” kategorisi film (f:2), minyatiir, roman (f:4), sinema
(f:4) ve ¢ boyutlu gézliik metaforlarindan olusmaktadir. Bu metaforlardan film metaforu 2, roman
metaforu 4, sinema metaforu 4 6gretmen adayi tarafindan kullanilimis; diger metaforlar birer kez tekrar

13
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edilmistir. Hayat Bilgisi dersini ¢ boyutlu gozliik ile iliskilendiren 6gretmen adayi, gortsinl “Cocuklar
hayati Hayat Bilgisi dersi ile gercek boyutlariyla diisiiniip, hayal ederek dgrenirler. Hayat Bilgisi dersinde
kendilerinin hayatin bir pargasi oldugunu ve hayati sadece karsidan izlemeyip her an o anlardan birinde
gibi hissederler. Ayni 3 boyutlu gézliik taktigimizda sanki filmin icindeymis gibi hissetmemiz gibi”
biciminde belirtmistir. Bu dersi minyatiire benzeten 6gretmen adayi ise “Hayat Bilgisi dersi gercek
yasamin minyatiirii gibi bireyi yasama hazirlar. Bu ders konusunu gergek yasamdan alir” bigiminde goris
belirtmistir. Ogretmen adaylarinin goriisleri baglaminda olusturulan “enerji kaynadi” kategorisi Sekil
10’da gosterilmistir.

Balik

Antibivotik Vitamin

Sekil 10. Enerji Kaynadi Kategorisi.

Sekil 10’da gorildugu gibi “enerji kaynagi” kategorisi antibiyotik (f:5), balik, ve vitamin (f:5)
metaforlarindan olugsmaktadir. Bu metaforlardan antibiyotik metaforu 5, vitamin metaforu 5 6gretmen
adayi tarafindan kullanilmig; diger metaforlar birer kez tekrar edilmistir. Hayat Bilgisi dersini baliga
benzeten 6gretmen adayl “Balikta zekay! giiclendiren protein ve vitaminler bulunmakta, Hayat Bilgisi
dersinde de iyi bir égrenci olmamizi saglayan bilgi ve beceriler kazanilmaktadir” biciminde goris
bildirmistir. Yine, bu dersi vitamin ile iliskilendiren baska bir 6gretmen adayinin gorisi ise, “Hayat bilgisi
dersi ayni vitamin gibi 6grencinin hayata iliskin yanls bildiklerini diizeltir, onarir. Onu dogru ve gergek
bilgilerle donatir” bicimindedir. Ogretmen adaylarinin gériislerine dayali olarak olusturulan “sorun
¢06ziicii” kategorisi Sekil 11’'de gosterilmistir.

Tarmirhane

Alet
cantasi

Yuzme
kolludgu

Isvigre

cakis Balyoz

Ingiliz Ilkyardim

anahtar

cantasi

Sekil 11. Sorun Céziicli Kategorisi.

Sekil 11’de gorildigi gibi “sorun ¢éziicii” kategorisi ingiliz anahtari (f:5), Isvicre cakisi (f:3), alet
cantasi (f:5), tamirhane (f:4), yiizme kollugu, balyoz ve ilkyardim ¢antasi (f:6) metaforlarindan
olusmaktadir. Bu metaforlardan ingiliz anahtari metaforu 5, isvigre ¢akisi metafor 3, alet ¢cantasi metafor

14
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5, tamirhane metafor 4, ilkyardim ¢antasi metaforu 6 6gretmen adayi tarafindan kullaniimis; diger
metaforlar bir kez tekrar edilmistir. Hayat Bilgisi dersi ile ingiliz anahtari arasinda bag kuran 6gretmen
adayi “Ingiliz anahtarinin her vidayi acabilmesi gibi Hayat Bilgisi dersi de her soruna karsi ¢6ziim énerileri
iretmemizi sadlayan beceriler kazandirir” biciminde goériis belirtmistir. Hayat Bilgisi dersini isvicre
cakisina benzeten &gretmen adayi ise gorisini “Isimize yarayan, hayatimizi kolaylastiran bircok arag
isvicre cakisinda toplanmistir (...). Hayat Bilgisi dersi de isvicre cakisi gibi giinliik hayatla bas
edebilmemizi saglayan cok yénlii bir derstir” biciminde dile getirmistir. Ogretmen adaylarinin gérislerine
dayali olarak olusturulan “olumsuz etki” kategorisi Sekil 12’de gosterilmistir.

Labirent Fabrika

Sekil 12. Olumsuz Etki Kategorisi.

Sekil 12’de gorildugu gibi “olumsuz etki” kategorisi labirent (f:4) ve fabrika metaforlarindan
olusmaktadir. Bu metaforlardan labirent metaforu 4 6gretmen aday! tarafindan kullanilmis; diger
metafor bir kez tekrar edilmistir. Hayat Bilgisi dersini labirente benzeten 6gretmen adayi “Hayat bilgisi
dersi labirent gibidir. Gériiniiste isin icinden ¢ikilacak bir derse benzer fakat zaman gegtikge ¢ikisi bulmak
zorlasir” biciminde goris bildirirken; bu dersi fabrikaya benzeten bir baska 6gretmen adayi “Hayat Bilgisi
dersinin amaci tek tip insan yetistirmektir. Fabrikada da tek tip nesneler (retilmektedir. Bu ikisinin amaci
da aynidir. Bu ylizden Hayat Bilgisi dersi, fabrikayr animsatir bana” biciminde gorisini dile getirmistir.

Sonug, Tartisma ve Oneriler

Egitim Fakltesi ilkégretim Bolimu Sinif Ogretmenligi Programi d6gretmen adaylarinin Hayat Bilgisi
dersine iliskin algilarini belirlemeyi amaglayan bu arastirmada toplam 49 metafor Uretildigi gérilmustar.
Ogretmen adaylarinin irettikleri bu metaforlarla Hayat Bilgisi dersinin degisik yonlerine vurgu yaptiklari,
bu konudaki goruglerinin genellikle olumlu oldugu ancak olumsuz kimi gorugslerin de ortaya ¢iktig
sonucuna ulagiimistir.

Arastirma bulgularina gére Hayat Bilgisi dersine iliskin ihtiya¢ karsilayan, vazgecilmez bir 6ge,
birbiriyle baglantili, yol gosterici, genis bir icerik, heyecan ve merak uyandiran, farkindalik kazandiran,
gercek yasam deneyimi, enerji kaynagi, sorun ¢oOzlici ve olumsuz etki kavramsal kategorileri
olusturulmustur.

Ogretmen adaylari ihtiya¢ karsilayan kategorisinde iirettikleri metaforlarla, Hayat Bilgisi dersinin
ilkogretimde gerekli ve ihtiyac duyulan bir ders olmasina dikkat cektikleri; vazgecilmez bir 6ge
kategorisinde Urettikleri metaforlarla Hayat Bilgisi dersinin kimi bilgi ve becerileri kazanma ve
donanimlari edinmede olmazsa olmaz nitelikte bir ders oldugunu ortaya koyduklari belirlenmistir.
Birbiriyle baglantili kategorisinde Urettikleri metaforlarla, program igerigi hazirlanirken sarmallik ilkesinin
gdz onlnde bulunduruldugu vurguladiklari, yol gosterici kategorisinde Urettikleri metaforlarla Hayat
Bilgisi dersinin yénlendirici 6zelligine vurgu yaptiklari sonucuna ulasiimistir. Ogretmen adaylarinin genis
bir igerik kategorisinde Hayat Bilgisi dersinin kapsaminin genis oldugunu, gerekli ve gesitli bilgilerden
olustugunu ifade ettikleri ortaya cikarken; heyecan ve merak uyandiran kategorisinde bu dersin ve
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dersteki etkinliklerin 6grencilerin ilgilisi ¢ekici, merak uyandirici nitelikte tasarlandiklarini belirttikleri
gorulmustir. Yine, 6gretmen adaylari farkindalik kazandiran kategorisinde Urettikleri metaforlarla, Hayat
Bilgisi dersinin kisinin kendisini, 6grenme Ozelliklerini ve 6grenme siirecini daha iyi tanimasina olanak
sagladigini belirtirken; gercek yasam deneyimi kategorisinde Urettikleri metaforlarla Hayat Bilgisi
dersinin giincel yasamla iliskili oldugunu vurguladiklar belirlenmistir. Enerji kaynagi kategorisine iliskin
iretilen metaforlar, 6gretmen adaylarinin Hayat Bilgisi dersini enerjik, zinde olmayla iliskilendirdiklerinin
bir gdstergesidir. Ogretmen adaylarinin sorun ¢dziicii kategorisinde irettikleri metaforlar, Hayat Bilgisi
dersini sorun ¢dzme becerilerinin kazandirilmasina yonelik bilgi, beceri ve donanimlarin kazandirildigi bir
ders olarak gordiklerinin kaniti iken; olumsuz etki kategorisinde dersin igeriginin karmasik bir yapida
olduguna dikkat cektikleri gortilmektedir.

Arastirmada elde edilen sonuglari destekleyen bazi arastirma bulgularina rastlaniimistir. Bunlardan
ilki Kilic ve Giiven (2009) tarafindan gergeklestirilen arastirmadir. ilkégretim dgrencilerinin Hayat Bilgisi
dersine iliskin GUrettikleri metaforlari ortaya koymayi amagclayan arastirmada, tretilen metaforlardan yola
cikilarak 151k, 6gretmen, bilgi, aile, gii¢ veren, davranislar, iletisim araci, bitki, cevre, hayatla iliskili ve ana
madde olmak Uzere toplam 11 kavramsal kategori olusturulmustur. Bunlardan “bilgi”, “glic veren”,
“hayatla iliskili” ve “ana madde” kategorileri, bu arastirma kapsaminda olusturulan “ihtiya¢ karsilayan”,
“enerji kaynagl”, “gercek yasam deneyimi” ve “vazgecilmez bir 6ge” kategorileriyle benzerlik
gostermektedir. Yine, Gilven ve Glven (2009) tarafindan gerceklestirilen arastirmada, kimi ilkogretim
ogrencilerinin Sosyal Bilgiler dersine iliskin olumsuz distncelere sahip olduklari sonucuna ulasiimistir. Bu
sonug, arastirmada Hayat Bilgisi dersine iliskin Uretilen metaforlara dayal olarak olusturan “olumsuz
etki” kategorisiyle benzerlik godstermektedir. Arastirma kapsaminda olusturulan “gercek yasam
deneyimi” ve “vazgegilmez bir dge” kategorileri, Aydin ve Eser-Unald’nin (2010) Cografya dersine
yonelik Gretilen metaforlari ortaya koymayl amaglayan arastirmasindaki “yasamin ifadesi olarak
Cografya” ve “6nemin ifadesi olarak Cografya” kategorileriyle benzerlik gostermektedir. Ayrica, Yasar ve
Gurdogan Bayir (2010) tarafindan yapilan arastirmada Sosyal Bilgiler dersine iliskin olusturulan “farkli
konularin birlesimi olarak Sosyal Bilgiler” kategorisi, bu arastirmada olusturulan “genis bir icerik”
kategorisiyle benzerlik gostermektedir. Her iki calismada da farkli konularin ele alindigini anlatan diinya
metaforunun ortak oldugu gorilmastir.

Hayat Bilgisi dersi, en genel anlamiyla, 6grenciyi yasama hazirlar. Ogrencinin sosyal yasamda kendini
ifade edebilmesine olanak saglayacak kimi bilgi, beceri ve tutumlar edinmesini amagclar. Bu agidan
bakildiginda arastirmada elde edilen bulgularin Hayat Bilgisi dersinin amaclariyla értiistigi soéylenebilir.
Ogretmen adaylarinin Hayat Bilgisi dersini &nemli ve gerekli oldugunu belirtmeleri, giincel yasamla
iliskili, ilgi cekici ve yasama hazirlamada yonlendirici bir ders olarak gérmeleri, bu dersin ne kadar 6nemli
bir ders oldugunun da kaniti olarak gorilebilir. Bu noktada arastirma bulgularinin, Hayat Bilgisi dersinin
dnemine dikkat cekecegi disiinilmektedir. Ogretmen adaylarinin Hayat Bilgisi dersine iliskin algilari, bu
dersin 6gretiminin iyilestiriimesine yénelik de ipuglari icermektedir. Ogretmen adaylarinin bu dersi sorun
¢Ozicl, hem icerik hem de o6teki dersler agisindan birbirileriyle baglantili ve yasama hazirlamada
yonlendirici bir ders olarak gérmeleri, meslege basladiklarinda sinif i¢i uygulamalarina da yansiyacaktir.
Bu dersin 6neminin ve kazandirdiklarinin farkinda olan bir 6gretmen de etkili 06gretimin
gerceklestirilmesine olanak saglayacaktir. Arastirma bulgularina bakildiginda 6gretmen adaylarinin Hayat
Bilgisi dersini farkindalik kazanma ile iliskilendirdikleri gérilmektedir. Kendi yasami ve 6grenme siirecine
iliskin farkindalik kazanan, baska bir deyisle, kendi 6grenme sorumlulugunun farkinda olan bireyler
yapilandirmaci 6grenme ortamlarinda yetistirilmesi hedeflenen birey 6zelliklerini yansitir. TUm bunlarin
yani sira, arastirma sonuglarina gore Hayat Bilgisi dersine iliskin olumsuz algiya sahip 6gretmen
adaylarinin oldugu ortaya ¢ikmistir. Bu baglamda olumsuz disiincelerin nedenlerini ortaya g¢ikarmayi
amaclayan arastirmalara gereksinim duyulmaktadir.

Arastirmadan elde edilen bu bulgular baglaminda su 6neriler getirilebilir:
* Hayat Bilgisi dersine yonelik algilar degisik yontemlerle de belirlenebilir. Bu arastirmalar, Hayat
Bilgisi dersinin 6nemine dikkat ¢cekecektir.
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e Ogretmenlerin 6gretme-6grenme siirecinde &grenci gereksinimlerini belirlemede metaforlari
kullanmalari etkili olabilir. Buna iliskin 6gretmenlere rehberlik edilebilir.

e Sinif 6gretmeni adaylarinin, Hayat Bilgisi dersine iliskin olumsuz algilarinin nedenleri arastirilabilir
ve bu olumsuzlugu gidermek icin dnlemler alinabilir.

e Sinif 68retmeni adaylarinin Hayat Bilgisi dersi disinda diger derslere iliskin sahip olduklar
metaforlar belirlenebilir.

Kaynakga

Alacapinar, F. (2011). ilkégretim okulu 6grencileri 6gretmenlerini nelere benzetmektedirler?. Selcuk
Universitesi Ahmet Kelesoglu Egitim Fakiiltesi Dergisi, 32, 249-263.

Aydin, F. & Eser-Unaldi, U. (2010). Cografya dgretmen adaylarinin Cografya kavramina iliskin algilarinin
metaforlar yardimiyla analizi. International Online Journal of Educational Sciences, 2(2), 600-622.

Aydin, . S. &Pehlivan, A. (2010). Tirkge 6gretmeni adaylarinin dgretmen ve dgrenci kavramlarina iliskin
kullandiklar metaforlar. Turkish Studies, 5(3), 818-842.

Aydogdu, E. (2008). ilkégretim okullarindaki éGrenci ve Sgretmenlerin sahip olduklari okul algilari ile
ideal okul algilarinin metaforlar (mecazlar) yardimiyla analizi. Unpublished master’s thesis, Eskisehir
Osmangazi Universitesi, Eskisehir, Turkey.

Blylkoztirk, S., Kilig Cakmak, E., Akgiin, O. E., Karadeniz, S. & Demirel, F. (2012). Bilimsel arastirma
yéntemleri. Ankara: Pegem Akademi.

Cerit, Y. (2008). Ogretmen kavrami ile ilgili metaforlara iliskin dgrenci, d6gretmen ve ydneticilerin
gorisleri. Tirk Egitim Bilimleri Dergisi, 6(4), 693-712.

Cortazzi, M. & Jin, L. (1999). Bridges to learning: Metaphors of teaching, learning and language. In L.
Cameron ve G. Low (Eds.). Researching and applying metaphor (pp.149-176). Cambridge: Cambridge
University Press.

Creswell, J. W. (2005). Educational research: Planning, conducting and evaluating quantitative and
qualitative research. New Jersey: Pearson Education.

Celikten, M. (2006). Kiltlr ve 6gretmen metaforlari. Sosyal Bilimler Enstitlisii Dergisi, 21(2), 269-283.

Girmen, P. (2007). ilkégretim édrencilerinin konusma ve yazma siirecinde metaforlardan yararlanma
durumlari. Unpublished doctoral dissertation, Anadolu Universitesi, Eskisehir, Turkey.

Greves, S. V. (2005). Butterflies in our classrooms: Using metaphors in teacher educatiom. The Teacher
Educator, 41(2), 95-109.

Given, B. & Giiven, S. (2009). ilkégretim dgrencilerinin sosyal bilgiler dersinde metafor olusturma
becerilerine iliskin nicel bir inceleme. Kastamonu Egitim Dergisi, 17(2), 503-512.

Kilig, F.D. & Guven, B. (2009, May). Examining the metaphors students construct in life sciences lessons.
Paper presented at the meeting of the First International Congress of Educational Research.
Canakkale Onsekiz Mart University, Canakkale, Turkey.

Kovecses, Z. (2010). Metaphor: A practical introduction. Oxford: Oxford University Press.
Lakoff, G. & Johnson, M. (2005). Metaforlar: Hayat, anlam ve dil. istanbul: Paradigma Yayincilik.
Saban, A. (2008). Okula iliskin metaforlar. Kuram ve Uygulamada Egitim Yénetimi, 55, 459-496.

Saban, A. (2009). Ogretmen adaylarinin 6grenci kavramina iliskin sahip olduklari zihinsel imgeler. Tiirk
Egitim Bilimleri Dergisi, 7(2), 281-326.

17



Mehmet GULTEKIN ve Asl GUNDOGAN COGENLI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 43(1), 2014, 01-18

Tasdemir, M. & Tasdemir, A. (2011, April). ilkégretim programi iizerine éGretmen metaforlari. Paper
presented at the meeting of 2nd International Conference on New Trends in Education and Their
Implications, Antalya, Turkey.

Yasar, S. & Giirdogan Bayir, 0. (2010). ilkégretim 5. sinif 6grencilerinin bakis agisiyla sosyal bilgiler. E-
Journal of New World Sciences Academy, 5 (3).

Yildirim, A. & Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yéntemleri. Ankara: Seckin Yayincilk.

Yildirim, A., Unal, A. & Celik, M. (2011). Ogretmen kavramina iliskin &gretmen, ydnetici ve mifettis
algilarinin analizi. Uluslararasi insan Bilimleri Dergisi, 8(2), 92-1009.

Zanotto, M. S., Cameron, L. & Cavalcanti, M. C. (2008). Confronting metaphor in use: An Applied
linguistic approach. Amsterdam: John Benjamins Publishing Company.

18



Vol:43 No: 1 Page: 19-38
http://egitim.cu.edu.tr/efdergi

% Cukurova University Faculty of Education Journal
zal

The Effect of Explicit Teaching and Implicit Learning of Concept and
Generalization Structure on The Acquisition of Explicit Knowledge of
Concept and Generalization Structure

Miikerrem AKBULUT TAS®", Mahinur KARATAS COSKUN?

® Cukurova University, Faculty of Education Adana/Turkey CrossMark

Article Info Abstract
DOI: 10.14812/cufe}.2014.001 The general purpose of this study is to investigate the effect of explicit teaching and
T ) i implicit learning of the concept and generalization structure on the acquisition of
Article history: explicit knowledge regarding concept and generalization structure in the Learning-
Received 28 February 2013 Teaching Theories and Approaches course instructed in the non-thesis master’s
Revised 11 November 2013 program of the Secondary Education Teaching Department in Educational Sciences.
Accepted 02 February 2014 The study was conducted as a pre-test/post-test quasi-experimental design with 97

students in two experimental and two control groups. The data was analysed using

means, standard deviations, adjusted means, chi-square analysis, one-way Anova,
covariance (Ancova) and Bonferroni analysis. Results indicate that when compared to
implicit learning, the explicit teaching provided to the first experimental group was
found to be effective in the acquisition of explicit knowledge regarding concept and
generalization structure, increasing the perceived confidence rating about the
accuracy of responses, and providing successful learning. However, it is recommended
that students should be exposed to a wide number of correct examples and to
frequently have applied the practices with a view to making the gained explicit
knowledge usable in a specific context.

Keywords:

Explicit teaching,

Implicit learning,

Explicit knowledge,
Concept structure,
Generalization structure.

Introduction

People gain various knowledge and skills in the learning process. However, whether this process is
always in the control of individuals, or whether it is conscious, has been subject to much debate (Berry
& Broadbent, 1988; Overskeid, 1995; Shanks & St. John, 1994).

As stated by Shanks and St. John (1994), the main problems faced by researchers in the studies on
learning include whether there is more than one learning mechanism, whether learning phenomena as a
whole can be included in one mechanism, and whether it is possible to accept the presence of learning
systems that are different, independent of each other. Learners’ being active in their learning process
without awareness has not been researched in learning studies. When this process happens
unconsciously, it is called implicit learning (Underwood & Bright, 1996) (in Davou, 2002). Implicit
learning was first mentioned by Reber (1967). Reber (1993) asked people to memorize a set of letters
which was organized according to a complex set of rules (artificial grammar rules), and was not known
by the participants. The participants memorized the sets, and a few minutes later they were told the
sets had rules. However, these rules were not explained. Then, the participants were asked to classify
new sets of letters that matched and did not match the rules. They could manage correct classification
at a ratio of 60-70 %, but could not explain the rules that helped their classification. Reber (1993), by the
help of the evidence obtained from the typical artificial grammar learning studies, defined implicit
learning as “acquisition of knowledge that takes place largely independently of conscious attempts to
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learn, and largely in the absence of explicit knowledge about what was acquired”. According to Reber,
implicit learning is a passive process which is not accompanied by learners’ awareness and in which
individuals unconsciously use automatic abstraction. Frensch (1998) argues that implicit learning is a
single concept, but it has more than one definition. According to Frensch, implicit learning is an
unconscious, spontaneous, and automatic acquisition of knowledge and recalling process. Ellis (2005)
defines implicit learning as acquisition of knowledge about the underlying structure of a complex
stimulus environment by a process which takes place naturally, simply, and without conscious process.
Explicit learning is a conscious process where the individual makes and tests a hypothesis in a search for
structure (Ellis, 2005). In this process, concepts, rules, principles and patterns are directly presented to
learners, and learners are asked to search this structure actively (Gasparini, 2004). In the implicit
learning process, individuals can acquire complex and abstract relations by exploring the structures and
rules underlying the task, without using conscious processes. In implicit learning tasks, structures or
rules repeat in a regular and invariant way, and the person can abstract a complex structure by being
exposed to this recurrent structure (Mathews et al., 1989; Reber, 1993). Review of the related literature
shows that implicit learning is defined as unconscious, intuitional, automatic and unconscious learning
processes, while explicit learning is defined as conscious (intentional) learning processes, in which
learners are aware (Ellis, 2005; Frensch, 1998; Gasparini, 2004; Reber, 1993; Shanks, 2005).

Attainment of knowledge can be achieved through both implicit and explicit learning (Antony &
Santhanam, 2007). The knowledge acquired in the implicit learning process is implicit knowledge while
the knowledge acquired in the explicit learning process is explicit, declarative knowledge. According to
Squire (1995), implicit learning brings in and uses nondeclarative knowledge. Therefore, assessment of
implicit knowledge requires indirect practice of the knowledge acquired, rather than verbal expressions
(in Kirkhart, 2001). Mathews, Roussel, Cochran, Cook and Dunaway (2000) point that implicit
knowledge is gained by means of experiences; implicit, experiential knowledge is dominant in human
performance of complex tasks; and the implicit, experiential knowledge acquired in real life is combined
with conceptual or reflective knowledge in the related subject area. According to Mathews et al. (2000),
implicit, experiential learning is acquired through being exposed to good examples and cases, while
reflective knowledge is acquired through teaching or books, and through conscious thoughts about the
concepts in the subject area.

One of the independent variables investigated in implicit learning research is explicit teaching. Shuell
(1996) defines explicit teaching as a teaching strategy in which teachers present the knowledge to be
learned and direct the learning process explicitly (in Eggen & Kauchak, 2007). Studies on explicit
teaching approach which are reconstructed in light of the modern education understanding have
investigated issues such as strategy teaching (e.g. learning and thinking strategies), instruction of
knowledge such as concepts, principles, laws, theories, and cases, instruction of higher order thinking
skills, education of children with learning difficulties, scaffolding, and review of previous knowledge
(Carnine, 1994; Eggen & Kauchak, 2007; Magliaro, Lockee, & Burton, 2005; McCleery, 2000).

Problem

Implicit learning literature is generally based on laboratory studies. However, implicit learning in real
life is a fundamental process which involves various areas such as learning mother-tongue language and
second-language, category elaboration, concept learning, reading-writing acquisition, and acquisition of
knowledge about the physical world and social skills (Pacton, Perruchet, Fayol, & Cleeremans, 2001).
Pacton et al. (2001) emphasize that results obtained from laboratory studies in relation to a learning
type that is effective in such a large area cannot be generalized to behavioural situations in real life, and
these important findings in particular are ignored by cognitivists. This deficiency results from the
inadequate number of studies that investigate the relationship between implicit learning and real-life
learning. Because studies of implicit learning are generally conducted in laboratory environments, it is
hard to apply the findings of these studies in real-life learning environments. Moreover, implicit rule
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abstraction was found to fail in studies carried out real-life environments. Even though it can be
observed, implicit learning does not create any significant differences; explicit teaching is reported to be
more effective (Robinson, 1997; Saetrevik, Reber, & Sannum, 2006). In other words, studies carried out
in real-life education environments have not provided strong evidence in relation to implicit learning. On
the other hand, Reber (1993) proposed implicit learning as a disposition for Dewey’s experiential
education programs. Thus, school programs can be changed on the basis of the results obtained from
implicit learning studies so that students could be exposed to knowledge and structures in a specific
subject area. In this way, certain instruction rules and formulas can be learned using less energy and
time. Reber states that explicit teaching is not effective in learning the rules underlying the structure of
complex environment/stimulus, and we usually learn these kinds of patterns by experiencing them on
our own. However, Reber also states that he does not recommend any systems which will fully develop
the education system because implicit learning studies have not provided any evidence in this direction.
There are no clear guides on how implicit learning can be included in the curriculum, or in what specific
subject areas it can beneficial. In this regard, how exactly implicit learning and implicit knowledge can be
beneficial in teaching-learning practices may be seen to be an important problem. Saetrevik et al. (2006)
point that techniques that form the basis for implicit learning studies have begun to take a more
important place in the curriculum day by day; however, more empirical evaluations are needed in order
to prevent inefficient and insufficient teaching tools from getting into the programs.

This study has investigated the effects of explicit teaching and implicit learning of concept and
generalization structure on the attainment of explicit knowledge. Since implicit learning studies
investigate the features of concepts and rules (principles) as well as the frequency of these features as
patterns that demonstrate regular systems (Frick & Lee, 1995; Mathews, Buss, Chinn, & Stanley, 1988;
Ziori & Dienes, 2006, 2008) this study also has chosen the concept and generalization structure which
forms a meaningful pattern. The concept structure used in the study refers to the content component of
the concept. Components which form a concept are concept name, concept definition, critical attributes
of the concept, variable attributes, concept hierarchy, and concept examples and non-examples.
Generalization structure composes the content components of the generalization. Components that
form a generalization include generalization name, statements of generalization as proposition,
concepts that comprise principles, interrelationships (causal) among the concepts, examples and non-
examples of the generalization (Merrill, 1983).

Studies on implicit learning are quite limited in number in Turkey. Some of these studies have
investigated implicit memory (Amado, 1996; Tatar, 1998; Tavat, 1991). The studies which are directly or
indirectly related to implicit learning are usually in the foreign language learning domain (Debbag-Ergin,
2008; Karadagh, 2009; Ozcan-Bayram, 2009; Tiirk, 2007). Thus, given that the present study has been
conducted in a classroom environment, the findings are thought to shed light to and become a
reference for the issue of applicability of implicit learning activities into real classroom environments. It
is generally indicated that education usually emphasizes explicit learning and explicit knowledge, and
evaluations generally focus on what students can say rather than what they can do, but implicit,
intuitive knowledge and implicit learning are ignored (Gasparini, 2004; Reber, 1993). However,
beginning from early childhood, implicit learning and implicit knowledge are attained in every field and
context of life. Implicit knowledge is the knowledge that forms the basis for our cognitive background,
interpretive point of view, paradigms, mental models and beliefs, namely knowledge that is guaranteed
(Neuweg, 2004). This knowledge improves with experience, repetition and practice. This study may call
attention to the necessity of giving importance to implicit knowledge as much as explicit knowledge in
learning and teaching activities. In addition, considering the fact that inefficient or inadequate implicit
learning in teaching-learning processes, as well as in school life in general, affect students’ mental
processes and actions in a negative way, this study is of great importance in terms of the topic it
addresses. Implicit learning activities were based on the teaching content of “Concepts and Principles of
Behaviourist Learning Theory”. In line with the above-mentioned explanations and reasons, the
statement of the problem in the present study is “what is the effect of explicit teaching and implicit
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learning of concept and generalization structure on the acquisition of explicit knowledge regarding
concept and generalization structure?”

Purpose of The Study

The general purpose of this study is to investigate the effect of explicit teaching and implicit learning
of concept and generalization structure on the acquisition of explicit knowledge regarding concept and
generalization structure in the “Learning-Teaching Theories and Approaches” course, instructed in the
non-thesis master’s program of the Secondary Education Teaching Department in Educational Sciences.

In line with this general purpose, the study was guided by the following sub-objectives:

1. When the pre-test short-answer test on concept-generalization structure (CGSSAT) scores of the
Experimental Group-1, Experimental Group-2, Control Group-1, and Control Group-2 are
controlled, are there any significant differences between the post-test total achievement scores in
favour of the experimental group?

2. CGSSAT scores of the Experimental Group-1, Experimental Group-2, Control Group-1, and Control
Group-2;

2a. When the pre-test confidence rating mean difference scores are controlled, are there any
significant differences between the post-test confidence level mean difference scores in favour
of the experimental groups?

2b. When the pre-test correct response confidence rating mean scores are controlled, are there
any significant differences between the post-test correct response confidence rating mean
scores in favour of the experimental groups?

3. When the pre-test the multiple choice test on concept-generalization structure (CGSMCT) scores
of the Experimental Group-1, Experimental Group-2, Control Group-1, and Control Group-2 are
controlled, are there any significant differences between the post-test total achievement scores in
favour of the experimental group?

4. CGSMCT scores of the Experimental Group-1, Experimental Group-2, Control Group-1 and
Control Group-2;

4a. When the pre-test confidence rating mean difference scores are controlled, are there any
significant differences between the post-test confidence level mean difference scores in favour
of the experimental groups?

4b. When the pre-test correct response confidence rating mean scores are controlled, are there
any significant differences between the post-test correct response confidence rating mean
scores in favour of the experimental groups?

Method

This study was conducted as pretest-posttest quasi-experimental design which is frequently used in
educational research. Quasi-experimental designs do not require random assignment, and thus they can
be used in many cases when the real experimental design requirements are insufficient or cannot be
met (Cohen, Manion & Morrison, 2007; Hovardaoglu, 2007; Karasar, 1995, p.99). The present study
made use of quasi-experimental design because it involved a number of variables (interest and attitudes
concerning the curriculum, gender, socio-economic level, knowledge of the domain, experience in the
domain, etc.) to be considered while forming the experimental and control groups, and because the
participants could not be randomly assigned to the groups. If it is not possible to equalize the groups in
quasi-experimental studies, researchers are recommended to obtain similar groups as far as possible
(Cohen et al., 2007; Karasar, 1995). Special attention was taken to form the groups with the students in
the math field and to create the experimental group from students in the same professional domain.
There are nine groups in the non-thesis master’s program. Since three of these groups are from the non-
math field, and one group is mixed (chemistry-physics), they were not included in the study. The four
groups to be included in the study were chosen by casting among the remaining five groups. Once one
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of the maths groups was chosen for the experimental group, the other maths group was assigned as the
other experimental group, with a view to meeting the requirements of the experimental design. In this
regard, the present study formed two experimental and two control groups.

The independent variable of the study is the type of teaching (explicit teaching or implicit learning).
and the dependent variables are acquisition of explicit knowledge about concept and generalization
structure; controlled variables are pre-test scores of the groups. Table 1 presents the research model
figure.

Table 1.

Presenting Research Model Figure
Groups Pre-tests Experimental Post-tests Experimental Post-tests

treatment -| treatment -lI

Gy 011+ 033 X1 012%0,, Xz 013+ 033
G, 031+ 041 Xz Os3 + 043
Gs Os.1 + Og1 Os3+ Og 3
Gy 071+ 0ga 073+ Og3

Symbols presented in Table 1 are as follows,

G, : Experimental Group-1. in which explicit teaching of concept and generalization structure, as well
as the fundamental concepts and principles of behaviourist learning theory, are learned.

G, : Experimental Group-2, in which concept and generalization structure is learned implicitly in the
context of behaviourist learning theory.

Gz : Control Group-1, in which basic concepts and principles of behaviourist learning theory are taught
by another instructor.

G, : Control Group-2, in which basic concepts and principles of behaviourist learning theory are taught
by another instructor.

X; :Experimental treatment in which concept and generalization structure is taught explicitly.

X, : Experimental treatment in which concept and generalization structure is taught implicitly, in the
context of basic concepts and principles of the behaviourist learning theory.

011-031-05,-0,, :Short-answer pre-test on concept and generalization structure
0,1-041-061-0g1 : Multiple-choice pre-test on concept and generalization structure

(oI} :Short-answer post-test on concept and generalization structure administered in
Experimental Group-1
0,, :Multiple-choice post-test on concept and generalization structure administered

in Experimental Group-1
013-033-053-073 :Short-answer post-test on concept and generalization structure.
0,3-043-063-0g3 : Multiple-choice post-test on concept and generalization structure.

Participants

The population of the study consisted of 201 students enrolled in the Mathematics, Biology, and
Physics departments of the non-thesis master’s program in the Secondary Education Teaching
Department at the Cukurova University of during the 2008-2009 academic year. Those who did not take
pre-tests, post-tests, and transfer and retention tests for various reasons, those who did not complete
the tests according to instructions, and those who were not present for the entire treatment process in
the experimental group were not included in the study. The participants of the study were 97 students:
24 students in Experimental Group-1, 29 students in Experimental Group-2, 23 students in the Control
Group-1, and 21 students in the Control Group-2.

In the first experimental group, 25% of the students were male (6) and 75% were female (19); in the
second experimental group 24% of the students were male (7) and 76 % were female (22); in the first
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control group 13% (3) of the students were male and 87% of them were female (20); and in the second
control group, 48% (10) of the students were female and 52 % were male (11). Chi-square analysis
results of the gender variable show that there was no significant difference between the experimental
and control groups in terms of gender ()(2(3): 7.002, p>.05); and the groups do not demonstrate any
difference in terms of gender distribution. The average age of the participants in the experimental (X =
24.1) and control groups (K-1: X = 25.4; K-2: X = 24.5) were close to each other.

Table 2 and Table 3 present the results of one-way variance analysis, which was performed with a
view to identify the presence of significant differences in terms of CGSSAT, CGSMCT pre-test and CRS
pre-test, which were all used as data collection tools in the experimental and control groups.

Table 2.
One-way ANOVA Results Pre-test Total Achievement Scores, Confidence Rating Mean Difference, and
Correct Response Confidence Rating for CGSSAT in Experimental and Control Groups.

Groups E-1 E-2 C-1 C-2 F p Significant

(n:24) (n:29) (n:23) (n:21) differences
X X X X

Total 4.96 6.20 4.35 3.71 2.892 .040 D,>K;-K,

Achievement

Scores

Confidence Rating 4.02 4.13 2.82 9.05 0.852 469

Mean Difference

Correct Response 65.67 63.09 64.35 74.48 4.904 .003 K;>D;-D,-K;

Confidence Rating

Table 2 shows that there is a significant difference between the experimental and control groups in
terms of their CGSSAT pre-test total achievement scores F(3-93) = 2.892, p<.05. LSD test results indicate
that the difference is in favour of the second experimental group. No significant difference was found
between the pre-test confidence rating mean difference scores of the groups F(3-93) = 0.852, p>.05.
CGSSAT pre-test correct response confidence rating mean scores demonstrate significant differences
F(3-93) = 4.904, p<.05 between the experimental and control groups. LSD test results indicate that the
difference is in favour of the second control group.

Table 3.
One-way ANOVA Results Pre-test Total Achievement Scores, Confidence Rating Mean Difference, and
Correct Response Confidence Rating for CGSMCT in Experimental and Control Groups.

Groups E-1(n:24) E-2 (n:29) C-1(n:23) C-2(n:21) F p
X X X X

Total Achievement Scores  15.46 14.86 13.87 12.52 2.122 .103

Confidence Rating Mean 5.13 2.91 3.34 2.94 0.812 491

Difference

Correct Response 80.96 75.75 77.75 76.55 1.393 .250

Confidence Rating

As seen in Table 3, there are no significant differences between the experimental and control groups
in terms of CGSMCT pre-test total achievement scores F(3-93) = 2.122, p>.05, pre-test confidence rating
mean difference scores F(3-93) = 0.812, p>.05, and pre-test correct response confidence rating mean
scores F(3-93) = 1.393, p>.05. These findings suggest that experimental and control groups show
similarity in terms of their explicit knowledge of concept and generalization structure.

24



Mukerrem AKBULUT TAS & Mahinur KARATAS COSKUN — Cukurova University Faculty of Education Journal, 43(1), 2014, 19-38

Data Collection Instruments

Data collection instruments used in the study are CGSSAT, CGSMCT, and the Confidence Rating Scale
(CRS) recommended by Ziori and Dienes (2006, 2008) to be used in identifying students’ confidence
rating in the responses they give. More information on the data collection instruments is as follows:

Concept and Generalization Structure Short-Answer Test (CGSSAT) and Concept and Generalization
Structure Multiple Choice Test (CGSMCT)

Tests on concept and generalization structure are formed with the questions related to the content
components of concept and generalization. One short-answer and one multiple choice test, which
include parallel questions, were developed in relation to concept and generalization structure. A short-
answer test was prepared as fill-in-the-blanks form. The purpose of preparing both short-answer and
multiple choice tests on the same topic is that short-answer tests require more explicit knowledge.
Short-answer questions require respondents to think about the knowledge in their mind and recall it. On
the other hand, multiple choice questions require distinguishing between the given choices, and finding
the correct one (Clariana & Lee, 2001; Kang, McDermott, & Roediger, 2007).

Short-answer tests are recalling tests; and it is not too possible to write the correct answer if one
does not have explicit knowledge on the topic. Multiple choice questions are recognition tests and the
correct answer is chosen among other choices. Respondents may reach the correct answer intuitively, or
by guessing, even they do not have explicit knowledge on the issue. Although both tests require
recalling explicit knowledge, cognitive processes with respect to recalling information and source of
errors are different for these two tests (Clariana, 2003; Clariana & Lee, 2001). Based on this information,
the present study makes use of both short-answer and multiple choice tests as objective tests, with a
view to assessing the participants’ explicit knowledge in a more reliable way.

CGSSAT and CGSMCT include questions regarding the content components of concepts such as
“concept name”, “concept definition”, “critical attributes of the concept”, “variable attributes of the
concept”, “concept hierarchy”, and “concept examples and non-examples”. As for the content

” o«

components of generalization, the questions are related to “generalization name”, “statement of the
generalization in form of proposition”, “concepts in generalization”, “interrelationships among concepts
(causal relationships)”, and “examples and non-examples of generalization”. CGSSAT and CGSMCT,
which were developed benefitting from the theoretical structure, were presented to four experts in the
domain with the Expert Opinion Form (EOF) and investigated in terms of their content validity. The
questions were revised in light of the recommendations and revisions suggested by the experts. The
tests, which were designed as A and B forms and with equivalent questions, were piloted; and then item

and test analyses were conducted on the test scores.

Item and test analyses of the CGSSAT used in the study was performed on the test scores of 119
students. Results show that the mean score of the 38-item test is (X= 17.46), median is 18.00, and
mode is 5. Average difficulty of the test is .46; KR-20 value is .92. The range of values for the
discrimination index was from .30 to .66. Item and test analysis of the CGSMCT were conducted on the
test scores of 125 students. Results show that the mean score of the 33-item test is (X = 18.52), median
is 17.00, and mode is 5. Average difficulty of the test is .56; KR-20 value is .88. The range of values for
the discrimination index was from .25 to .62. For the CGSSAT, the highest score that can be obtained is
38 and the lowest score is 1. For the CGSMCT, the highest score that can be obtained is 33 and the
lowest score is 1.
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Confidence Rating Scale (CRS)

Various assessment techniques are recommended for the assessment of awareness in implicit
learning studies (Cleeremans, Destrebecqz, & Boyer, 1998). Some examples include verbal reports,
forced-choice tests (e.g. recognition tests), or objective and subjective tests (e.g. confidence judgment
scale). This study made use of the Confidence Rating Scale (CRS) with a view to assessing explicit
knowledge. CRS enables respondents to express perceived confidence regarding their performance in a
task, or to specify the confidence they have when they are giving the right response (Sandberg,
Timmermans, Overgaard, & Cleeremans, 2010). In CRS, the participants are asked to rate their
performance directly, and to indicate their confidence within the shortest time limit (e.g.7 seconds).

Dienes, Altmann, Kwan and Goode (1995) proposed two possible criteria with a view to
demonstrating lack of explicit and conscious knowledge or acquisition of unconscious knowledge:
guessing criterion and zero-correlation criterion (in Dienes & Altmann, 1997). Guessing criterion is used
with a view to evaluating whether the participants give the right classification decision rather than a
wrong one, by believing when they have no confidence in their knowledge. When people only intuitively
believe that their response is correct, they answer questions by guessing (Destrebecqz & Peigneux,
2005; Ziori & Dienes, 2006, 2008). Guessing criterion can be obtained by calculating the correct
response percentages only accompanied by a confidence rating of 50%. In other words, the analysed
responses are those having a confidence rating of 50%. The respondents who do not make any guesses
are not included in the analysis (Ziori & Dienes, 2006, 2008). No analysis with guessing criterion could be
conducted in the present study because none of the groups had a large enough number of students who
gave correct responses with 50% confidence rating. Evaluation of explicit knowledge was performed
using only zero-correlation criterion. Zero-correlation criterion refers to low or no correlation between
confidence ratings and correct responses. Zero-correlation criterion is the measurement of the
relationship between confidence rating and correct response (confidence-accuracy relationship). If
participants have attained explicit knowledge, they certainly have high confidence for the right decision
(response) and low confidence for the wrong decision (response). If they are not aware of explicit
knowledge, their high and low confidence scores are distributed randomly according to correct and
wrong responses. Respondents have more confidence when they are giving correct responses than
when they are giving wrong responses.

Confidence rating scale and zero-correlation criterion were used by getting information from Ziori
and Dienes. In their various studies, Ziori and Dienes (2006, 2008) used a confidence rating scale that
ranged from 50% to 100%, with a view to conducting guessing criterion and zero-correlation criterion. In
this scale, 50% indicates that the responses were given totally by guessing, and 100% means that
participants are totally sure about the accuracy of the responses they give. If respondents choose 100 or
values close to 100, it means that they are sure about their response and gave it knowingly. However, if
they choose 50% or values close to it, it means that they give the response by guessing, and they are not
sure about its accuracy. The participants were allowed to choose any value that is between these values.
CRS was used as follows in the present study;

50.....55.......60.....65........ 70.....75.......80.......85.....90.....95.....100

In this scale; 100% refers to “I am totally sure that my response is correct and | am very confident
about its accuracy”. 50 % refers to “I gave the response totally by guessing, and | am not confident
about its accuracy”.

The present study obtained two score types which were developed benefitting from the zero-
correlation criterion, with a view to measuring explicit knowledge. The first one is the confidence rating
difference score, which was obtained by identifying the difference between the mean score for the
confidence rating scale for correct responses and the mean score for the confidence rating scale for
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incorrect responses. Confidence level mean scores obtained both negative and positive values because
the participants chose scores indicating high confidence levels not only for the correct answers but also
for the incorrect answers.

Confidence rating mean difference score = Mean score confidence rating for correct responses —
Meanscore confidence rating for incorrect responses

The second one is the correct response confidence rating score which was obtained by identifying
the perceived confidence rating mean scores for only correct responses. CRS appeared under each
question in the tests. The participants were asked to choose one of the numerical values right after they
respond to the question, and if the value they want to choose is not present in the scale, they were
asked to write down a value on their own.

Data Collection

The following procedures were conducted with a view to finding answers to the research questions:

1. The study was carried out in the “Learning-Instruction Theories and Approaches” course taught in
the mathematics, biology, and physics departments in the master’s program of the Programme in
Secondary Education Subject Areas, Education Faculty at the University of Cukurova, during the
2008-2009 academic year.

2. Before the treatment, all the groups were first administered CGSSAT and then CGSMCT as pre-
tests. The researcher explained the instructions on how to complete the achievement tests as well
as the CRS in a detailed way. The students were asked to respond on CRS within the shortest time
possible.

3. During the treatment phase of the study in relation to explicit teaching and implicit learning, the
researcher made use of booklets for presentations and worksheets for exercises, both of which
were developed by the researcher herself. The worksheets and booklets were copied according to
the number of the participants in the experimental group. The participants used the same booklets
throughout the study. The researcher took back the booklets when the lesson was over and
brought them back in the following lesson.

4. After the administration of the pre-tests, the participants in the first experimental group were
provided with explicit teaching on concept and generalization structure. Neither the second
experimental group nor the control groups were provided any treatments at this phase of the
study. The first experimental group students were given the booklets (written texts) regarding
concept and generalization structure. The students were asked to write their names and surnames
where indicated, and to review the booklets and up to the specified page number. Once the
explicit teaching of the content components of the concept and generalization structure were
completed through presentations and worksheets in the first experimental group, the participants
were administered CGSSAT and CGSMCT as post-tests, with a view to identifying the effect of
explicit teaching on learning. Behaviourist Theory in the Learning-Instruction Theories and
Approaches course was chosen as the lesson content for implicit learning activities. Before the
implicit learning activities, all the groups were given short-answer and multiple choice tests on
behaviourist theory as pre-tests. Then, the first and second experimental groups were provided
with implicit learning activities regarding behaviourist learning theory. The students used the
booklets and worksheets which were prepared for implicit learning activities. While the implicit
learning activities were conducted, the students were not given any explanations or terms that
would highlight these content components. In the same vein, although the booklets presented
information regarding the concepts and principles of behaviourist theory, no information was
provided about the content components of concept and generalization.

5. All the conversations that took place in the experimental group classrooms were tape recorded.
Besides this, all the teaching activities were observed by an instructor who is an expert in the field.
Explicit teaching and implicit learning activities were conducted using lecture and question-answer
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techniques. The students were asked questions and provided feedback and revision with a view to
increasing participation and preventing incorrect knowledge on the topic.

6. In the first experimental group, behaviourist learning theory was taught by their instructor who
planned the learning content on her own. In the second experimental group, the instruction about
the behaviourist learning theory was provided through students’ presentations. The researcher did
not interfere with the instructions and materials in the control groups, which were given only the
pre and post-tests.

7. Once the instruction on behaviourist learning theory was completed in experimental and control
groups, all the groups in the study were administered CGSSAT and CGSMCT as post-tests. Concept
and generalization structure tests, and tests on behaviourist learning theory, were administered in
two different lessons conducted within the same week. The students were given an hour for each
test. Findings of the present study are limited to the data obtained only from CGSSAT and CGSMCT.

Teaching Materials
Teaching materials prepared for explicit teaching

Explicit teaching of concept and generalization structure was provided through the booklets,
worksheets and presentation files. The booklet included concept schemas and maps. Firstly, content
components of concept and generalization structure were analysed using various sources in order to
prepare the teaching materials (Coskun, 1999; Doganay, 2003; Ehrenberg, 1991; Erickson, 1995;
Gagne,Wager, Golas, & Keller, 2005; Klausmeier, 1992; Merrill, 1983; Martorella, 1986, 1998; Marzano
et al., 1988; Michaelis & Garcia, 1996; Ozlem, 1996, 2003, 2004; Tennyson & Cocchiarella, 1986; Stroker,
2005; Sunal & Sunal, 2003; Simsek, 2006). Content components for which concept analyses were
conducted include concept name, concept definition, critical attributes, variable attributes of the
concept, concept hierarchy (superordinate-subordinate-coordinatie concepts), and examples and non-
examples of the concept. Content componets for which generalization analysis was conducted include
generalization name, statement of generalization as proposition, concepts in proposition, and
interrelationships among the concepts (causal relationships), and examples and non-examples of the
generalization. The content components were exemplified using “Lake and mammal” concepts at the
presentation stage and “citizen and equilateral triangle” concepts at the practice stage.

To exemplify the content components of generalization, “expansion law: all materials expand when
they get warm enough” and “the number of babies that mammals give birth to affects the number and
status of milk glands” generalizations were used at the presentation stage; “individuals have rights and
responsibilities as citizens of the country they live in” and “ people who live in places with limited sources
of income migrate to places with higher sources of income” generalizations were used at the practice
stage. Concepts and generalizations used at the presentation and practice stages were analysed in terms
of their content components. The analyses were revised by the help of experts in the domain. Concept
and generalization analyses were revised in light of the feedback and recommendations given by the
experts.

Teaching materials prepared for implicit learning

Booklets, worksheets and presentation files were prepared for carrying out implicit learning
activities. Teaching materials were prepared in light of the various sources on concepts and principles of
behaviourist learning theory (Domjan, 2004; Driscoll, 2005; Frieman, 2002; Gould & Gould, 2005;
Ormrod, 2008; Senemoglu, 2007). The terms taught in the scope of behaviourist learning theory include
conditioning, classical conditioning, operant conditioning, reinforcement, positive reinforcement,
negative reinforcement, and punishment. The principles taught on the same topic are contiguity,
stimulus generalization, discrimination, extinction and spontaneous recovery. The concepts and
principles indicated in the booklets which were prepared for implicit learning activities were given
without highlighting the content components of concept and generalization structure. For instance, no
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explanations were provided about “critical attributes of the concept”, “fundamental features”, “variable
attributes”, or “changing features”. The same order of the content components of concept and
generalization was followed with a view to enabling the participants to be exposed to the recurrent
pattern which is present in the booklet. In this way, the researcher aimed to help learners guess the
concept and generalization structures by exposing them to orders and patterns that were recurrent in
the teaching material (Frick & Lee, 1995; Gasparini, 2004; Reber, 1993).

Data Analysis

The data were analysed using SPSS 11.5 package programming. Three different measurements were
obtained in the testing phase of the study. The first one is the total achievement scores the students got
from each test; the second one is the confidence rating mean difference scores; and the third one is the
mean score of correct response confidence rating for each question. Mean difference scores for
confidence rating were calculated by subtracting the students’ incorrect response confidence rating
means from correct response confidence rating means. Because the participants indicated high
confidence rating scores not only for correct responses but also for incorrect ones, confidence rating
mean score differences took both negative and positive values.

Whether there is a significant difference between the pre-test total scores, confidence rating mean
differences, and correct response confidence rating mean scores were tested using one way variance
analysis. Descriptive analyses of the data were performed via means, standard deviations and adjusted
means. Normality premise was analysed through Kolmogorov—Smirnov test and histogram graph, which
indicated normal distribution. Covariance analysis (ANCOVA) was used with a view to identifying any
significant differences between the experimental and control groups in terms of their post-test total
achievement scores, confidence rating mean difference scores, and correct response confidence rating
mean scores. The analyses were conducted after confirming that intra-group regression coefficient-the
fundamental premise for covariance analysis meets the premise of equivalence (equivalence of
regression coefficients) (Buytkoztiirk, 1998, 2001). Bonferroni test was used when the common effect
was found to be significant in the covariance analysis results. Significance level was taken as .05 in the
analyses.

Results

This section presents the findings resulting from the statistical analyses conducted for the sub-
objectives of the study

Results regarding the First Sub-objective of the Study

Table 4 presents findings regarding the experimental and control groups’ means, standard
deviations, adjusted means, covariance analysis, and Bonferroni test results for CGSSAT pre and post-
test total achievement scores.

As seen in Table 4, mean scores for pre-test total achievement are (X= 4.96) in the first
experimental group, (X = 6.20) in the second experimental group, ( X = 4.35) in the first control group,
and (X = 3.71) in the second control group. Mean scores for the post-test total achievement are (X =
30.25) in the first experimental group, (X = 16.76) in the second experimental group, (X = 11.74) in the
first control group, and (X = 9.86) in the second control group. Covariance analysis performed with a
view to identifying whether this difference between the groups is significant shows that when the
CGSSAT pre-test total achievement scores were controlled, the main effect of the grouping was found to
be significant in terms of post-test adjusted mean scores F(3-92)= 65.435, p<.001. Bonferroni multiple
comparison test results performed with a view to identifying in which groups the difference occurred
show that there are significant differences between the first experimental group (X 4= 30.21) and the
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second experimental group (X ¢= 15.53); and between the first control group (X 4= 12.28) and the
second control group (X 4= 11.01), and between the second experimental group and the second control
group. Bonferroni results indicate that the significant difference is in favour of the experimental groups.

Table 4.
Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSSAT Pre- and Post-test Total Achievement Scores in Experimental and Control Groups

Groups Tests Total Achievement Scores F p Bonferroni
X SS Adjusted results
means
E-1 (n:24) Pre-test 4.96 2.87 - 65.435 .000 D;>D,, Ky, K;
Post-test 30.25 5.58 30.21 D,>K,

E-2 (n:29) Pre-test 6.20 4.43 -
Post-test 16.76 6.65 15.53

C-1(n:23) Pre-test 4.35 2.33 -
Post-test 11.74 6.22 12.28

C-2 (n:21) Pre-test 3.71 1.79 -
Post-test 9.86 5.49 11.01

Results regarding the Second Sub-objective of the Study

Table 5 presents findings regarding the experimental and control groups’ means, standard
deviations, adjusted means, covariance analysis, and Bonferroni test results for CGSSAT pre- and post-
test confidence rating mean difference scores.

Table 5.
Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSSAT Pre and Post-test Confidence Rating Mean Diffrence Scores in Experimental and Control Groups

Groups Tests Total Difference Scores F p
X SS Adjusted Means
E-1 (n:24) Pre- test 4.02 14.64 - 1.370 .257
Post test 8.79 18.54 8.76
E-2 (n:29) Pre- test 4.13 12.39 -
Post test 4.28 4.98 4.26
C-1 (n:23) Pre- test 2.82 13.44 -
Post test 4.24 4.61 4.19
C-2 (n:21) Pre- test 9.05 15.64 -
Post test 3.31 3.92 3.43

Table 5 shows that CGSSAT pre-test confidence rating mean difference scores are ( < = 4.02) in the
first experimental group, (X =4.13) in the second experimental group, (X = 2.82) in the first control
group, and (X = 9.05) in the second control group. Post-test confidence rating mean difference scores
are (X = 8.79) in the first experimental group, (X = 4.28) in the second experimental group, ( X = 4.24)
in the first control group, and (X = 3.31) in the second control group. As seen in Table 5, high standard
deviation scores result from the fact that confidence difference scores also took negative (-) values.
Covariance analysis results conducted with a view to finding out whether the differences are significant
show that when the CGSSAT pre-test confidence rating mean scores were controlled, the main effect of
the grouping was not statistically significant in terms of post-test adjusted mean scores F(3-92)= 1.370,
p>.05.
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Table 6 presents means, standard deviations, adjusted means, covariance analysis and Bonferroni
test results for CGSSAT pre and post-test correct response confidence rating mean scores.

Table 6.
Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSSAT Pre and Post-test Correct Response Confidence Rating Mean Scores in Experimental and Control
Groups

Groups Tests Total Score F p Bonferroni
X SS Adjusted results
means
E-1 (n:24) Pre-test  65.68 12.86 - 41.790 .000 D;>D, Ky,
Post- test 90.20 6.87 90.57 K,

E-2 (n:29) Pre-test  63.10 10.18 -
Post- test 67.47 11.15 68.99

C-1(n:23) Pre-test 64.36 11.00 -
Post- test 68.81 9.64 69.76

C-2 (n:21) Pre-test  74.48 9.96 -
Post- test 68.82 11.04 65.25

As Table 6 presents, CGSSAT pre-test correct response confidence rating mean scores are ( X = 65.68)
in the first experimental group, (X = 63.10) in the second experimental group, (X = 64.36) in the first
control group, and ( X = 74.48) in the second control group. Mean scores for post-test correct response
confidence rating are (X = 90.20) in the first experimental group,( X = 67.47) in the second experimental
group, (X =68.81) in the first control group, and (X = 68.82) in the second control group. Results of the
covariance analysis performed with a view to identifying whether the difference is significant
demonstrate that when CGSSAT pre-test correct response confidence rating mean scores were
controlled, the main effect of the grouping was found to be significant in terms of the post-test adjusted
mean scores F(3-92) = 41.790, p<.001. The Bonferroni test conducted with a view to identifying in which
groups the differences occurred shows that there are significant differences between the first
experimental group (X ¢=90.57) and second experimental group(X 4= 68.99); and between the first
control group (X 4= 69.76) and the second control group (X 4= 65.25). No significant difference was
detected between the second experimental group and the control groups. According to the Bonferroni
test results, the difference is in favour of the first experimental group.

Results regarding the Third Sub-Objective of the Study

Table 7 presents means, standard deviations, adjusted means, covariance analysis, and Bonferroni
test results in relation to pre- and post-test total achievement mean scores for CGSMCT.

Table 7 demonstrates that mean scores for the CGSMCT pre-test are (X = 15.46) in the first
experimental group, (X = 14.86) in the second experimental group, (X = 13.87) in the first control group,
and (X = 12.52) in the second control group. Mean scores for post-test total achievement are (X =
26.46) in the first experimental group, (X =15.66) in the second experimental group, (X = 15.95) in the
first control group, and (X = 14.38) in the second control group. Covariance analysis performed with a
view to identifying whether the difference between the groups is significant shows that when the
CGSMCT pre-test total achievement scores are controlled, the main effect of the grouping is significant
in terms of the post-test adjusted mean scores F(3-92) = 30.135, p<.001. The Bonferroni test results
conducted with a view to identifying the groups in which the differences occur show that there are
significant differences between the first experimental group (X 4= 25.44) and the second experimental
group (X 4= 15.15), and between the first control group (X 4= 16.30) and the second control group (X
4= 15.87). The Bonferroni results show that the difference is in favour of the first experimental group.

31



Mikerrem AKBULUT TAS & Mahinur KARATAS COSKUN — Cukurova University Faculty of Education Journal, 43(1), 2014, 19-38

Table 7.
Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSMCT Pre and Post-test Total Achievement Scores in Experimental and Control Groups

Groups Tests Total Achievement Score F p Bonferroni
X ss Adjuste results
d
means
E-1 (n:24) Pre-test  15.46 4.20 - 30.135 .000 D;>D,- K; K,

Post- test 26.46 5.40 25.44
E-2 (n:29) Pre-test 14.86 4.30 -
Post-test 15.66 5.80 15.15
C-1 (n:23) Pre-test  13.87 4.25 -
Post-test 15.95 5.30 16.30
C-2 (n:21) Pre-test  12.52 3.96 -
Post-test 14.38 5.80 15.87

Results regarding the Fourth Sub-objective of the Study

Table 8 presents means, standard deviations, adjusted means, covariance analysis and Bonferroni
test results in relation to pre- and post-test confidence rating mean difference scores for CGSMCT.

Table 8.
Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSMCT Pre- and Post-test Confidence Rating Mean Diffrence Scores in Experimental and Control Groups

Groups Tests Total Difference Scores F p
X SS Adjusted means
E-1 (n:24) Pre-test  5.13 5.90 - 0.804 .495
Post- test  3.07 3.95 2.71
E-2 (n:29) Pre-test 291 6.39 -
Post- test 4.56 6.79 471
C-1(n:23) Pre-test 3.34 5.42 -
Post-test 3.31 3.43 3.37
C-2(n:21) Pre-test 294 4.94 -
Post-test 4.05 4.97 4.19

Table 8 shows that the mean difference scores of CGSMCT pre-test confidence rating are (X =5.13)
in the first experimental group, (X = 2.91) in the second experimental group, (X = 3.34) in the first
control group, and (X = 2.94) in the second control group. Mean scores of the post-test confidence
rating mean difference scores are (X = 3.07) in the first experimental group, (X = 4.56) in the second
experimental group, (X =3.31) in the first control group, and (X =4.05) in the second control group.
Covariance analysis which aimed to find out whether this difference is significant shows that when the
CGSMCT pre-test confidence rating is controlled, the main effect of the grouping is not significant in
terms of the post-test adjusted mean scores (F(3-92)= 0.804, p>.05).

Table 9 presents means, standard deviations, adjusted means, covariance analysis and Bonferroni
test results in relation to pre- and post-test confidence rating mean scores for CGSMCT.
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Table 9.

Means, Standard Deviations, Adjusted Means, Covariance Analysis, and Bonferroni Test Results for
CGSMCT Pre- and Post-test Correct Response Confidence Rating Mean Scores in Experimental and
Control Groups.

Groups Tests Total Score F p Bonferroni
X SS Adjuste results
d
means
E-1(n:24) Pre-test  80.96 6.85 - 16.629  .000 D;>D,. K. K,

Post-test 92.24 5.94 90.49
E-2 (n:29) Pre-test  75.75 9.86 -
Post-test 73.52 11.94 74.55
C-1(n:23) Pre-test  77.75 9.29 -
Post-test 76.32 10.47 76.29
C-2 (n:21) Pre-test  76.55 12.33 -
Post- test 77.32 10.46 77.93

As seen in Table 9, mean scores of the pre-test correct response confidence rating for CGSMCT are (
X = 80.96) in the first experimental group, (X =75.75) in the second experimental group, (X = 77.75) in
the first control group, (X = 76.55) in the second control group. Mean scores of the post-test correct
response confidence rating are (>< = 92.24) in the first experimental group, (X = 73.52) in the second
experimental group, (X = 76.32) in the first control group, and ( X = 77.32) in the second control group.
Covariance analysis results conducted with a view to finding out whether the difference is significant
show that when the CGSMCT pre-test correct response confidence level mean scores were controlled,
the main effect of the grouping was significant in terms of the post-test total adjusted means F(3-92) =
16.629, p<.001. The Bonferroni test which aims to find out in which groups the differences occurred
shows that there are significant differences between the first experimental group (X 4=90.49) and the
second experimental group (X 4= 74.55), and between the first control group (X 4= 76.29) and the
second control group (X 4= 77.93). Bonferroni test results show that the significant difference is in
favour of the first experimental group.

Discussion, Conclusion and Recommendations

Findings obtained from the CGSSAT and CGSMCT achievement tests and the CRS are discussed
below. According to the findings obtained from the CGSSAT post-test total achievement scores, there
are significant differences between the first and second experimental groups in favour of the first
experimental group; and between the second experimental and second control groups in favour of the
second experimental group. As for the CGSSAT post-test confidence rating mean difference scores, no
statistically significant differences were found between the experimental and control groups. However,
when the pre-test correct response confidence rating mean scores of the groups are controlled, post-
test correct response confidence rating mean scores indicate significant differences in favour of the first
experimental group, in comparison to the second experimental and control groups.

According to the findings obtained from the experimental and control group students’ CGSMCT post-
test total achievement scores, there is a significant difference between the first experimental and
second experimental group and the control groups in favour of the first experimental group. No
significant differences were detected between the second experimental group and the control groups.
In addition, no significant differences were detected between the experimental and control groups in
terms of CGSMCT post-test confidence rating mean difference scores. However, CGSMCT post-test
correct response confidence rating mean scores indicate significant differences in favour of the first
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experimental group, in comparison to the second experimental and control groups. No significant
differences were found between the second experimental group and control groups.

To summarize the findings of the study, explicit teaching conducted in the first experimental group
seems to be successful and effective in the acquisition of explicit knowledge, increasing the perceived
confidence rating about the accuracy of the responses, namely awareness of what has been learned,
and providing successful learning. The findings of the present study correspond to the findings in related
literature relating to the effects of explicit teaching (McCleery, 2000; McCleery & Tindal, 1999; Nokes &
Ohlsson, 2001; Ozcan-Bayram, 2009; Robinson, 1997; Saetrevik et al, 2006; Zohar & David, 2008).
McCleery and Tindal (1999), point out that when compared to the constructive approach, concept
anchoring for explicit teaching was found to be more effective in teaching the scientific method to
students in risk groups and with learning difficulties. In a similar vein, Klahr and Nigam (2004) found that
students in an explicit teaching group demonstrated more effective learning and made richer scientific
judgements. Studies carried out by Dean and Kuhn (2007), and Zohar and David (2008) also found
explicit teaching more effective than exploratory learning.

Concept and generalization structure can be considered a relatively more abstract, complex, and
difficult subject in nature. According to the post-test results in relation to concept and generalization
structure, explicit teaching seems to be effective in the acquisition of explicit knowledge. It also seems
that students have noticed the content components that form concept and generalization structure by
the help of explicit teaching, which indicates the effectiveness of the type of teaching provided.
However, it is important to note that in order for any information to be usable in a specific content,
students should be exposed to many correct examples and to frequently have applied the practices. For
instance, although individuals are taught about critical thinking, problem solving, decision making and
the stages of these skills, they cannot think critically, solve problems, or make correct decisions. In order
for individuals to be able to do all these, they should be exposed to and interact with many correct
examples. Based on this notion, more specific studies are recommended with a view to identifying
which types of examples and how much practice is needed for which specific types of teaching content.
On the other hand, implicit learning seems to have very little effect on the acquisition of concept and
generalization structure. The finding indicates that although the awareness of the students in the
implicit learning group regarding the accuracy of their knowledge on concept and generalization
structure was low, there was a slight increase in their performance, which indicates that the
experimental treatment conducted for implicit learning was partially effective.

Along with these findings, Ziori and Dienes (2008) point out that the existence of implicit learning
cannot be ignored in the same experimental condition where there is explicit learning, similarly the
existence of explicit learning cannot be ignored in an experimental condition where there is implicit
learning. To Polanyi (1969, p.144), there is no totally explicit knowledge; all written and spoken words
are meaningless when they lack implicit interactions. Thus, all knowledge is mainly implicit, and explicit
knowledge is based on knowledge that is comprehended and implemented implicitly (in Neuweg, 2004).
Therefore, a learning activity may contain the attainment of both implicit and explicit knowledge.
Explicit knowledge may turn into implicit knowledge; and implicit knowledge may become explicit
knowledge in time (Tee, 2005). Teaching scientific knowledge can start with explicit knowledge.
Attainment of correct explicit knowledge facilitates attainment of correct implicit knowledge, which is
obtained mostly through examples and practice. However, students may not always encounter correct
examples. In this case, it is the correct explicit knowledge that guides students and makes them monitor
their knowledge deliberatively.

In conclusion, this study has investigated the role of direct teaching and implicit learning of concept
and generalization structure in the acquisition of explicit knowledge. The effect of these two approaches
can be investigated in different course contents containing complex patterns. The present study was
conducted in real classroom environments, using written texts and worksheets. Future studies many
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investigate the effects of written texts and computer- based simulation programs used in technology-
supported classroom environments on explicit and implicit learning.
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Introduction

In a study on the linguistics features of spontaneous speech, we believe it is appropriate first to
discuss prominent features of speaking and writing and the processing of spoken and written materials
by the hearers (learners). It is common sense knowledge that there are major differences between the
two language modalities.

To begin with, when Brown and Yule (1983) explain some fundamental differences between
speaking and writing, they remind us of the transitory character of speech and the permanent design in
written discourse. Bailey (2006) also mentions the temporary character in speaking and the permanent
in writing. On the part of the learner, spoken and written materials are also different in terms of their
effect on retention; the research on the retention of auditory versus visual stimuli suggests that the two
stimuli are retained in different memory stores and employ different memory mechanisms (Pu, 2006).
Nunan (1998), however, objects to the distinction between speaking and writing. After discussing
Halliday’s view that writing has evolved in societies as a result of cultural change Nunan (1998) argues
that rather than being separate manifestations of language speaking and writing exists as a continuum.
Any given spoken or written text will exist on this continuum and while some spoken texts will be more
like written texts than others, some written texts will be more like spoken texts than others.

Nevertheless, the differences between spoken and written language modes has attracted a lot
of interest from researchers whose field of interests are either in linguistics or applied linguistics. We
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would like to mention two studies with an applied linguistics perspective: In the first study, Pu (2006)
compared oral and written narratives in Chinese and English, and demonstrated that a discourse of
same genre, same context, and same goal orientation exhibited significant patterns of differences at
various levels of structure between the modalities across languages. The results of the study indicated
that the differences arose mainly from distinct mental processes and mechanisms between speaking
and writing in general, and also from varying degrees of inherent dependency of both on interpersonal
involvement in story-telling, while the similarities were attributed to the storytelling genre and narrative
nature of the particular discourse. In another study, Bardovi-Harlig (1992) analyzed oral and written
narratives produced by sixteen L2 learners of English with different first languages and 24 native
speakers of English. She found that L2 learners of English diverged from L1 speakers in that they made
use of past tense forms to mark foreground and non-past forms to mark background.

Beside the studies covering the written narratives in the field, the interest in the use of
vocabulary of language learners in their written productions has also gained momentum during the last
twenty years. Laufer and Nation (1995) emphasize that the effective use of vocabulary in the written
production provides a well-written composition. In addition, a well-used rich vocabulary has a positive
effect on the readers. Moreover, the interest focusing on the measures of the lexical richness has tried
to quantify the degree to which a writer is using a varied and large vocabulary.

Their study was aimed at examining the relationship between direct measures of learners’
vocabulary size and richness of vocabulary in their language production. They also researched whether
Lexical Frequency Profile (LFP) bore a relationship to vocabulary size and was an indicator of quality of
vocabulary use. The results of the study indicated that LFP was a valid and reliable measure of lexical
use in writing. The purpose of this study was to research whether the oral productions of Mr. Obama
display the differences in terms of vocabulary variation and to what extent the oral productions of Mr.
Obama exhibit items from core vocabulary.

When we have look at studies with a linguistics perspective, again we could several researches. For
example, Branigan, Lickley and McKelvie (2013) investigated how non-linguistic factors influence rates of
disfluency in spontaneous speech in a set of task-oriented dialogues. The issue of disfluency was also
been investigated by Bortfeld et al (2001): they examined disfluency rates in a corpus of task-oriented
conversations with variables that might affect fluency rates. These factors included:

e speakers’ ages (young, middle-aged, and older),

e task roles (director vs. matcher in a referential communication task),

o difficulty of topic domain (abstract geometric figures vs. photographs of children),

e relationships between speakers (married vs. strangers), and

e gender (man vs. woman)

Rather than dealing with differences between spoken and written language modalities, in this study
we focused on the linguistics differences president Obama displayed in his three G20 summit press
conferences. Unlike most other studies, where differences might be the results of different language
modalities or different language users, we examined the linguistics features of one person’s
spontaneous speech at three different times. Finally, in contrast to other studies which aimed at finding
out underlying reasons of disfluency, we wondered how we could make use of authentic materials in
teaching English.
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Research Questions

The study reported in this paper intends to investigate the structure of the President Obama’s
spontaneous speech. Therefore, we have sought answers to the following research questions:
¢ To what extent do the oral productions of Mr. Obama display differences in terms of vocabulary
variation?
¢ To what extent do the oral productions of Mr. Obama exhibit items from core vocabulary?

Method
Data Collection
Materials

President Obama delivered news conferences at ExCel Center in London at the conclusion of the G20
summit on April 2, 2009; at Intercontinental Hotel in Toronto on June 27, 2010 and at Claude Debussy
Theater in Cannes on November 04, 2011. The President’s speeches were divided into two separate
parts: (1) the first part during which he spoke about his plans to deepen international connections and
the second during which he answered the questions of journalists from different nationalities—
question/answer session —considered as spontaneous speech text and labeled a TC, LC and CC. Since the
study aims to find out the characteristics of spontaneous speech, the first parts of the press conferences
during which the president read his notes and thus labeled as read speech were excluded from the
analyses.

Data Analysis

The G20 News Conference speeches of the US President were analyzed in a two step procedure.
First, we divided the conferences into two sections; the first section was labeled as read speech and the
second section as spontaneous. The second sections of press conferences held in London, Toronto, and
Cannes in consecutive years were analyzed using the software Concordance 3.3. As the title of the
software suggests, Concordance 3.3 is capable of making indexes and word lists, counting word
frequencies, comparing different usage of a word, analyzing key words, and finding phrases and
idiomsEl.

Lexical Diversity

As Dewaele and Pavlenko (2002) suggest lexical diversity is measured through a type-token ratio
(TTR), which compares the number of different words (types) with the number of total words (tokens)
and TTR is mostly considered to be the main parameter of lexical diversity. In this study, we calculated
lexical richness through TTR and also analyzed lexical variety in the target language by comparing the
token and types with that of Concordance base word lists.

Results and Discussion
Research Question 1:
To what extent do the oral productions of Mr. Obama display differences in terms of vocabulary

variation?

In the first step of the analysis, we summarized the counts for LC, TC, and CC corpora in Table 1.
Using Concordance 3.3, we found 4370 tokens and 1082 types in LC, 3326 tokens and 858 types in TC,
and 2058 tokens and 613 types in CC in Mr. Obama’s oral productions.
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Table 1.

Lexical Diversity in London Conference (LC), Toronto Conference (TC) and Cannes Conference (CC).
LC TC cC

Tokens 4370 3326 2058

Types 1082 858 613

Type/Token Ratio* 24.76 25.80 29.79

*Type-Token Ratio = (number of types/number of tokens) * 100

The software also provided us the type/token ratios in LC, TC, and CC. As can be inferred from Table
1, the richest lexical variation in Mr. Obama’ speeches was found to be in CC (x=29.79), the second
highest lexical variation in TC (x=25.80), and the least lexical diversity in LC (x=24.76). Thus it becomes
clear while in terms of number of tokens the president’s speeches employs less vocabulary chronically,
in terms of lexical richness a quite different picture emerges in that although the later speeches have
less token they display more lexical variety within themselves.

Research Question 2:

To what extent do the oral productions of Mr. Obama exhibit items from core vocabulary?

In the second step of analysis, we analyzed Mr. Obama’s speeches in LC, TC, and CC in terms of core
vocabulary productions. In Table 2, over 85% of the tokens (n=3782) in LC has been found to be in
concordance basewordl. When we look at the types (n=654), we see that 60% of the vocabulary can be
found in concordance baseword1, and nearly 54% of the types belong to same word family. Considering
type ratio in concordance basewordl, we could say that Mr. Obama’s speech, if used in language
classes, LC may be easily understood by most language learners as it consists of basic vocabulary in
English.

Table 2.
Type-token Variety in LC.
Token Type Family
n % n % n %

Concordance 3782 86.54 654 60.67 449 53.71
Basewordl
Concordance 274 6.27 188 17.44 161 19.26
Baseword?2
Concordance 77 1.76 59 5.47 49 5.86
Baseword3
Not in the List 237 5.42 177 16.42 177 21.17
Total 4370 100 1078 100 836 100

Of the tokens (n=274) in Obama’ speech in concordance baseword2, we see that the types (n=188)
form 17.44% of the total lexical variation. The words in concordance baseword3 (n=77) and the ones not
in the list (n=237) composes almost 7% of the total tokens, and the types in this group (n=59) with the
ones not in the list (n=177) forms nearly 22% of the whole lexical variation in LC.

The results of the analyses of Obama’s core vocabulary uses in TC are presented in Table 3. When we
look at Table 3, we can see that, similar to LC, more than 86% of the total tokens (n=2881) are in
concordance basewordl. However, when we compare the types in TC with the ones in LC, it can be seen
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that a higher percentage (x= 63.87%) of the tokens have been found to be in concordance baseword1l.
On the other hand, the types found in concordance baseword2 (x=13.17%) and concordance baseword3
(x=3.50%) are lower than LC. In other words, we could say that Mr. Obama’s speech can be considered
to be easier to understand for language learners when compared with LC.

Table 3.
Type-token Variety in TC.
Token Type Family
n % n % n %

Concordance 2881 86.62 548 63.87 397 57.04
Basewordl
Concordance 166 4.99 113 13.17 102 14,.66
Baseword?2
Concordance 38 1.14 30 3.50 30 4.31
Baseword3
Not in the List 241 7.25 167 19.46 167 23.99
Total 3326 100 858 100 696 100

In TC, token types that are not in the list (n=167) has a higher percentage (x=20%) than LC. Type-
token variety in CC is presented in Table 4 below. Out of the whole tokens (n=2058), 88.73% in CC is in
concordance basewordl, and the types found in concordance basewordl show the highest percentage
(x=70.96%) among these three conferences.

Table 4.
Type-token Variety in CC.
Token Type Family
n % n % n %

Concordance 1826 88.73 435 70.96 319 65.50
Basewordl
Concordance 104 5.05 1887 12.56 71 14.58
Baseword?2
Concordance 31 1.51 25 4.08 21 431
Baseword3
Not in the List 97 4.71 76 12.20 76 15.61
Total 2058 100 613 100 487 100

The types in concordance baseword 2 and 3 (n=1912) consist of almost 17% of the whole lexical
variation CC, and the words not in the list (n=76) involves 12.20 percent. When we compare the types in
these three conferences, CC can be considered to be most understandable speech among English
learners due to having the highest percentage of types being in concordance baseword1.

When we evaluate G-20 summit speeches of the presidents in the light of Krashen’s Input
Hypothesis, we could argue that the president’s speeches prove to be highly beneficial authentic
material for language learners around the world. In all the three speeches the percentage of vocabulary
found the in the Concordance basewordl is higher than 86%, which indicates that those speeches could
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be understood by having an intermediate or higher proficiency level in English. Thus it is clear that the
president’s G-20 summit press speeches provide language teachers around the world a precious
resource through which authentic, comprehensible input is available.

Mr. Obama’s G-20 summit press speeches not only provide comprehensible input but also an
assessment and evaluation material which has content validity. As teachers of English we might make
use of those speeches in assessing our students’ listening skills. When we examine the material to see
what kind of validity they exhibit, we could argue that they have content validity. Content validity in
generally described as the degree to which the content of the test matches a content domain associated
with the construct. It is clear that Mr. Obama’s speeches mentioned in this study prove to be
appropriate material for testing listening due to the vocabulary variation.

Conclusion

The study aimed at finding out whether the oral productions of Mr. Obama display the differences in
terms of vocabulary variation and to what extent the oral productions of Mr. Obama exhibit items from
core vocabulary. The first finding was that although the number of tokens in his speeches, decreased
chronically, in terms of qualitative analysis all speeches show similar characteristics. On the other hand,
when we consider these conferences in the sense of lexical variation, among Mr. Obama’ speeches the
Cannes Conference was found to have the richest, and London Conference to have the least lexical
diversity.

Another finding was that although these three conferences differed in terms of lexical variation, the
tokens and types of vocabulary in Mr. Obama’s speeches can be considered to be mostly in concordance
basewordl. That is, his speeches may be easily understood by many people. Moreover, these speeches
can be used as authentic material for English language learners, especially for second and/or foreign
language learners.

In conclusion, Mr. Obama’s G-20 summit press speeches are of pedagogical significance for language
teachers for two main reasons: For one thing, they can be embedded in our language teaching activities,
for another they can be used in evaluating language students’ proficiency levels.
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Knowledge mounts up, varies and is conveyed through different channels in each
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passing day. Media includes all the circles that contain and convey the knowledge

Article history: itself. It is crucial for the young that are sensitive and affected easily to learn about the
Received 07 June 2013 structure and running of the mass media, to evaluate the fictionalized media content
Revised 26 January 2013 consciously and watch critically, in other words, to be media literates. It has been seen
Accepted 03 February 2014 that there is a lack of resources since the preparation of the project of applying the

Media and Television Literacy lessons in lesson programs by Radio and Television

Keywords: Upper Board (2007) and it has been thought that media and TV literacy is studied
Media through various variables. Relational screening model is applied in this study and put
' into practice with 402 12" grade high school students that are chosen according to the
intentional sampling method, among different school levels from state and private
schools. “Media and Television Literacy Level Scale”, developed by Korkmaz and Yesil
(2011), has been used in the research. Descriptive and Pearson’s Product-Moment
Correlation Coefficient have been used in the data analysis. At the end of the study;
the findings have been as follows; media and TV literacy levels of the students are
high, and their addiction level is low, media and TV literacy points of the students do
not differ meaningfully according to their gender, school types, parent education
levels, general family structure and activities they like to take part in but media and TV
literacy level differs according to some individual characteristics, and that there is no
meaningful relationship between media and TV literacy points and academic success
points of the students.

Literacy,
Media and television literacy.

Introduction

In addition that the media covers all the notions that include and distribute information, all kinds of
printed, digital and electronic means of communication such as book, newspaper, journal, TV, radio can
be a media (Andersen, 2002; cite in Karaman & Karatas, 2009). Computer, internet, mobile phones,
game consoles, handheld data banks (IPod), which are a part of daily life, or in other words all digital
technologies are classified under the topic of new media. Addition to the opportunities that the media
contributes, the growing diversity of the media and the power of it on the people of every age, the term
media literacy has been arisen (Kurt & Kiirlim, 2010, pp. 20-34).

When the evolution of the media literacy in Turkey, it was first mentioned in the Communication
Council in 2003; and, in the year of 2004, it was put on the ground by the offer of Radio Television Upper
Commission (RTUC)to the Media and Violence Action Group working on the Action Plan. In the light of
these studies, the Media Literacy course, which has been embodied in the education year of 2006-2007
with the cooperation of RTUC and the Ministry of National Education, has been put in the curriculum of
the second part of the primary schools as an optional course.
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The purpose of the course, put in action in the name of Media Literacy, was to help the children who
are the most open and fragile to the media learn the structure and procedure of the mass
communication; evaluate the media ingredients consciously; and watch them critically. These studies
are important in terms of constitution of the conscious media culture. Nevertheless, it cannot be
assumed enough to attain the results. When it is noticed that the children are exposed to media in very
early ages, these skills should be acquired in early ages.

In the light of the explanations above, it can be said to be important that the young who constitutes
the most open and fragile group to the media should learn the structure and procedure of the mass
media, evaluate the media ingredients consciously; and watch them critically.

The main purpose of this study is to analyze the levels of media and television literacy of the high school
students in terms of different variables.
In the direction of this purpose, answer s to those questions were sought:

1- What is the distribution of the students’ media literacy course scores?

2- Are the student’s course scores differentiate according to sex, type of school, graduate levels of

parents, the dynamics of the family, leisure time activities and personal qualifications?

3- Is there a meaningful correlation between the students’ literacy course scores and academic

scores?

Method

In this research, relational scanning, which is among the scanning models, is used. Scanning model is
a research model seeking to define a situation occurring now or in the past (Merter, 2009, p.84). The
research was conducted in the districts of Toroslar, Yenisehir, Akdeniz, Erdemli and Tarsus, where the
schooling is dense, during the 2011-2012 educational year. It was conducted with the 12th grade
students in different public and private schools. 102 private, 98 public, 99 Anatolian and 103 vocational
high school students has participated the research. The total was 200 girls and 202 boys, 402 totally.

Two data collection tools were used in the research. These were “personal Information tool” which
was developed by the researchers and “the scale for Media and Television Literacy” developed by
Korkmaz and Yesil (2011). In the data analysis, in addition to descriptive statistics, Pearson product
moment correlation was used. By taking the value of 0.05 level of significance, the results were analyzed
in the direction of the purposes and then presented as tables and they were interpreted.

Results

At the end of the research, it was found that the level of media literacy of the students was high but
the level of dependency of the students was low. It found that the scores of the students on the media
and TV literacy has no meaningful difference in terms of gender, school type, the graduation level of
their parents, the structure of their families and leisure time activities; but it was found that the scores
of media and TV literacy differentiated. There was no meaningful difference between the students’
scores of media and TV literacy and their academic success.

Implementation

Media Literacy Course was put in the curriculum —as an optional course- of second grade of the
primary education during the educational year of 2007-2008 (RTUK, 2008). However, most of the
researchers have a consensus that that course should be implemented at earlier ages (Algan, 2006).
Moreover, Desmond (1997) emphasizes that this education should begin at home. In the developed
countries Media Literacy Course is either a compulsory course or embedded in different curriculums
(RTUK, 2008). By this terms, this Media Literacy Courses should be spread among the first phase of the
primary education, be a multidisciplinary notion and be implemented at earlier ages.
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Media Literacy Courses should be taught by the qualified professional or the teachers who are going
to teach that course should take in-service education.

Families should be educated on the subject of media Literacy in order to educate their children on
the subject matter. So the families should have the Media Literacy Course via the life-long learning
programs.

When the Media Literacy course is examined, it is seen that communication, media, society, culture,
economics and mass media are included in the course (MEB and RTUK, 2006). But there is no definite
chapter on the power and the bad effects of media. There should be some chapters that students can
encounter in their daily lives, easily understand and those chapters need to be detailed.
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Makele Bilgisi 0z

Bilgi glin gectikge ¢ogalmakta, degismekte ve pek ¢cok kanaldan aktarilmaktadir. Medya
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ise bilgiyi ileten ve igeren butiin gevreleri kapsamaktadir. Medya karsisinda etkiye en

Makale gegmisi: aclk, en hassas grubu olusturan genglerin, kitle iletisim araglarinin yapisini ve igleyisini
Gelis 07 Haziran 2013 o6grenmeleri, kurgulanmis medya igerigini bilingli bir sekilde degerlendirmeleri ve
Dizeltme 26 Ocak 2014 elestirel olarak izlemeleri, yani medya okuryazari olmalari olduk¢a ©nemlidir.
Kabul 03 Subat 2014 Ulkemizde Radyo ve Televizyon Ust Kurulu (2007)" nun ders programlarinda medya

okuryazarhgi dersinin okutulmasi projesini hazirlamasindan bu yana kisith kaynaklarin

Anahtar kelimeler: var oldugu goérlilmis ve medya ve TV okuryazarhiginin gesitli degiskenler agisindan
Medya, incelenmesinin 6nemli oldugu dislnilmistir. Arastirmada tarama modellerinden olan
iliskisel tarama modeli kullanilmis ve amagli 6rnekleme yontemiyle secilmis 6zel ve
devlet okullarinda 6grenim goéren farkli okul tlrlerinden toplamda 402 12. sinif
ogrencisiyle gerceklestirilmistir. Arastirmada Korkmaz ve Yesil (2011) tarafindan
gelistirilen “Medya ve Televizyon Okuryazarlk Diizeyi Olgegi” kullanilmistir. Verilerin
¢oziimlenmesinde, betimsel istatistiklerin yani sira Pearson momentler c¢arpimi
korelasyonu kullaniimistir. Arastirma sonunda; 6grencilerin medya ve TV okuryazarlik
diizeylerinin yuksek, bagimhhik dizeyleri dusik oldugu, 6grencilerin medya ve TV
okuryazarlk puanlarinin cinsiyetlerine, okul tirlerine, anne baba egitim diizeylerine,
ailelerinin genel yapisina, katilmaktan hoslandiklari etkinliklere gére anlamli bir sekilde
farklilasmadigi ancak bazi bireysel ozelliklerine gére medya ve TV okuryazarhk
diizeyleri puanlarinin farklilastigi bulgusuna ulasiimistir. Ogrencilerin medya ve TV
okuryazarlk puanlari ve akademik basari puanlari arasinda ise anlamli bir iliski olmadig
sonucuna ulagiimistir.

Okuryazarlik,
Medya ve televizyon okuryazarhgi.

Giris

Yazil tarihin baglangicindan itibaren okuryazarhk kagit Gzerindeki cizgileri harf olarak gorip, bu
harflerin yan yana getirilerek sozcik olusturmak ve bu sozclklerden anlam c¢ikarmak anlamina
gelmektedir. Cocuklara, bu sozciklerin birlestirilerek daha da karisik fikirlerin, yazilarin anlam ve
yorumlanmasini 6gretmek yiizyillar boyunca gelisen egitimin amaci olmustur. Bugliniin 6grencilerinin bir
seyi bilmeye ihtiya¢ duyduklari zaman, neye ihtiyaglari oldugunu bulmayi 6grenmeye ihtiyaclari vardir.
Eger bulduklan bilgi, bilmek istedikleri sey icin gerekli ise “analiz ve degerlendirme” gibi Ust dizey
diistinme becerilerine sahip olmalari gerekmektedir (Thoman ve Jolls 2004; Akt. Kartal, 2007, s.1).

Medya bilgiyi ileten ve iceren butin cevreleri kapsamakla birlikte, kitap, gazete, dergi, tv, radyo,
internet gibi bilgiyi transfer eden her tirli basili, dijital ve elektronik arag birer medya olabilir (Andersen,
2002; Akt. Karaman ve Karatas, 2009). Glnluk yasantinin birer pargasi haline gelen bilgisayar, internet,
cep telefonlari, oyun konsollari, avug ici veri bankasi kayitlayicilari (Ipod), bir baska deyisle tim dijital
teknolojiler yeni medya bashgl altinda toplanmaktadir. Medyanin sagladigi olanaklarin yani sira
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medyanin artan gesitliligi ve bu cesitliligin her yastaki bireyleri etkileme giicli, medya okuryazarlig
kavramini ortaya ¢ikarmistir (Kurt ve Kiirtim, 2010, s. 20-34).

Ulkemizde medya okuryazarhiginin égrencilerin egitimindeki &nemini vurgulayan ve ilkégretim ders
programinda medya okuryazarligi dersinin okutulmasi projesini hazirlayan Radyo ve Televizyon Ust
Kurulu (2007) ise, medya okuryazarhgini, “yazili ve yazil olmayan, biyuk cesitlilik gosteren formatlardaki
(Televizyon, video, sinema, reklamlar, internet vs.) mesajlara ulasma, bunlari ¢6ziimleme, degerlendirme
ve iletme yetenegi kazanabilmek” olarak tanimlamistir. Tirkoglu, medya okuryazarliginin yalnizca beceri
kazanmaya degil, "elestirel ve demokratik yurttaslik" cercevesinde glinimiiz toplumlarinin yeni bir
acigina vurgu yaptigini séyleyerek, kavramin, yalnizca pratik islevsel ve aragsal bir gereksinimi degil,
elestirel aklin gerekligini gindeme getirdigini vurgulamaktadir (Akt. Celik, 2008, s.224).

Medya okuryazarliginin Tirkiye’deki gelisimi incelendiginde, ilk olarak 2003 yilindaki iletisim
Surasinda glindeme getirildigi, 2004 yilinda ise Eylem Plani diizeyinde ¢alisan Medya ve Siddet Calisma
Grubu’nun sonug¢ raporunda Radyo Televizyon Ust Kurulu (RTUK) 6nerisiyle giindeme alindigi
sdylenebilir. Bu galismalar dogrultusunda RTUK ve Milli Egitim Bakanhgl’ nin (MEB) isbirligi ile 2006—2007
dgretim yilinda bes pilot ilde (Ankara, istanbul, izmir, Adana, Erzurum) okutulmaya baslanan medya
okuryazarligl dersi, 2007—-2008 6gretim yilinda ilkgretim Il. kademede se¢meli ders olarak okutulmaya
baslanmustir.

Medya okuryazarligi adi altinda uygulamaya konan bu dersin amaci; medya karsisinda etkiye en acik,
en hassas grubu olusturan c¢ocuklarin, kitle iletisim araglarinin yapisini ve isleyisini 6grenmelerini,
kurgulanmis medya igerigini bilingli bir sekilde degerlendirmelerini ve elestirel olarak izlemelerini
saglamak olarak belirlenmistir (Kurt ve Kiirim, 2010; MEB ve RTUK, 2006). Medya okuryazarhig dersi ile
Ogrencilere 6zel yasamin gizliligine saygi, estetik duyarlilik, diirtstliik, sorumluluk, etik kurallara bagllik,
farkhliklara saygi duyma, kiltiirel mirasi yasatmaya duyarlilik, aile ici iletisime 6nem verme, bilingli
tiketim, toplumsal hayata aktif katilim, bilimsellik, esitlik, yardimlasma, dayanisma ve paylasma gibi
degerler kazandirilmak istenmektedir (MEB, 2009). Bu c¢alismalar, bilingli bir medya kuiltlrinin
olusturulmasi acgisindan onemli bir girisimdir. Ancak amaca ulasmada tek basina yeterli olmasi
beklenemez. Medya okuryazarligi ile ilgili olarak Hobbs (2004), medya metinleri hakkinda soru sorma
eylemi olan sorgulama pedagojisinin (izlediginiz, gorduginiiz, okudugunuz seyler hakkinda elestirel
sorular sorma), medya okuryazarhgi egitiminin merkezinde yer almasi gerektigini ifade etmektedir. Jols
ve Thoman (2008) medya mesajlari hakkinda bes temel soru sorulabilecegini ifade etmektedir. Bu
sorular; “Bu mesaj kim tarafindan yaratildi?”, “Bu mesajda ilgimi cekebilmek icin ne tir teknikler
kullanildi?”, “Bu mesaji diger insanlar, benim anladigimdan farkli olarak nasil anlamis olabilirler?”, “Bu
mesajda hangi yasam bicimleri, degerler ve goruslere yer verilirken, hangileri gbz ardi edilmistir?” ve “Bu
mesaj nicin gdnderilmistir?” seklindedir. Ozellikle cok erken yaslarda ¢ocuklarin medyayla tanistiklari
dikkate alindiginda bu becerilerin daha erken yaslarda kazandirilmasi gerekmektedir.

Problem

Yukaridaki agiklamalar dogrultusunda medya karsisinda etkiye en acik, en hassas grubu olusturan
genclerin, kitle iletisim araglarinin yapisini ve isleyisini 6grenmeleri, kurgulanmis medya igerigini bilingli
bir sekilde degerlendirmeleri ve elestirel olarak izlemelerinin 6nemli oldugu séylenilebilir. Radyo ve
Televizyon Ust Kurulu (2007)'nun ders programlarinda medya okuryazarligi dersinin okutulmasi projesini
hazirlamasindan bu yana kisith kaynaklarin var oldugu gorilmus ve medya ve TV okuryazarhginin gesitli
degiskenler agisindan incelenmesinin egitim ve 0Ogretim silirecine o©nemli katkilar sunacagi
dusindlmustdr.

Bu amagla bu calismanin temel amaci, lise &grencilerinin medya ve televizyon okuryazarlik
diizeylerinin cesitli degiskenler agisindan incelenmesidir. Bu temel amag dogrultusunda su sorulara cevap
aranmigtir:
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1-Ogrencilerin medya ve TV okuryazarlik diizeyi puanlarinin dagilimi nasildir?

2-Ogrencilerin medya ve TV okuryazarlik puanlari cinsiyet, okul tiiri, anne-baba egitim diizeyi, ailenin
genel yapisi, katilmaktan hoslanilan etkinlikler, bireysel 6zellikler degiskenlerine gore farkhilagsmakta
midir?

3- Ogrencilerin medya ve TV okuryazarlik puanlari ve akademik basari puanlari arasinda anlamli bir
iliski var midir?

Yontem
Arastirmanin Modeli

Bu arastirmada tarama modellerinden olan iliskisel tarama modeli kullanilmistir. Tarama modeli,
gecmiste veya su anda var olan bir durumu var oldugu sekliyle betimlemeyi amaglayan arastirma
modelleridir (Merter, 2009, s.84). iliskisel tarama modelleri, arastirma iki ve daha ¢ok sayidaki degisken
arasinda birlikte degisimin varligi ve/veya derecesini arastiran genel tarama modellerinden iliskisel
tarama modelidir. Bunlar, korelasyon ve karsilastirmadir (Karasar, 1998, s. 81).

Evren ve Orneklem

Arastirma, Mersin ilinde okullarin yogun olarak bulundugu Toroslar, Yenisehir, Akdeniz merkez
ilcelerinde ve Erdemli, Tarsus ilgelerinde 2011-2012 egitim-6gretim yilinda amagli 6rnekleme yontemiyle
secilmis 6zel ve devlet okullarinda &grenim goren farkli okul tirlerinde 12. sinif 6grencileriyle
gerceklestirilmistir. Arastirmaya, 102 Ozel, 98 Genel, 99 Anadolu ve 103 meslek lisesi &grencisi
katilmistir. Bu 6grenciler, 200 Kiz ve 202 Erkek olmak Gzere toplam 402 kisidir.

Veri Toplama Araglari

Arastirmada iki veri toplama araci kullanilmistir. Bunlar; arastirmacilar tarafindan gelistirilen “Kisisel
Bilgi Formu” ve Korkmaz ve Yesil (2011) tarafindan gelistirilen “Medya ve Televizyon Okuryazarlik Dizeyi
Olcegi”dir.

Ogrencilerin Medya ve televizyon okuryazarlk diizeylerini belirlemek icin Korkmaz ve Yesil (2011)
tarafindan gelistirilen Medya ve Televizyon Okuryazarlik Diizeyleri Olgegi kullanilmistir. Olcek bes
basamakli likert tipi bir olgektir ve “Okuryazarlik ve bagimlilik” olmak Uzere iki faktérden olusmaktadir.
Faktorlerde yer alan maddelerin her biri; higbir zaman (1) Asla, (2) Nadiren, (3) Bazen, (4) Genellikle, (5)
her zaman seklinde derecelendirilmistir. Olgekte, “Okuryazarlik” faktérii 13 maddeyi icermektedir ve
maddelerin faktér yikleri 0.484 ile 0.774 arasinda degismektedir. Bu faktoriin genel 6lcek icerisindeki 6z
degeri 7.692; genel varyansa sagladigi katki miktari ise % 32.768’dir. “Bagimhhk” faktord ise 5 maddeyi
icermektedir ve maddelerin faktor yikleri 0.662 ile 0.826 arasindadir. Faktoriin genel 6lgek icerisindeki
0z degeri 2.242; genel varyansa sagladigi katki miktari ise % 22.420’dir (Korkmaz ve Yesil, 2011).

Toplam 18 maddeden ve 2 faktdrden olusan 6lgegin faktorlere gore ve bitin olarak givenirlik
analizi; Cronbach alpha glvenirlik katsayisi, iki es yari arasindaki korelasyon degeri, Sperman-Brown
formilii ve Guttmann split-half givenirlik formili kullanilarak hesaplanmistir. Olcegin sirasiyla
okuryazarlik (13 madde) ve bagimhlik (5 madde) faktorlerine gore Cronbach alpha giivenirlik katsayilari
okuryazarlik igin 0.914, bagimhlik icin 0.851; es yari korelasyonlari okuryazarlik icin 0.750, bagimhlik igin
0.718; Sperman Brown degerleri okuryazarlik icin 0.857, bagimhlik icin 0.836; son olarak Guttmann Split-
Half degerleri ise okuryazarhk icin 0.857, bagimlilik icin ise 0.799 olarak bulunmustur (Korkmaz ve Yesil,
2011).

Okuryazarlik faktoriinden elde edilen puanlara karsilik gelen diizeyler su sekilde 6zetlenebilir:
20-35: Cok Duislik Okuryazarlk Dlzeyi
36-51: Dlisiik Okuryazarlik Duzeyi
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52-67: Orta Diizey Okuryazarhk
68-83: Yuksek Okuryazarlik Diizeyi
84-100: Cok Yiiksek Okuryazarlik Dlizeyi

Bagimhhk faktérinden elde edilen puanlar da benzer araliklarla dagilmaktadir. Ancak okuryazarlik ile
bagimlilik ters orantihidir. Okuryazarlik diizeyi yiksek olan bir bireyin bagimhhk dizeyinin disiik olmasi
beklenir. Bagimhlik puanlarinin yiksek olmasi bireyin bagimliiginin yiksek, dolayisiyla okuryazarhk
diizeyinin distk oldugunu gosterir (Yesil ve Korkmaz, 2011). Bu arastirma igin 6lgegin Cronbach alpha
glvenirlik katsayilari yeniden hesaplanmis ve okuryazarlik i¢in bu katsayi 0.76, bagimhlk icin ise 0.68
olarak bulunmusgtur.

Verilerin Analizi

Verilerin ¢o6ziimlenmesinde, betimsel istatistiklerin yani sira, Pearson momentler c¢arpimi
korelasyonu kullaniimistir. Tim istatistiksel analizlerde 0.05 anlamlilik diizeyi 6lgit alinarak arastirma
bulgulari, amaglar dogrultusunda analiz edildikten sonra, tablolar halinde sunulmus ve yorumlanmustir.

Bulgular

Bu bolimde o6grencilerin medya ve TV okuryazarhk dlzeyi puanlarinin dagilimi, medya ve TV
okuryazarlik diizeyi; cinsiyet, okul tiri, anne-baba egitim diizeyi, ailenin genel yapisi, katiimaktan
hoslanilan etkinlikler, bireysel 6zellikler degiskenlerine gore farklilagip farkhlasmadiklari hakkinda ve
ogrencilerin medya ve TV okuryazarlk diizeyi puanlari ile akademik basari puanlari arasinda anlamli bir
iliski olup olmadigi hakkinda elde edilen bulgulara yer verilmistir.

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Dagilimina iliskin Bulgular

Ogrencilerin Medya ve Televizyon Okuryazarlik diizeyleri puanlari iki béliimde incelenmistir. Asagida
Tablo 1 incelendiginde, 6grencilerin medya ve televizyon okuryazarlk dizeyi ortalamasinin yiksek
diizeyde (X=79.83), bagimlilik diizeylerinin ise diisik diizeyde (X=43.72) oldugu gérilmistir.

Tablo 1.
Ogrencilerin Medya ve Televizyon Okuryazarlik Puanlari Ortalama, En Diisiik, En Yiiksek ve Standart
Sapma Degerleri.

Medya ve Televizyon Okuryazarlik N X Endisiik  Enyiksek Ss
Okuryazarhk 402 79.83 20 100 10.81
Bagimhhk 402 43.72 20 100 19.57

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Bazi Degiskenlere Gore
Farklilagip Farklilasmamasina iliskin Bulgular

Bu boliimde 6grencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin, cinsiyetlerine, okul
turlerine, anne-baba egitim dizeylerine, ailelerinin genel yapisina, katilmaktan hoslandiklar etkinliklere
ve bireysel Ozelliklerine gére anlamli bir sekilde farklilasip farkhlasmamasina iliskin bulgulara yer
verilmistir.

Ogrencilerin medya ve televizyon okuryazarlk diizeyleri puanlarinin cinsiyetlerine gére farkhilasip
farklilasmamasina iliskin bulgular

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlari ile cinsiyetleri arasinda anlamli bir
farkhlasma var midir? sorusuna yanit bulabilmek icin t testi analizi yapilmistir. Analiz sonuglari asagida
Tablo 2’ de yer almaktadir. Tabloda da gorildiga gibi anlamh bir farkhlasma olmadigi sonucuna
ulastimistir.
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Tablo 2.
Odrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Cinsiyetlerine Gére Farklilasip
Farklilasmamasina lliskin Degerler.

Medya ve TV Okuryazarhk Cinsiyet N X Ss T p

Okuryazarhk Kiz 200 79.63 10.30 -.365 .715
Erkek 202 80.02 11.32

Bagimhhk Kiz 200 43.16 18.10 -.572 .568
Erkek 202 44.27 20.97

0>0.05

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin okul tiirlerine gére farkhlasip
farklilasmamasina iliskin bulgular

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin okul tiirlerine gére farkllasip
farkhlasmadigini belirlemek icin tek yonli varyans analizi yapilmis ve Tablo 3’ de gorildiga gibi herhangi
anlamli bir farklilasmanin olmadigi bulgusuna ulasilimistir.

Tablo 3.
Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Okul Tiirlerine Gére Farklilasip
Farklilasmamasina lliskin Degerler.

Medya ve TV Okuryazarlik Okul Turu N X Ss F p
Okuryazarhk Ozel 102 78.83 11.49 487 .691
Genel 98 80.04 12.00
Anadolu 99 80.64 10.02
Meslek 103 79.84 9.68
Toplam 402 79.83 10.81
Bagimhilik Ozel 102 44.86 20.25 448 719
Genel 98 44.04 20.68
Anadolu 99 44.16 18.54
Meslek 103 41.86 18.93
Toplam 402 43.72 19.57
p>0.05

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin anne- baba editim diizeylerine
gore farklilasip farklilasmamasina iliskin bulgular

Bu alt amaca yonelik tek yonlli varyans analizi yapilarak ulasilan degerler, asagida Tablo 4 ve 5'te
verilmistir.

Bu degerlere gore 6grencilerin medya ve TV okuryazarlik diizeyi puanlarinin anne- baba egitim
diizeyine gore anlamli bir farklilasma gostermedigi, 6grencilerin puanlarinin aritmetik ortalamalarindaki
farkhhgin rastlantisal oldugu bulgusuna ulasiimistir.

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin, ailelerinin genel yapisina gére
anlamli bir sekilde farklilasip farklilasmamasina iliskin bulgular

Ogrencilerin medya ve TV okuryazarlk diizeyi puanlarinin aile yapilarina gére anlaml bir sekilde
farkhlasip farklilasmadigini belirleyebilmek icin tek yonli varyans analizi yapiimistir. Analiz sonucunda
anlamli bir farklilasma olmadigi goriilmistir. Degerler asagida Tablo 6’ da verilmistir.
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Tablo 4.
Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Anne Egitim Diizeylerine Gére
Farklilasip Farklilasmamasina lliskin Degerler.

Medya ve TV Anne Egitim Diizeyi N X Ss F p
Okuryazarhk
Okuryazarhk Okuryazar Degil 33 82 8.74 433 .857
Okuryazar 20 81.15 7.90
ilkokul 104 80.07 10.74
Ortaokul 61 79.83 11.81
Lise 112 79.14 10.17
Yiiksek Ogrenim 54 78.83 13.30
Lisans Ustii 18 80.27 10.35
Toplam 402 79.83 10.81
Bagimhlik Okuryazar Degil 33 44.96 20.05 1.231 .289
Okuryazar 20 48.40 18.84
ilkokul 104 40.26 18.47
Ortaokul 61 46.95 20.06
Lise 112 42.67 19.12
Yiiksek Ogrenim 54 45.25 20.81
Lisans Ustii 18 47.11 22.27
Toplam 402 43.72 19.57
p>0.05
Tablo 5.

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Baba Editim Diizeylerine Gére
Farkllasip Farklilasmamasina fliskin Dederler.

Medya ve TV Baba Egitim Dizeyi N X Ss F p
Okuryazarhk
Okuryazarhk Okuryazar Degil 33 72.66 12.83 1.220 .295
Okuryazar 20 84.29 493
ilkokul 104 80.00 8.88
Ortaokul 61 80.43 9.04
Lise 112 78.73 10.45
Yiiksek Ogrenim 54 80.22 12.84
Lisans Ustii 18 80.66 14.99
Toplam 402 79.83 10.81
Bagimhhk Okuryazar Degil 33 53.33 25.25 .789 .579
Okuryazar 20 46.11 17.09
ilkokul 104 43.04 19.05
Ortaokul 61 45.74 20.75
Lise 112 44.22 19.19
Yiiksek Ogrenim 54 40.61 19.64
Lisans Ustii 18 45.20 20.80
Toplam 402 43.72 19.57
p>0.05
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Tablo 6.
Ogrencilerin Medya Ve TV Okuryazarlik Diizeyi Puanlarinin Aile Yapilarina Gére Anlamli Bir Sekilde
Farklilasip Farklilasmamasina lliskin Degerler.

Medya ve TV Aile Yapisi N X Ss F p
Okuryazarhk
Okuryazarhk Otoriter 44 79.56 10.35 .966 426
Demokratik 166 80.27 11.26
ilgisiz 10 85.60 9.93
Asiri ilgili 57 78.87 9.34
Koruyucu 125 79.32 11.04
Toplam 402 79.83 10.81
Bagimhlik Otoriter 44 44.00 18.46 1.362 .246
Demokratik 166 43.66 19.93
ilgisiz 10 30.80 18.38
Asiri ilgili 57 42.45 18.77
Koruyucu 125 45.31 19.81
Toplam 402 43.72 19.57
P>0.05

Ogrencilerin medya ve televizyon okuryazarlk diizeyleri puanlarinin, katiimaktan hoslandiklar
etkinliklere gére anlamli bir sekilde farklilasip farklilasmamasina iliskin bulgular

Yapilan tek yonli varyans analizi sonuglari asagida Tablo 7’de verilmistir. Analiz sonucunda
ogrencilerin medya ve TV okuryazarlik diizeyi puanlarinin katilmaktan hoslandiklari etkinliklere gore
farkhlasmadigi bulgusuna ulasiimistir.

Tablo 7.
Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin, Katilmaktan Hogslandiklar
Etkinliklere G6re Anlamli Bir Sekilde Farklilasip Farklilasmamasina lliskin Degerler.

Medya ve TV Katildigi Etkinlikler N X Ss F p
Okuryazarhk
Okuryazarhk Bilimsel 56 80.85 11.22 1.622 .184
Kaltirel 167 80.91 9.30
Sportif 163 78.49 10.53
Diger 16 78.62 21.72
Toplam 402 79.83 10.81
Bagimhhk Bilimsel 56 45.85 17.17 1.107 .346
Kultirel 167 42.97 19.89
Sportif 163 43.04 19.33
Diger 16 51.00 25.81
Toplam 402 43.72 19.57
p>0.05

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin, bireysel é6zelliklerine gére
anlamli bir sekilde farklilasip farklilasmamasina iliskin bulgular

Yapilan tek yonli varyans analizi sonucunda 6grencilerin medya ve TV okuryazarlik dizeyleri
puanlarinin medya okuryazarligl acgisindan 0.05 anlamhlik diizeyinde farkhlastigi bulgusuna ulasiimistir.
Bu farklilasmanin kaynagini belirlemek Gzere LSD testi uygulanmistir. Elde edilen degerler asagida Tablo
8’ de verilmistir.
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Asagidaki degerler incelendiginde 0.05 anlamlilik dizeyinde 6grencilerin bagimlilik puanlarinin
anlamli bir farklilasma goéstermedigi bulgusuna ulasilmistir. Ancak medya okuryazarligi agisindan olusan
anlamli farklilasmanin kaynagi LSD testi ile incelendiginde; kendine giivenen égrencilerin (X= 80.18) risk
alabilen 6grencilerden (X= 75.97), diisiinmeye 6nem veren 6drencilerin (X= 81.13) risk alabilen
dgrencilerden (X= 75.97) ve kendine giivenen dgrencilerden (X= 80.18), yaratici é§rencilerin (X= 82.95)
girisken (X= 76.70), risk alabilen (X= 75.97) ve kendine giivenen 6grencilerden (X= 80.18), sorgulayici
égrencilerin (X= 85.92), girisken (X= 76.70), risk alabilen (X= 75.97), sorumluluk ustlenebilen (X= 79.44),
kendine giivenen (X= 80.18), yeni fikirlere acik (X= 79.19) ve insancil (X= 78.65) 6grencilerden
farkhlastiklari ve medya ve TV okuryazarlk diizeylerinin daha gelismis oldugu bulgularina ulasilmistir.
Ozellikle sorgulayici 6grencilerin diger 6 ozellige sahip olan &grencilerden (Girisken, risk alabilen,
sorumluluk Ustlenebilen, kendine giivenen, yeni fikirlere agik ve insancil) anlamh olarak farkhlastigi ve
medya ve TV okuryazarlik diizeylerinin daha gelismis oldugu tespit edilmistir.

Tablo 8.
Ogrencilerin Medya ve Televizyon Okuryazarlk Diizeyleri Puanlarinin, Bireysel Ozelliklerine Gére Anlamli

Bir Sekilde Farklilasip Farklilasmamasina iliskin Degerler.

Medya ve TV Bireysel Ozellikler N X Ss F LSD p
Okuryazarhk
Okuryazarhk (1)Arastirici 29 80.62 12.79 2.160%* 5>3 .024
(2)Girisken 27 76.70 9.44 8>3,5
(3)Risk Alan 39 75.97 17.47 9>2,3,5
(4)Sorumlu 59 79.44 9.30 10>2,3,4,5,
(5)Kendine Glivenen 88 80.18 8.97 6,7
(6)Acik Fikirli 31 79.19 8.12
(7)insancil 44 78.65 9.20
(8)Dustinceli 38 81.13 9.04
(9)Yaratici 20 82.95 14.42
(10)Sorgulayici 27 85.92 7.75
Toplam 402 79.83 10.81
Bagimhlik Aragtirici 29 48.27 19.00 1.661 .096
Girigsken 27 45.33 20.06
Risk Alan 39 43.28 23.01
Sorumlu 59 41.15 17.40
Kendine Glivenen 88 40.81 18.21
Acik Fikirli 31 47.87 21.42
insancil 44 51.45 21.67
Dislnceli 38 42.31 19.23
Yaratici 20 39.80 16.69
Sorgulayicl 27 40.44 17.51
Toplam 402 43.72 19.57
*p<0.05

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlari ve Akademik Basari Puanlari
Arasindaki iliskiye Yonelik Bulgular

Ogrencilerin medya ve TV okuryazarlik dizeyleri puanlari ile akademik basari puanlari arasinda
anlamli bir iliski olup olmadigini tespit etmek lzere Person Korelasyon analizi yapilmistir. Asagida Tablo
9’da yer alan korelasyon degerleri incelendiginde p>0.05 oldugu yani 6grencilerin medya ve TV
okuryazarlik diizeyi puanlari ve akademik basari puanlari arasinda anlamli bir iliski olmadigi sonucuna
ulasiimistir.

56



Birsel AYBEK ve Remzi DEMIR — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 43(1), 2014, 46-62

Tablo 9.
Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlari ve Akademik Basari Puanlari
Arasindaki Korelasyon Degerleri.

Akademik Basari N R p
Medya ve TV
Okuryazarhk 402 .032 .522
Bagimhhk 402 .070 .160
p>0.05
TARTISMA ve YORUM

Asagida oncelikle, arastirmada elde edilen bulgular, 6zetlenerek Tablo 10’da verilmistir. Daha sonra
ise cikan bulgular arastirmanin amaclari dogrultusunda sirayla tartisilmis ve yorumlanmistir

Tablo 10.

Arastirmadan Elde Edilen Bulgularin Ozeti.

MEDYA VE TV OKURYAZARLIK DUZEYLERI Okuryazarlk Yiiksek
Bagimhhk Diisiik

Cinsiyete Gore Farklilasma Yok

Okul Turlerine Gore Farklilagma Yok

Anne, Baba Egt. Dlzeyine Gore Farklilasma Yok

Ailelerin Yapisina Gore Farklilasma Yok

Katilmaktan Hoslandiklari Etkinliklere Gore Yok

Bireysel Ozelliklerine Gére Bagimlilik yok.
Okuryazarhk
Sorgulayict > Girisken, Risk alabilen,
Sorumluluk (stlenebilen, Kendine giivenen,
Yeni fikirlere acik, insancil.

Akademik Basari iliskisi Yok

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Dagilimina iliskin Tartisma ve
Yorumlar

Ogrencilerin iki béliimde incelenen Medya ve Televizyon Okuryazarlik diizeyleri puanlari, okuryazarhk
ve bagimlilk olmak lizere ters orantilidir. Ogrencilerin Medya ve TV okuryazarlik diizeyi ortalamasinin
yiksek diizeyde (X=79.83), bagimlilik diizeylerinin ise dusik diizeyde (X=43.72) oldugu gérilmistir.
Bulgulara yonelik alan yazin incelendiginde Korkmaz ve Yesil (2011)" in de vurguladig lGzere medya ve
okuryazarlik ile ilgili yapilan ¢alismalarin agirhkl olarak kuramsal nitelik gosterdigi, anket ve olgek
kullanimina dayal ¢alismalarin daha az oldugu diger taraftan anket ve &lgek kullanimina dayanarak
ylratilen cahsmalarda ise daha c¢ok tutum belirleme Uzerine odaklanildigi; 6grencilerin ya da
ogretmenlerin okuryazarlik diizeylerini belirlemeye donik calismalarin ise genel olarak yapilmadigi
soylenebilir. Kartal (2007), “Orta oOgretim 10. sinif 6grencilerinin televizyon dizilerindeki mesajlari
algilamalarinda medya okuryazarliginin etkisi” isimli yiiksek lisans arastirmasinda 6grencilerin medya
okuryazarlik diizeyleri konusunda, medyaya elestirel yaklasim davranisinin belli bir seviyede oldugu
sonucuna ulagsmistir. Ancak Ogrencilerin sahip olduklari bilgi ve becerilerini davranislarina
yansitabilmeleri konusunda bazi 6nerilerde de bulunmustur. Yine Algan (2006, s.39) bir¢ok orta, lise ve
liniversite 6gretmeninin 6grencilerinin medyanin bir kurbani olduklari ve popller kiltirin asirilik ve
kotiluklerinden korunmaya ihtiyaclari oldugu fikrinin dogru olmadigi tespitine ulastiklarini, tersine
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medya konusunda bilingli olduklarini ancak bunun medya okuryazarli§i konusunda egitime hig ihtiyaclari
yok anlamina da gelmeyecegini bildirmektedir. Bu arastirma bulgularina gore de 6grencilerin puanlarina
gore bagimhlik dizeylerinin duslik ve okuryazarlik diizeylerinin ylksek olmasi belli bir biling diizeyine
sahip olduklarini gosterir. Nitekim pek cok akademisyen de bu egitimin Universite 6éncesinde okullarda
erken dénemlerde verilmesi ve sirdiriilmesi fikrinde birlesmektedirler (Akt. Algan, 2006). Oyle ki
Desmond (1997, s.331), cocuklarin medyanin algilanmasinda aile igindeki iletisimden etkilendiginden
dolayr medya okuryazarliginin evde baslamasi gerektigini distinmektedir.

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlarinin Bazi Degiskenlere Gore
Farklilasip Farklilasmamasina iliskin Tartisma ve Yorumlar

Bu boliimde 6grencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin, cinsiyetlerine, okul
turlerine, anne-baba egitim dizeylerine, ailelerinin genel yapisina, katilmaktan hoslandiklari etkinliklere
ve bireysel 6zelliklerine gore anlamli bir sekilde farkhlasip farklilasmamasina iliskin tartisma ve yorumlara
yer verilmistir.

Ogrencilerin medya ve televizyon okuryazarlk diizeyleri puanlarinin cinsiyetlerine gére farkhlasip
farklilasmamasina iliskin tartisma ve yorumlar

Ogrencilerin Medya ve TV okuryazarlik diizeyleri puanlarinda cinsiyete gére anlamli bir farklilasma
olmadigl bulgusuna ulasilmistir. Kartal (2007), arastirmasinda 10.sinif diizeyinde cinsiyete gore benzer
bir sekilde, medya okuryazarligi egitimi alan 6grencilerin reklam metnini degerlendirmelerinde, gorsel
metni analiz etme becerilerinde, haber metnindeki mesaji algilamalarinda ve dizilerdeki mesajlari
algilamalarinda anlamli bir farklihga yol agmadigi bulgusuna ulasmistir. Dolayisi ile 6grencilerin medya ve
TV okuryazarlik diizeylerinde cinsiyetin etkili olmadigi ve anlamli bir farklilasmaya yol agmadigi
soylenilebilir.

Ogrencilerin medya ve televizyon okuryazarlk diizeyleri puanlarinin okul tiirlerine gére farkhlasip
farklilasmamasina iliskin tartisma ve yorumlar

Okul tirlerine gore de 6grencilerin medya ve TV okuryazarhk dizeyleri puanlarinda anlamli bir
farkhlasma olmadigi bulgusuna ulasilmistir. Bu bulguyla ilgili, alan yazinda kiyaslayacak ya da
destekleyecek arastirma bulgularina rastlanilmamistir. Ancak, bu arastirmadan ¢ikan bulgunun nedeni,
genel olarak hangi okul tlri olursa olsun medya okuryazarligi konusuna ¢ok fazla 6nem verilmemis
olmasindan kaynaklanabilir. Cinki bazi okullarda medya okuryazarligi dersi ya da bu dersin igerigine
yakin baska isimler altinda secmeli dersler olmasina ragmen bu dersler ne 6grenciler tarafindan
secilmekte ne de 6gretmenler tarafindan bu dersleri secmek i¢in 6grenciler yonlendirilmektedir. Bir
baska sorun da bu dersler segmeli olarak olmasina ragmen bu dersleri okullarda verecek uzman kisilerin
olmamasidir. Dolayisiyla, farkli okul yapilarindan gelen 6grencilerin bu konuda egitim almamis olmasi
diizeylerinde anlamh bir farklilasma g¢ikmamasina neden olmus olabilir. Yine, Potter (2001), medya
okuryazarligl nedir?’ sorusuna; ¢ok yonludir, gorecelidir, kisiye gore degisir, izleyici odaklidir. Bilince ve
bilinenlere gore degisir. Herkes belli bir oranda medya okuryazaridir, kimse tam medya okuryazari
degildir. Kisaca karmasik bir kavramdir, yani basit degildir seklinde cevap verir. Bu anlamda medya
okuryazarligi konusunda guruplarin farkh 6zelliklerinden ¢ok bireysel 6zelliklerin daha agir basabilecegi
sonucuna ulasilabilir.

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin anne ve baba editim
diizeylerine gére farkhlasip farkhilasmamasina iliskin tartisma ve yorumlar

Arastirma bulgularina gére 6grencilerin medya ve TV okuryazarlik diizeyleri puanlarinin anne baba
egitim duzeylerine gore farkhlasmadigi bulgusuna ulasiimistir. Aslinda bu konuda ailelerin egitim
dizeyleri genel olarak yasam bicimlerini de etkileyeceginden o0grencilerin medya okuryazarlik
dizeylerinde bir farklilasmanin olmasi ve bu farklilasmanin egitim diizeyi yiiksek ebeveynlere sahip
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ogrenciler lehine olmasi beklenilebilir. Ancak medya okuryazarligi konusu oldukga karmasik bir kavram
olarak karsimiza cikiyor. isvicre’de 1935’te yapilan bir arastirmaya gére; 20 yasinda bir gencin zihni
%75’ini okuldan, %25’ini aileden, kendi gevresinden, gazetelerden ve dergilerden edindigi bilgilerden
olusuyordu. 1970’te ise okul kaynakh bilgilerin orani %25’e dismistd. Bilgilerin %75’inin kaynagi ise
cevre, radyo, TV ve gazeteler olmustur (Topuz, 2006, s.1). Bu bilgiler 6grencilerin medya ve TV
okuryazarlik diizeylerinde neden anne baba egitim dizeyine gore anlamli bir farklilasma olmadigi
bulgusunu da destekler niteliktedir. Dolayisi ile medya okuryazarligi konusunda bireylerin diizeylerindeki
sureklilik ve gelistirilebilirlik gibi streclerin yine medyanin kendinden de beslendigi ya da kaynaklandigi
soylenilebilir.

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin aile yapilarina gére farkhlasip
farklilasmamasina iliskin tartisma ve yorumlar

Yine ayni sekilde 6grencilerin medya ve TV okuryazarlik dizeyleri puanlarinda aile yapilarina gore
anlamh bir farklilasma olmamasi anne baba egitim dilizeyine gore farklilasma olup olmamasi
tartismasindaki bulgularla desteklenebilir. Oyle gériiniiyor ki; 6grencilerin medya ve TV okuryazarlk
dizeylerini aile, okul gibi temel etmenler etkilemekle beraber bu giin cevre, radyo, TV, gazeteler,
internet vb. gibi medyayl da kapsayan genis bir ag daha belirleyici olarak etkilemektedir. Nitekim bu
arastirma bulgularina gére de 6grencilerin medya ve TV okuryazarlik dizeyi puanlar Gzerinde aile
yapilarinin belirgin ve anlamli bir sekilde etkisi olmadigi séylenebilir.

Ogrencilerin medya ve televizyon okuryazarlik diizeyleri puanlarinin katilmaktan hoslandiklar:
etkinliklere gére farkhlasip farklilasmamasina iliskin tartisma ve yorumlar

Arastirma bulgularina gére 6grencilerin medya ve TV okuryazarlik diizeyi puanlarinin katilmaktan
hoslandiklari etkinliklere gore de farkhlasmadigi bulgusuna ulasilmistir. Alan yazin taramasinda konuyla
ilgili bir bulguya ulasilamazken yukarida 6grencilerin okul tiirlerine gére medya ve TV okuryazarlik diizeyi
puanlarinin farkhlasip farklilasmamasi tartismasinda 0Ogrencilerin okul tiriinden ¢ok bireysel
ozelliklerinin etkili olabileceginden s6z edilmisti. Bu anlamda katilmaktan hoslandiklari etkinlikleri de
bireysel 6zelliklerinin bir pargasi olarak kabul etmek ve bir farklilasma beklemek makul gelebilir. Ancak
bunun sadece secim konusunda 6grencinin bireysel 6zelligini yansitabilecegi, bu etkinliklerin icerigi ve ne
sekilde gergeklestirildigi konusunda bir fikir vermedigi ve 6grencinin medya ve TV okuryazarlik dizeyini
gelistirecek unsurlari tasiyip tasimadigini yansitmadigl unutulmamalidir. Yapilan arastirmalarda, bir
konuda tercih yapmak yoniinde degil, 6grencilerin medya konusunda egitildikleri ya da etkinliklerin
icerisine medya egitiminin de dahil edilmesi durumunda medya okuryazarlik dizeylerinin gelistigi
saptanmistir.. Ornegin, arastirmalar okul ders programlarina medya dersleri konuldugu zaman
ogrencilerin medyada gordikleri siddeti elestirel bir gdzle yorumladiklarini, yani medya okuryazarlik
dizeylerini gelistirdiklerini gosteriyor (Scharrer, 2005;Voojis ve Van Der Voort, 1993, Akt. Algan, 2006).
Hobbs (1996, Akt. Kartal, 2007)’ da medya okuryazarligini dil, sanat, sosyal bilimler, saglik ve bilim
alanlarina entegre ederek alan 6grenciler, bu egitimi almayan Ogrencilere gére medyanin hedef
kitlesinin ve ekonomik amaglarinin farkindaliklarinin arttigini bildirmistir.

Ogrencilerin medya ve televizyon okuryazarhk diizeyleri puanlarinin bireysel 6zelliklerine gére
farklilagip farkhlasmamasina iliskin tartisma ve yorumlar

Arastirma bulgularn 6grencilerin bireysel 6zelliklerine gére incelendiginde ise 6grencilerin medya ve
TV okuryazarlik dizeyi puanlarinin bagimlilik boyutunda anlamh bir farklilasma olmazken ve bu puanlari
dusikken, okuryazarlik boyutunda puanlarinin anlamli olarak farklilastigi ve vyiksek oldugu
goriilmektedir. Bu bulgu; 6grencilerin medya ve TV okuryazarlik dizeylerinin okul tirlerine goére
farkhlasip farklilasmamasi tartismasinda da yer verdigimiz Potter (2001)'in, “medya okuryazarhgi, cok
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yonludir, gorecelidir, kisiye gore degisir, izleyici odaklidir, bilince ve bilinenlere goére degisir” bilgisini
dogrular niteliktedir. Korkmaz ve Yesil (2011)" de bireysel 6zelliklere dikkat cekmis ve iliskiyi destekler
nitelikte bilgilere yer vermistir. Nitekim, okuryazarlik diizeyi puanlarinda 6grencilerin bireysel 6zellikleri
etkilidir ve farkhlasmaktadir. Bu farklilasmanin kaynagi ve 6grencilerin okuryazarlk dizeyi ortalamalari
incelendiginde ise kendine giivenen Gdrencilerin (X= 80.18) risk alabilen 6grencilerden (X= 75.97),
diisiinmeye 6nem veren 6grencilerin (X= 81.13) risk alabilen 6grencilerden (X= 75.97) ve kendine
giivenen 6grencilerden (X= 80.18), yaratici 6grencilerin (X= 82.95) girisken (X= 76.70), risk alabilen (X=
75.97) ve kendine glivenen 6grencilerden (X= 80.18), sorgulayici égrencilerin (X= 85.92), girisken (X=
76.70), risk alabilen (X= 75.97), sorumluluk stlenebilen (X= 79.44), kendine giivenen (X= 80.18), yeni
fikirlere agik (X= 79.19) ve insancil (X= 78.65) grencilerden farklilastiklari ve medya ve TV okuryazarlik
diizeylerinin daha gelismis oldugu bulgularina ulasilmistir. Bu bulgulara goére en fazla farklilasmanin
yaratici ve sorgulayici 6zellige sahip 6grencilerin okuryazarlik dizeyi puanlarinda oldugu; yani bu
ozelliklere sahip 6grencilerin okuryazarlik puanlarinin daha yilksek ve gelismis oldugu gorilmustar.
Medya okuryazarligi, yazili ve yazili olmayan farkli formatlardaki (televizyon, video, sinema, reklamlar,
internet vs.) iletilere erisim, onlarn ¢6zimleme, degerlendirme ve iletme vyetenegi olarak
tanimlanmaktadir. Center for Media Literacy'nin (Medya Okuryazarligi Merkezi) kurucusu ve Baskani
Elizabeth Thoman; medya okuryazarliginin, 6grencilerin yalnizca gordikleri medya Griiniinii okumalarini
degil, ayni zamanda onu yaratma siirecinde de etkin rol almalarini gerektiren bir hareket oldugunu
vurgular (inceoglu, 2006, s4). Aufderheide (1993) vyaraticiik boyutuna dikkat cekerek, medya
okuryazarlik becerisine sahip bireyleri “tim medyalarla iliskisinde elestirel bir 6zerklige sahip tim basili
ve elektronik medyalari analiz eden, degerlendiren ve yeniden sekillendirerek iletebilen bireyler olarak
tanimlamaktadir. Yine Livingstone (2004, s. 4-8)'de mesaj Gretme deneyimi olan g¢ocuklarin, medya
mesajlarina karsi daha bilingli olacaklarini savunmaktadir. Medya okuryazarliginin 6ziinde sorgulama
vardir. Thoman (2003)’ a gore de farkli medya formlari arasindaki farki ayirt etmeye ve izledigimiz,
duydugumuz ve okudugumuz her sey hakkinda temel sorulari nasil soracagimizi bilmeye ihtiyacimiz
vardir (Kartal, 2007, s.19). Medya okuryazarlig egitiminin énemi konusunda RTUK (2008), ilkégretim
Medya Okuryazarligi Dersi Ogretmen El Kitabinda sorgulama boyutu {izerinde durarak bireylerin neyin iyi
neyin kotd, neyin yararh neyin zararl oldugunu ayirt etmeleri gerektigini aciklayarak elestirel bir bakis
acisiyla pasif alicilar yerine aktif bir pozisyonda yer almalarn gerektigini vurgulamaktadir. Nitekim
arastirmadan elde edilen bulgularda da yaratici ve 6zellikle sorgulayici 6zellige sahip 6grencilerin medya
ve TV okuryazarhk dizeyi puanlari daha yuksek cikarak diger 6zelliklere sahip olan 6grencilerden
farklilagmis ve daha gelismistir. Sonug olarak yaratici ve 6zellikle sorgulayici 6zellige sahip 6grencilerin
medya ve TV okuryazarlk diizeylerinin daha gelismis oldugu séylenebilir.

Ogrencilerin Medya ve Televizyon Okuryazarlik Diizeyleri Puanlari ve Akademik Basari Puanlari
Arasindaki iliskiye Yonelik Tartisma ve Yorumlar

Ogrencilerin medya ve TV okuryazarlik diizeyleri puanlari ile akademik basari puanlari arasindaki
korelasyon degerleri incelendiginde p>0.05 oldugu yani anlamli bir iliski olmadigi sonucuna ulasiimistir.
Konuyla ilgili alan yazinda boyle bir bulguya rastlanmamistir. Bu gilin bilgi toplumunun insanlarinin
medya ve televizyon araciligiyla bilgiye ulasmasini, ulastigi bilgilere elestirel yaklasmasini ve sorgulayici
olmasini; bir baska ifade ile medya ve televizyon okuryazari olmasini gerektirmektedir. Bununla birlikte
medya ve televizyon araciligiyla insanlarin bilingsiz olarak ve 6nemli diizeyde yonlendiriimeye agik
olduklari; insanlarin gogu kez okuduklari ya da izledikleri haberleri irdelemeksizin kabul ederek tepkiler
gelistirdikleri, alan yazinda siklikla dile getirilen konulardan biri olmaya devam etmektedir (Korkmaz ve
Yesil, 2011, s. 113). Hayata ve gindeme donik pek g¢ok bilgi ve okul ders programlarimizin iligkisi
dislintldiginde medya ve TV okuryazarlik diizeyi ile akademik basari arasinda bir bag kurmak olasidir.
Bu durum okul ders programlarimizin hayatla ne kadar iliskisi var sorusunu da distindirmektedir. Bu
anlamda 6grencilerin medya ve TV okuryazarlik dizeyleri ile akademik basarilari arasinda anlaml bir
iliski olmamasi bulgusu, okul programlarinin hayat ve giindemle olan iliskisinin de sorgulanmasini
gerekliligini ortaya koyabilir. Nitekim Hobbs’a (1998) gére medya okuryazarligi egitiminde popiler kiltir
metinlerinin ¢dziimlenmesi 6zellikle lise ve liniversite 6gretim elemanlari igin olmazsa olmaz bir nitelik
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tagimaktadir. Korkmaz ve Yesil (2011), Tirkiye’de ogretmenlerin merkezci bir mifredati takip
ettiklerinden, kitaba bagh ezberci bir sistem uyguladiklarindan ve okullarda medya donanimlarinin
eksikliginden 6turti Hobbs’un bu sorusunu bizim tartismamiza pek gerek olmadigini bildirmektedir.
Dolayisiyla bu arastirmada da medya okuryazarligi ile akademik basari arasinda bir iliski cikmamasi,
egitim sistemimizin her ne kadar ders programlari degismis olsa da uygulamada daha ¢ok geleneksel bir
o6gretim slrecinin izlenmesinden kaynaklanabilir.

Oneriler

Medya Okuryazarligi dersi 2007-2008 6gretim yilinda ilkégretim Il. kademede se¢meli ders olarak
okutulmaya baslanmistir. (RTUK, 2008). Ancak pek cok akademisyen bu egitimin daha erken yaslarda
verilmesi gerektigi konusunda hemfikirdir (Algan, 2006). Oyle ki Desmond (1997) bu egitimin evde
baslamasi gerektigini vurgulamaktadir. Dinyada gelismis lilkelerde Medya Okuryazarhg: egitimi degisik
seviyelerde direk ders olarak ya da farkli ders miifredatlarinin igerisinde verilmektedir (RTUK, 2008). Bu
bilgiler dogrultusunda Medya Okuryazarligina iliskin ders ya da galismalara ilkokul programlarina da
yansiyacak ve disiplinler arasi verilecek sekilde daha erken yaslarda baslaniimalidir.

Okullarda Medya okuryazarhgi dersi bu alanda uzman olan kisiler tarafindan verilmeli ya da bu dersi
verecek 6gretmenler bu alana yonelik kuramsal ve uygulamali hizmetici egitim programlari araciligiyla
yetistirilmelidir.

Ailelerin de daha bilingli medya okuryazar olan gocuklar yetistirebilmeleri icin 6ncelikle onlarin
medya okuryazarlig konusunda egitilmis olmalari gerekmektedir. Bu nedenle 6ncelikle ailelere yaygin
egitim yoluyla medya okuryazarligi egitimi, uzman kisiler tarafindan verilmelidir.

ilkégretim Medya Okuryazarligi Dersi Programi incelendiginde; iletisim, medya, toplum, kiltiir,
ekonomi ve kitle iletisim araglari gibi pek cok konu basligina yer verildigi gériilmektedir (MEB ve RTUK,
2006). Ancak medyanin glici ve zararh etkileri konusunda agik bir bolim bulunmamaktadir. Bu
programa, ogrencilerin glinlilk yasamda karsilasabilecekleri, agik olarak algilayabilecekleri diinyada ve
Ulkemizdeki olgulara yonelik konu basliklari ilave edilmeli ve detaylandiriimalidir.
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Introduction

Goals are essential parts of human motivation. They have been viewed within a motivational
framework because goals are ends toward which individuals direct their effort (Pintrich, 2000a). One of
the most significant research tradition in the area of motivation has been the goal orientation (or
achievement goal orientation) theory (ie., Ames, 1984; Atkinson, 1957; Dweck, 1986; Elliot, 1999,
Maehr, 1983; Nicholls & Miller, 1984) which claims that students’ goals impact their academic
performance. This line of research also attempts to determine the types of and ways in which goals
impact student success. Even though goal orientation theory is mostly studied in areas of education
(Dweck, 1986; Elliot & McGregor, 2001; Erézkan, 2004; Urdan, 2004) it has also been widely used in
areas such as sports psychology (Weiss, 1993), health psychology (Ryan & Deci, 2007), and social
psychology (Blanchard & Vallerand, 1996).

Achievement goal orientation theory views goal orientation as “reflecting individual differences in
work-related behaviors and task performance outcomes. The goal orientation construct reflects internal
motivational processes that affect an individual's task choice, self-set goals, and effort mechanisms in
learning and performance contexts” (McKinney, 2003, p. 1). Researchers exploring goal orientation (i.e.,
Elliot, 1999) often distinguish between mastery and performance orientations. Some also refer to these
two orientations as learning goal orientation and performance goal orientation respectively. Thus
typically, students with the former orientation, which is coined by some authors as learning goals
(Dweck & Leggett, 1988) or task-involved goals (Nicholls & Miller, 1984), are concerned about learning
the material and mastering the tasks at hand while those with the latter orientation are concerned
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about “demonstrating their ability and performance as measured by their relative standing to others’
achievement” (Was, 2006, p. 3).

Some researchers view mastery orientation as the preferable way to improving learning, self-
efficacy, effort, persistence and effective meta-cognitive and cognitive strategy use (i.e., Middleton &
Midgley, 1997; Nicholls & Miller, 1984; Was, 2006). The rational for this conviction is that that students
with this orientation are more likely to persist longer on challenging task and attribute outcomes
(whether positive or negative) of their efforts to internal reasons. Elliot (1999) divides mastery
orientation into mastery approach and mastery avoidance orientations. While mastery approach
orientation leads one to completion of the task in order to improve his or her knowledge, mastery
avoidance causes the person to avoid the task due to the fear that he or she may not be capable doing
so. According to Brophy (2005) mastery avoidance students also try to master the task but they have
more emphasis on avoidance of failure, mistakes or reduction of the existing skills (Cited in Was, 2006).

Unlike students with a mastery orientation, those with performance orientation are more likely to
become frustrated during the completion of a challenging task thus are less likely to persist. In addition,
they are more likely to attribute failure to uncontrollable external factors such as luck (Lepper, 1988).
Performance orientation is also divided into performance approach (gaining favorable judgment) and
performance avoidance (avoiding negative judgment) orientations. Students with the predominantly
performance approach orientation tend to have confidence in their ability and thus tend to prefer
competing with others and demonstrating those abilities. Somuncuoglu and Yildirim (1999) refer to this
tendency as ego-social orientation with which persons attempt to obtain high grades and outperform
peers as a means of attaining approval and improving self-esteem. On the other hand, students with the
predominantly performance avoidance orientation view themselves as lacking the ability to perform the
task at hand thus they tend to avoid others becoming aware of this lack of ability (with their lack of
achievement or their failure). To some researchers, these students are more likely to put unrealistically
high or low goals and procrastinate (Was, 2006). These students attempt to avoid failure as way of
maintaining a sense of self-worth.

In the early years of the goal orientation theory, Middleton and Midgely (1997) suggested a three-
category model of goal orientation: mastery goals, performance-approach goals and performance-
avoidance goals. In the following years, in line with models by Elliot (1999) and Pintrich (2000b), Elliot
and McGregor (2001) proposed a 2x2 achievement goal framework that consisting of: performance-
approach, performance-avoidance, mastery-approach and mastery-avoidance goals.

As the theory evolved, a host of variables have been investigated with respect to their relationship to
goal orientation. Gender is one of those variables (i.e., Patrick, Ryan & Pintrich, 1999). Findings
regarding goal orientation and gender have been mixed. While some have found males to be more
performance oriented than females (i.e., Midgley & Urdan, 1995) others have reported either females as
more likely to have a performance goal orientation (i.e., Chan, 2007) or no gender differences.
Meanwhile, several studies have reported no significant gender differences on task, performance-
approach, or performance-avoidance goal orientations (i.e., Abrahamsen, Robert & Pensgaard, 2007).

Studies investigating goal orientations and parenting variables have often focused on parenting
styles. Some of these studies (i.e., Chang, 2007; De Bruyn, Dekovid & Meijnen, 2003; Eccles, Barber &
Jozefowicz, 1998; Grolnick, Ryan & Deci, 1991) hypothesized that parenting styles would be linked to
individuals’ goal orientation because parenting is an essential variable in the family context in which
persons’ social cognitive characteristics develop- particularly through the parent-child interaction (De
Bruyn, Dekovi¢ & Meijnen, 2003). Most of these studies (i. e., Amato & Gilbreth, 1999; Lamborn,
Mounts, Steinberg & Dornbusch, 1992; Steinberg, Lamborn, Darling, Mounts & Dornbusch, 1994) report
results favoring authoritative parenting over authoritarian or permissive parenting. Likewise, some
studies have found associations between more egalitarian ways of parenting (i.e., their degree of
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supporting children’s autonomy) and variables such as intrinsic motivation, self-regulation and
competence (Bickley, Trivett & Singh, 1993; De Bruyn et al., 2003; Keith, Keith, Troutman, Srivastawa,
1995). Although studies examining parental education and achievement goals are fewer, they
consistently point significant differences in children’s goal orientations according to parents’ levels of
education (Lin, Hung & Lin, 2006; Roebken, 2007).

Research findings regarding students’ grade levels and their goal orientation often report significant
decline between elementary and middle school. This is often attributed to children’s developmental
changes as well as the changes that are inherent in middle school life such as heterogeneous classrooms
less close monitoring by teachers. On the other hand, students’ achievement goals seem to be
moderately stable through time (Middleton, Kaplan & Midgley, 2004; Skaalvik, 1997). This stability might
alter when significant changes such as transition from middle school to high school occur.

There has been a growing body of literature on achievement goal orientation since Akin’s
development of the 2x2 Achievement Goal Orientation Scale (AGOS; Akin, 2006) and his adaptation
(2007) of Achievement Goal Orientation Scale by Midgley et al (1998). Studies have examined
relationships between goal orientation and; factors on the big five (Palanci, Ozbay, Kandemir & Cakir,
2010); academic procrastination (Ozer & Altun, 2011); self-handicapping (Akin, 2012); locus of control
(2010); self-compassion (Akin, 2007); teachers’ views on constructivism (Arslan, 2011). All these studies
have been done with samples of students.

Given its young population (over 1/3 persons between 0-18 years old age; Turkish Statistical
Institute-TUIK, 2012), the country’s striving toward development and poor performance on the (29th
place among the participating 30 countries) PISA (Programme for International Student Assessment) in
both 2003 and 2006 (Eraslan, 2009), Turkey is in urgent need for improving student learning. Thus
studies examining various variables that might impact student motivation and success are vital. Thus,
the purpose of this study was to investigate the relationship between high school students’ goal
orientations, and their gender, grade level and parents’ level of education.

Method
Research Design

The current work is a correlational (or descriptive as referred to by some authors) study (Fraenkel,
Wallen & Hyun, 2012).

Participants

A convenient sample of 266 (60.2 % male, 39.8 % female) Turkish students attending a public high
school during the spring of 2012 were participants of the study. Students’ ages ranged from 14 to 17
years. The majority of the participants were o' graders (50.8 %, n=135), followed by 10" graders (37.2
%, n=99) and 11" graders (12.0 %, n=32). On the other hand, when the surveys were administered
school administrators informed the researchers that almost all of the 12" graders were not present at
the school. The students had obtained medical reports from doctors so as to prepare for the
approaching University entrance exam at home. Therefore, 12" grade students were not included in the
sample. Data on students’ parents’ education showed that 63 % of the mothers and 81 % of the fathers
had obtained undergraduate or higher degrees of education.
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Procedure

Surveys were administered to students in their classrooms during regular school hours. Students
were given consent forms through their teachers to have their parents signed two weeks prior to the
study. A separate consent form was given to them during survey administration sessions. Key points in
the consent form were also emphasized verbally while in class session. Students were informed about
the aim of the study, and were told that there were no right or wrong answers and that the information
in the survey would be kept confidential. They were specifically informed that participation was
voluntary. They were told that they were free to refuse filling the surveys or to withdraw from
participation at any time during the administration session. None of the students present in classes
declined participation. Completion of the surveys took about 10-15 minutes.

Instruments

Measuring achievement goal orientation: The 2x2 Achievement Goal Orientation Scale (AGOS; Akin,
2006) was used as a measure of self-reported goal orientation. Participants responded to items using a
5-point Likert scale ranging from strongly disagree (1) to strongly agree (5). The AGOS is consists of 26
items and comprised of four subscales: Learning-approach goal orientation (LPGO; eight items, e.g., “I
like school work that I'll learn from”), learning-avoidance goal orientation (LVGO ; five items, e.g., “I do
my best to avoid making mistakes”), performance-approach goal orientation (PPGO; seven items, e.g.,
“It is important for me to perform better than others”), and performance-avoidance goal orientation
(PVGO; six items, e.g., “l worry about the possibility of getting bad grades”). AGOS was developed with
728 university students and Akin (2006) reported internal consistency coefficients as .92, .97, .97, and
.95 and the three-week test-retest reliability estimates as .77, .82, .84, and .86, for LPGO, LVGO, PPGO,
and PVGO respectively.

Erdem-Keklik and Keklik (2012) were to investigate the four-factor structure of the AGOS with a
sample of 465 Turkish high school students. Results of CFA revealed that the model fit to the data and a
four-factor structure was similar to that of the original scale. In the sample of high school students the
internal consistency coefficients were .82, .73, .81 and .72, for LPGO, LVGO, PPGO, and PVGO
respectively. Internal consistency coefficients for the current sample were found .83, .79, .82 and .77 for
LPGO, LVGO, PPGO, and PVGO respectively.

Personal Information Form: A Personal Information Form was included to gather information about
participants’ age, gender, grade level and their parents’ educational level. Parents’ educational level was
a categorical variable ranging from elementary school graduation to graduate degrees.

Data Analysis

As illustrated in Table 1, mean scores on LPGO, LVGO, PPGO and PVGO variables were calculated for
all participants and separately for gender, grade level and parental level of education categories.

To control for the inflated Type | error associated with repeated tests of the same theoretical
relationship, Multivariate Analysis of Variance (MANOVA) was performed. Means for each category of
gender, grade level and parental level of education were taken as grouping variables and LPGO, LVGO,
PPGO and PVGO as dependent variables. Univariate ANOVAs were utilized for each dependent variable
as a follow-up test for MANOVA.
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Table 1.
Univariate Statistics for Groups and AGOS Subscales
Independent Variables LPGO LVGO PPGO PVGO
P N Mean SD Mean SD Mean SD Mean SD
cender | Male 160 30.49 4987 16.04 3.788 2259 5863 1731 4.795
Female 60 3145 4911 17.83 3.875 21.13 6.099 17.22 5.035
9" graders 135 31.59 4.980 17.64 3.751 21.35 5985 18.08 4.612
th
10 99 30.05 5.106 1621 3.737 2295 5774 17.05 5.122
Class graders
th
11 32 3038 4.109 14.66 4.147 21.88 6.455 1569 4.902
graders
Blementary 1, 3058 5452 1817 4.064 2042 5838 17.25 5.029
Middle 22 2873 2963 1536 3.001 2250 6.639 17.77 4.879
, school
Mothers Hich
Level of scﬁoolm 65 31.05 5051 1622 4307 22.00 6317 16.08 4.849
Education \, wversity 147 30.84 5003 1698 3.824 21.90 5693 1751 4.796
Master’s or
doctoral 20 3310 5350 17.50 3.749 23.25 6.695 18.85 5.234
degree
Elementary 1) 3025 4808 17.75 4.025 21.08 5017 1683 4.509
Middle 10 29.90 5953 17.00 4397 22.90 4.458 17.20 3.824
, school
Fathers Hich
Level of scﬁool 28 28.86 4.964 1479 3.872 20.68 7.232 1575 4.461
Bducation ) ersity 157 31.03 4.697 1699 4.032 2222 5888 17.41 4.896
Master’s or
doctoral 59 3171 5401 16.81 3.324 22.10 6.093 17.73 5.258
degree
* Grades 1-5 LPGO: Learning approach goal orientation

LVGO: Learning avoidance goal orientation
PPGO: Performance approach goal orientation
PVGO: Performance avoidance goal orientation

" Grades 6-8
Grades 9-11

Results

The results of the study were twofold. The first part of the analysis investigated main effects and the
second part focused on the univariate ANOVAs.

One-way MANOVAs

Prior to conducting a series of one-way MANOVAs, the assumption of homogeneity of variance-
covariance was tested with Box’s M test. Based on a series of Box’s M tests, assumptions of the
homogeneity of variance-covariance matrices between the groups were considered satisfactory (p >
.05). Then, in order to assess if there were any differences in the sample according to various
demographic variables, a series of one-way MANOVAs were conducted, with gender, grade level and
parents’ level of education serving as independent variables; and the 2x2 AGOS subscales serving as
dependent variables. In the Table 2, all of the multivariate test results are presented.
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Table 2.
Multivariate Tests.
Wilks’s .
Effect Lambda F-value df; df, P- Pza rtial
value €
(A)
Gender .920 5.681 4 261 .000 .080
Grade Level .885 4.112 8 520 .000 .059
Mothers’ Level of .911 1.532 16 788.841 .082 .023
Education
Fathers’ Level of .936 1.085 16 788.841 .365 .016
Education

Results of the one-way MANOVAs revealed significant differences in the linear combination of the
dependent variables across gender [A=.920, F(4,261)=5.681, p<.001, partial £°=.080] and grade level
[A=.885, F(8,520)=4.112, p<.001, partial 82=.059]. However, no significant multivariate effect across
mothers’ [A=.911, F(16,788.841)=1.532, p=.082, partial 82=.023] and fathers’ level of education [A=.936
F(16,788.841)=1.085, p=.365, partial £°=.016] were observed.

Univariate ANOVAs for Gender and Grade Levels

In the previous multivariate analyses, there were observed significant gender and grade level
differences in the linear combination of the 2x2 AGOS subscales. Prior to determining how the
dependent variables differ for gender and grade level, firstly homogeneity of variances assumptions
were checked for by Levene's Test which showed that all values were higher than .05. Thus it was
concluded that the homogeneity of variances assumptions were met.

Follow-up univariate tests of gender differences indicated that girls scored significantly higher than
boys only on dimension LVGO, F(1,264)=14.019, p<.001, partial £’=.050. In addition, follow-up univariate
ANOVAs for grade level differences indicated significant groups differences with regard to LVGO
[F(2,263)=9.617, p<.001, partial 82=.068] and PVGO, [F(2,263)=3.234, p=.041, partial 82=.024]. Finally, a
series of post-hoc analyses (Scheffe’s post-hoc test) revealed that each pairwise comparison for 9th, 10"
and 11" graders’ means scores across LVGO and PVGO subscales were statistically significant (p<.05).
Furthermore, mean scores of students decreased from o' graders to 11" graders, and the 11™ graders
achieved the lowest mean scores on these subscales (see Table 1). Therefore, it could be concluded that
the trend of the effect was linear.

Discussion

This study examined relationships of achievement goal orientations and their gender, grade level
and parental level of education. The results showed that there were no significant differences across
parental levels of education in high school students’ goal orientations. Albeit indirect, one would expect
that parental level of education might be associated with children’s goal orientations. Some authors
have noted that socialization agents such as teachers and parents have significant impact on students’
goal orientation perceptions (i.e., Ciani, Middleton, Summers & Sheldon, 2010; Murayama & Elliot,
2009; Urdan, 2004). Working with a sample of first year secondary school students, De Bruyn and
colleagues (2003) also found moderate association between parenting and goal orientation. These
authors caution that instead of focusing on parents’ role in development of socio-cognitive
characteristics such as goal orientation, most of the research examining parenting and children’s
schooling has focused on the relationship between parenting and school success. Fewer studies have
examined parenting variables and intrinsic and external motivation of students (i.e., Dornbusch & Wood,
1989; Grolnick, Ryan & Deci, 1991). Findings of these studies usually reveal that parenting attitudes
supportive of autonomy tend to foster intrinsic motivation while more controlling and authoritarian
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parenting styles promote external motivation in children. Considering that parental level of education
might correlate with their parenting styles, finding no significant differences in students’ goal
orientation according to their parents’ levels of education could be considered as a surprising finding.
However, there could be variables (i. e., such as socioeconomic statues) that might mediate between
parents’ levels of education and their parenting styles. Therefore, these variables should be further
explored by future studies.

Results showed that scores on learning-avoidance goal orientation differed significantly by gender.
Specifically, female students scored significantly higher on performance-avoidance goal orientation. As
noted earlier, performance avoidance has to do with striving toward avoiding negative outcomes of
one’s academic efforts. A host of studies have reported higher levels of test anxiety and anxiety related
to academic performance in female students in Turkey (Bacanh & Surlicl, 2006; Erdzkan, 2004). Viewing
the finding in light of anxiety one would consider it as an expected result. However, anxiety could only
be one aspect of students’ motivational orientations. Furthermore, given that research findings
regarding goal orientation and gender have been mixed (i.e., Abrahamsen et al., 2007; Midgley & Urdan,
1995; Patrick, Ryan, & Pintrich, 1999), extensive work is needed to make any precise conclusion
regarding these variables. Particularly future work can focus on female and male students’ perceived
intrapsychic and interpersonal pressures regarding their academic work and their achievement goal
orientations.

Scores on learning-avoidance and performance avoidance goal orientation differed significantly by
grade levels. Each pairwise comparison for 9th, 10" and 11™ graders’ revealed significant mean scores
across LVGO and PVGO subscales. Students’ mean scores decreased from 9th graders to 11" graders
and 11" graders reported the lowest mean scores on these subscales. As mentioned earlier, research
findings regarding students’ grade levels and their goal orientations often report significant decline
between elementary and middle school however students’ achievement goals seem to be moderately
stable over time (Middleton, Kaplan & Midgley, 2004; Skaalvik, 1997). This finding could partially be
attributed to transition from middle school to high school. In other words, students newly entering high
school might be more alarmed and thus more motivated to succeed or at least not fail in their new level
of schooling, thus after passing the 9t grade a decline in their scores on scales of goal orientation might
be an expected trend. Particularly, considering that starting from the 10" grade, majority of students’
priority shifts from school courses to the highly competitive nationwide university entrance
examinations, a decline in their scores may not be surprising. On the other hand, one could argue that
given the fact that 9™ graders select their specialty areas (i.e., science, math/language, foreign language,
social studies etc.) they would indeed be more motivated to succeed in courses of their self-elected
domains. Therefore, further work is needed in order to arrive at any firm conclusion regarding changes
in students’ goal orientations through high school years and the nature of these changes.

Limitations & Recommendations

The results of this study must be viewed with caution given the limitations of the study. To begin
with, it utilized a relatively small, convenient sample of students from only one school, thus the findings
cannot be generalized to all high school students in Turkey. The study relied only on self-report
measures given only to students as opposed multiple ways of data collection and multiple sources of
information.

Despite the limitations of the study, several recommendations can be made for educators and school
counselors based on the results of this study. Particularly given that educational system in Turkey is
extremely exam-oriented (entrance to most of the high schools and all the universities is through
extremely competitive exams), parents’ and teachers attitudes toward students and their academic
performance should be of particular focus for school counselors so as to not only promote student well-
being, motivation and achievement but also to adequately provide preventive mental health services. In
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addition, school counselors need to be mindful of students’ goal orientations as well as gender issues
and differences in academic performance and motivation. Another important issue in need of particular
consideration by educators as well as counselors is students’ experiences through transitions (i.e., from
middle school to high school or high school to university) and changes in students’ achievement goal
orientation and academic behavior through school years. This can be done in light of longitudinal studies
with nationally representative samples. In short, this study attempted to contribute to literature on
achievement goal orientation. Further extensive work is needed in order to arrive at conclusive results
regarding various aspects of high scholars’ goal orientations.
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schoolboys [t(68)=2.579, p>.05] and according to their classes, the difference
[F(21,48)=1.116, P>.05]is not so meaningful.

Introduction

In Turkish National Education System, the new regulation, increasing the gradual mandatory
education -also known as 4+4+4 in public- to 12 years, has been put into practice since 2012-2013
education period (ilkdgretim ve Egitim Kanunu ile Bazi Kanunlarda Degisiklik Yapiimasina Dair Kanun,
2012). In this new system, the children who turn 66 months old have been started to primary school
since 30 September 2012, 2012-2013 education period. In Turkey, the primary education schools
(primary and secondary schools) are accepted as mandatory basic education institutions which serve the
students to grow and improve mentally and morally (ilkdgretim ve Egitim Kanunu, 1961; Taymaz, 1997),
and its aims include” having the students gain necessary information and skills for their personal
health”. Within possibility, there has to be a medical personnel (a doctor, a nurse) in primary schools
and this personnel has to deal with the students’ health at school (ilkégretim Kurumlar Yénetmeligi,
2003). 4-5 years of the childhood have been spent in the family environment since the birth. This is the
period when the child first starts to socialize. This mission is undertaken by the education institutions
from the age of 5 and an important part of the children’s lives starts to be spent at schools (Sahin,
2000). However, the students coming to school have different cultural and social environments and
socio-economic structures of these families are also different. Just as this situation affects the reading-
writing skills of the students, it also leads differences in the readiness level of the students related to
health and cleaning habits (Basar, 1999; Eng, 1978).

Primary school period is a great period in which the students, coming from different atmospheres,
are not only educated but they are also gained the awareness of cleaning, hygiene (convenience to
healthy), protecting and improving their health such as the use of the toilets, washing hands with soap,
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bryshing teeth, keeping the clothes clean, dropping the rubbish into the bin, ventilating the classroom,
keeping the desks and tables clean, healthy nutrition(Basar, 2003; Basaran, 1994; Oztiirk, Dicle, Sari
&Bektas, 2004). In the primary schools, that the training of cleaning and awareness of hygiene is not
only applied at schools but also implemented on the managers, teachers and parents by the pediatrists
and the nurses within the scope of the programme of improving health will increase the awareness
(Pressey& Robinson, 1991; Thackaberry, 2001). When the school children are thought not to be careful
enough with preventive health measures, it is certain that the school management, teachers and other
staff have important duties primarily about this subject (Basar, 2003; Sahin, 2000; Yorukoglu, 1986).
Within this scope, the school managers are assigned to train the students about the cleaning and
hygiene (Basaran, 1994; ilkégretim Kurumlar Yénetmeligi, 2003; Taymaz, 1997).

In educating the students healthily and obtaining a qualified manpower, school environmental
health has an important place. School is a comprehensive concept; the topics like school building, its
infrastructure, its drinking and running water, its garden, removing the garbage, toilets, heating,
ventilating, lighting, size of the classes and windows are all within the school environment
(Guler&Cobanoglu, 2001). In this respect, physical structures and garden arrangements of the schools
have an important effect on the cleaning habits and hygiene awareness of the students (Cabuk, 2006;
Oktay, 1997; Uludag&Odaci, 2010). Besides, the school gardens, corridors, classrooms, toilets and
canteen are the places used by the students frequently. Cleaning of these places daily, weekly or
annually will have the students gain the awareness of cleaning and hygiene which will have a positive
effect on the health of the students (Basaran, 1994; Hull, 1990).

This research is important in terms of determining the level of cleaning and hygiene according to the
view of the students at school, rising the students’ awareness of cleaning and hygiene to the desired
level, having them gain the habit of protecting and improving their health, removing the faults
appearing during the practice, taking the necessary precaution related to this and thus forming the
healthy education atmosphere at primary schools.

The problem related to this subject is that cleaning and hygiene of the primary schools are evaluated
according to the views of the 6" and 8" grade students. In order to achieve this goal, answers for the
following questions are searched.

1. What are the views of the 6" and 8" grade students about the cleaning and hygiene of their

schools?

2. Are there crucial differences among the views of the 6" and 8" grade students about the cleaning

and hygiene of their schools in terms of;
a) their gender?
b) their classes?

Method
Research Design

This research aiming to evaluate the cleaning and hygiene according to the views of the students is in
survey model.

Participants

The research population is composed of the 6" and 8" gradestudents of the school in Emirdag
district, Afyonkarahisar. Out of 201 students present in target population, only 72 students of B
branches of all 6™ and 8™ grades are chosen as examples with “cluster sampling method” because of
their convenience for the research. With this sampling method, not the units composing the universe
but the clusters to which these units are tied have been handled and in practice not the units that have
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the equal probability of being chosen but the clusters have been chosen (Karasar, 2004; Ural &Kilig,
2005).

Instrument

The personal information section of the survey improved in the research is made up of 2 articles and
the main part is made up of 25 articles. And the options of the survey are listed like “ Strongly Disagree
(1), Occasionally Agree (2), Mostly Agree (3) and Completely Agree (4)”. In the survey, the score offset
value is obtained by dividing the gap digit (3) into the number of options (4), (3/4=0.75). In the research,
that the average is on the level of mostly agree, that is (X= 2.50) and more, is accepted and interpreted
as students opinions are “enough”

Data Analysis

The data’s obtained from the surveys have been uploaded to the packaged software called “SPSS
13.0 for Windows (Statistical Package for Social Sciences)” and “Cronbach (Alpha)” coefficient calculated
for the internal reliability of the survey has been found .803. The survey prepared for the works for
validity and reliability is applied to the 30 students of another school which did not take part in the
sampling every 20 days and “Pearson correlation coefficient” between the two application has been
found r=.710 Arithmetic mean and standard deviation for the first sub problem and t-test and one-way
analysis of variance for the second sub problem is applied. The significance level is considered p<.05 in
all statistical operation.

Results

When the data’s about the first sub problem of the research -“what are the opinions of the students
of 6™ and 8" grade about the cleaning and hygiene of their school?”- are evaluated. We have concluded
that it is within the limit of “enough” and the students have a positive opinion in terms of cleaning and
hygiene as the general average of the survey applied on the 6" and 8" grade students is (X=2.53).

In the second sub problem; an answer for the question of “Are there crucial differences among the
views of the 6" and 8" grade students about the cleaning and hygiene of their schools in terms of their
gender?” is investigated and we have found out from the data’s obtained that there is no crucial
difference between the opinions of male and female students.

Again about the second sub problem; an answer for the question of “Are there crucial differences
among the views of the 6" and 8" grade students about the cleaning and hygiene of their schools in
terms of their classes?” is investigated and we have found out that there is no crucial difference
between the opinions of the students of the different classes.

Discussion, Conclusion & Implementation

When the whole data obtained from the research is evaluated, the students’ opinions related to the
cleaning and hygiene of their schools are within the limit of “enough” and we have concluded that the
students have a positive opinion in terms of cleaning and hygiene about the investigated school as the
general average of the survey results related to the cleaning and hygiene of the school is (X=2.53).

The students are constantly informed about the protection methods from the contagious and
epidemic diseases obtained from this research (A flu, jaundice, measles, chickenpox). That the
attendance to the item (X=1.88) is inadequate and in a research named “ School Health In the Primary
Schools In Suburbs” applied by Aytag¢ (1990) states the first five diseases found out after the medical
examination respectively as otorhinolaryngologic disease (64.1%), tooth diseases (49.9%), skin diseases
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(21.1%), respiratory tract illnesses (19.9%), genital system diseases (18.7%) shows that today the
students are not still informed adequately about health protection in terms of the cleaning habit and
hygiene awareness at schools.

The fact that the attendance to this research whose result states “there is sufficient place for the
students to play in the garden (X=2.62)” is enough does not match with the result of the research
named “The Investigating The Effects Of Primary School Gardens On Child Development” applied by
Ozdemir& Yilmaz (2009) which states “the school garden does not have enough place for play”. Besides,
the finding obtained from this research which states “the students are gained the habit of brushing
teeth and washing hands” does not match with the finding of the research named “Determining The
Health Conditions Of The School Children” applied by Oztiirk, Dicle, Sari &Bektas (2004) which states
that 47.3%of the students brush their teeth 2 or 3 times a day. And also it can be said that the finding
which says “the bathrooms of the school have liquid soap constantly (X=2.81)" is not parallel with the
negative statement of Yilmaz (2012a) and (2012b) who applied similar researches the results of which
state “the bathrooms of the school have enough liquid soap”.

However, in order to improve the cleaning and hygiene at schools;

Sample studies (like the cleanest classroom) can be done with the classroom teachers and the
counselors in order to have the students gain the habit of keeping the school and the classrooms clean.
When needed, the sample schools which won “White Flag” because of their being clean can be visited.

The students drink water from the taps at schools. These taps are generally in the school yards.
Cooperation can be made with municipalities about the arrangements of the school gardens by the
protocol signed within the project of “Okullar Hayat Olsun” (Milli Egitim Bakanligi, 2011; Ozel Ogretim
Kurumlarina Ait Standartlar Yonergesi, 2012).

The expert health personnel can organize informative panels, conferences, symposium for the
students, teachers and parents about how to protect the students from the contagious and epidemic
diseases (like a flu, jaundice, measles and chicken pox).

Providing liquid soap and paper towel in the bathrooms at school is important in terms of preventing
the epidemic diseases and having the students gain the habit of cleaning and hygiene awareness.

Cooperation can be made with provincial/district director of national education and
provincial/district health director in order to control the students’ health regularly at schools regularly.

When the primary schools are considered to be the common places shared by all the students, it is
necessary to keep first aid materials in the first aid cabinets in order to respond to any injuries.

In addition, according to the Primary School Regulations (2003) schools can employ a
healthpersonnel. Within possibility, all primary schools can keep a healthpersonnel. A sustainable
general health politics can be applied in order to respond to the needs of the students and control them
constantly within the frame of the cooperation of Ministery of National Education and Ministrery of
Health by considering the special conditions of the students at primary schools in Turkey (like prothesis,
diabetes, using medical equipment an allergy diseases)
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Makale Bilgisi 0z

Bu arastirmanin amaci, ilkégretim okullarindaki temizlik ve hijyenin 6grenci gérislerine

DOI:10.14812/cufej.2014.006 . " - - o o e e A
gore degerlendirilmesidir. Bu amaca yonelik Afyonkarahisar ili Emirdag ilgesindeki bir

Makale ge¢misi: ilkdgretim okulunun 6.-8. siniflari calisma evreni olarak alinmistir. Bu evrende bulunan
Gelis 18 Aralik 2012 201 6grenciden “Kiime Ornekleme Yéntemi” ile 6.-8. siniflarindaki 72 &grenci
Dizeltme 04 Aralik 2013 ornekleme alinarak anket uygulanmistir. Verilerin ¢éziiminde birinci alt problem igin
Kabul 03 Subat 2014 aritmetik ortalama ve standart sapma; ikinci alt problem igin t-test ve tek yonli

varyans analizi (ANOVA) vyapilmistir. Arastirmaya katilan 6grencilerin cinsiyetleri
Anahtar kelimeler: bakimindan gorisleri degerlendirildiginde kiz 6grencilerin[tes=2.515, p>.05] ve erkek
ilkégretim okulu, Ogrencilerin [tes)=2.579, p>.05] gorisleri arasinda anlamli fark olmadigi ve yine 6.-8.
Temizlik, siniflar bakimindan da 6grencilerin gorlsleri arasinda [F21,48=1.116, p>.05] anlaml
Hijyen. farkhhk olmadigi bulgulari elde edilmistir. Arastirmada; 6grencilerin anket maddelerine

verdikleri cevaplarin genel ortalamasi (X=2.53) oldugundan gérislerinin “yeterli”
sinirlar igerisinde kaldigi boylece 6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik
ve hijyenine iliskin olumlu gorige sahip olduklari sonucuna ulasiimigtir.

Giris

Tirk Milli Egitim Sisteminde “ilkégretim ve Egitim Kanunu ile Bazi Kanunlarda Degisiklik Yapiimasina
Dair Kanun” ile kamuoyunda 4+4+4 olarak bilinen ve zorunlu egitimi 12 yila ¢ikaran yeni diizenleme
2012-2013 egitim Ogretim yilindan itibaren uygulamaya konulmustur. Bu degisiklikle birlikte halen
uygulanmakta olan 8 yillik kesintisiz zorunlu egitim yerine, 12 yillik zorunlu, kademeli egitim getirilerek
12 yillik stre Gi¢ kademeye ayrilmistir. Birinci kademe 4 yil sireli ilkokul (1. 2. 3. ve 4. sinif), ikinci kademe
4 yil stireli ortaokul (5. 6. 7. ve 8. sinif) ve ligiincl kademe 4 yil sireli lise (9. 10. 11. ve 12. sinif) olarak
diizenlenmistir. Bu sistemde ilkdgretim okullari ilkokul ve ortaokul seklinde diizenlenmistir (ilkégretim ve
Egitim Kanunu ile Bazi Kanunlarda Degisiklik Yapilmasina Dair Kanun, 2012).

Bu yeni sistemde 2012-2013 egitim ve 6gretim yilindan itibaren 30 Eylil 2012 tarihi itibariyle 66.
ayini dolduran cocuklar ilk defa ilkokula baslatilmistir. Ayrica gelisim yéniinden yeterince hazir oldugu
dusinilen 61-66 ay arasindaki ¢ocuklar da velisinin istemesi halinde ilkokula kayit yaptirma imkani
taninmistir. Tirkiye'de ilkégretim okullar (ilkokul+ortaokul), 6grencilerin zihni ve ahlaki gelismelerine ve
yetismelerine hizmet eden zorunlu temel egitim ve 6gretim kurumlari olarak kabul edilmis olup
(Ilkdgretim ve Egitim Kanunu, 1961; Taymaz, 1997), amaclari arasinda; “dgrencilere, kisisel saghgini
korumak igin gerekli bilgi ve beceri kazandirmak” ilkesi yer almaktadir. Yine imkan dahilinde ilk6gretim
okullarinda saglik personeli (doktor, hemsire) bulundurulabilecegi ve bu personele okuldaki 6grencilerin
sagliklariyla ilgilenmeleri yikimlalugi getirilmistir (ilkégretim Kurumlari Y&netmeligi, 2003). Ancak
ilkogretim okullarinda saglik personeli gérevlendirilmesine uygulamada pek rastlanmamaktadir.
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Dogumdan itibaren gocukluk déneminin ilk 4-5 yasi aile ortami i¢cinde gecmektedir. Bu dénem,
¢ocugun ilk sosyallesmeye basladigi donemdir. 5 yasindan itibaren ailenin bu goérevini egitim kurumlari
Uzerine almakta ve ¢ocuklarin yasamlarinin énemli bir kismi artik okullarda gegmeye baglamaktadir.
Boylece okul ¢agi ¢ocugun aile yuvasindan cikip, dis diinyaya acildigi, toplumsal cevreye karistigi ve
sosyallesmenin artarak devam ettigi ortam olma 0zelligi tasimaktadir (Sahin, 2000). Ancak okula gelen
ogrencilerin kiltlrel ve toplumsal cevreleri ile ailelerinin sosyo-ekonomik yapilari birbirinden farkhdir.
Bu durum o6grencilerin okuma-yazma becerilerini etkiledigi gibi saglik ve temizlik aliskanliklariyla ilgili
hazirbulunusluk dizeylerinin de farkli olmasina neden olmaktadir (Basar, 1999; Eng, 1978).

ilkdgretim dénemi, farkli ortamlardan gelen 6grencilere 6gretimlerinin yani sira tuvalet kullanma,
ellerini sabunla yikama, diglerini firgalama, elbiselerini temiz tutma, ¢opleri ¢op kutusuna atma, sinifi
havalandirma, sira ve masalari temiz tutma, dengeli beslenme gibi (Basar, 2003; Basaran, 1994) temizlik
egitimi ve hijyen (saghga uygunluk) bilinci veren, sagliklarini koruma ve gelistirme aliskanliklari
kazandirilan mitkemmel bir dénemdir (Oztiirk, Dicle, Sari ve Bektas, 2004). ilkdgretim okullarinda
ogrencilere verilen bu temizlik egitimi ve hijyen bilinci sadece okul ile sinirh kalmayip gerektiginde ¢ocuk
doktorlari, okul hemsireleri tarafindan saglik gelistirme programi gercevesinde yonetici, 6gretmen ve
velilere kadar gotirilmesi bu konudaki duyarliligi daha da arttirdigi muhakkaktir (Pressey ve Robinson,
1991; Thackaberry, 2001). Yine herkese acik olan saglk sergileri veya yilik grip asisi programi gibi
aktiviteler, kanser ve diyabet derneklerinin ve kalp akciger dernekleri gibi gonilli saglik kuruluslarinin
yapacag! faaliyetler okul ve gevre arasinda iyi iliskiler kurulmasina yardim eder (Thackaberry, 2001).
Boylelikle okullarda temizlik egitimi ve hijyen bilinci yalnizca belli derslerde, belli siirelerde yapilan
etkinlik olmaktan cikip saghk kuruluslari, veli, 6gretmen ve okul yoneticilerinin de destekledigi slireg
olma o6zelligi kazanacaktir (Basaran, 1994).

ilkégretim okullar, 6grencilerin toplu olarak yasadiklari ve etkilesim icinde olduklari yerler
oldugundan bulasici hastaliklarin ortaya g¢ikmasi ve yayginlasmasi icin oldukga elverisli bir ortam olma
ozelligi tasir. Ozellikle ilkdgretim cagindaki cocuklarin koruyucu saglik énlemleri konusunda yeterince
bilingli ve 6zenli davranmadiklar distnildigiinde, bu konuda 6ncelikle okul yonetimine, 6gretmenlere
ve diger okul calisanlarina 6nemli gorevler distigli muhakkaktir (Basar, 2003; Sahin, 2000; Yoérikoglu,
1986). Bu anlamda egitim sistemi ilkogretim okullarini yonetmekle goérevli mudirlere, 6grencilere
temizlik egitimi ve hijyen bilinci kazandirmaya yonelik bazi gorevler yuklemistir. Bunlar (Basaran, 1994;
ilkdgretim Kurumlari Yénetmeligi, 2003; Taymaz, 1997):
e Ogrencilere okul ve cevresinde saglikli, glivenli bir egitim-6gretim ortami olusturmak,
o Ogrencilerin saglik muayenelerini ve gerekli asilarini, periyodik olarak yaptirmak,
e Herhangi bir sosyal gilivencesi olmayan 6grencilerin hastalanmalari halinde saglk kuruluslarina
sevklerini yapmak,
e Ekonomik durumu yetersiz olan 6grencilerin ilag giderlerinin Sosyal Yardimlasma ve Dayanisma
Vakfi tarafindan karsilanmasini saglamak,
e Okulun derslik, laboratuar, islik, yemekhane, yatakhane gibi bolimlerinde 1si, 1stk ve
havalandirmanin saglik sartlarina uygun olmasini saglamak,
e Ogrencilerin kilik-kiyafetlerinin temiz ve diizenli olmasi icin gerekli 6nlemleri almak,
o Ogrencilerin saglikli beslenebilmeleri icin uygun saghk kosullari olusturmak,
e Okulda, ilk yardim dolabi yada ilk yardim ¢antasi bulundurmak ve gerekli malzemeleri temin
etmektir.

Ogrencilerin saglikli bir sekilde yetistirilerek kaliteli insan giicii elde edilebilmesinde okul ¢cevre saghigi
onemli bir yere sahiptir. Okul genis kapsamli bir kavramdir; okul binasi, alt yapisi, icme ve kullanma
sulari, bahgesi, ¢oplerin uzaklastiriimasi, tuvaletler, isitma, havalandirma, aydinlatma, siniflarin ve
pencerelerin blyliklGagi gibi konular okul gevresi kapsaminda degerlendirilebilir (Giler ve Cobanoglu
2001). Bu bakimdan ilkégretim okullarinin fiziki yapilari ve bahge diizenlemeleri 6grencilerin temizlik
aliskanliklar ve hijyen bilingleri Gzerinde 6nemli etkisi vardir. Clinkli 6grencilere okullarin fiziki yapisi
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bakimindan uygun mekansal konfor ve yeterli glines 15181 saglanamadiginda, dersliklerde gelisiglzel
renkler kullanildiginda, 6grencilerde fizyolojik ve psikolojik olumsuzluklar olusabilmekte ve bu durum
temizlik ve hijyen bilincinin olusmasini olumsuz etkileyebilmektedir (Cabuk, 2006; Oktay, 1997; Uludag
ve Odaci, 2010).

Yine fiziki mekan olarak okullarda bulunan ve daha az kullanilan depo, kalorifer dairesi, arsiv gibi
bolumler cgesitli mikroorganizmalarin Gremesi, haserelerin ¢ogalmasi icin uygun ortam saglayan yerlerdir
(Basar, 2003; Basaran, 1994). Bunun yani sira okul bahgesi, koridorlar, derslikler, tuvaletler ve kantin
ogrenciler tarafindan en ¢ok kullanilan bolimlerdir. Okullarda gerek en ¢ok kullanilan gerekse en az
kullanilan bu tir bolumlerin temizligi 6zelliklerine gore glinlik, haftalik ve yillik periyotlarda diizenli
olarak yapilmasi zaman zaman dezenfekte edilmesi 6grencilerin saghg lizerinde olumlu etki yapacak
temizlik ve hijyen bilinci olusmasina katkida bulunacaktir (Basaran, 1994; Hull, 1990).

ilkégretim okullarindaki temizlik aliskanligi ve hijyen bilinci ile ilgili yapilan bazi benzer arastirmalarin
bulgulari incelendiginde;

Aytag (1990) tarafindan yapilan “Kirsal Alanda ilkokullarda Okul Sagligi” adl arastirmasinda, yapilan
fizik muayenede 6grencilerde rastlanan ilk 5 hastaligin sirasiyla, KBB (% 64.1), dis hastaligi (% 49.9), deri
hastaligl (% 21.1), solunum yolu hastaligi (% 19.9), genital sistem hastaligl (% 18.7) oldugu bulgularini
elde etmistir. Yine diskida parazit gériilme sikhginin (% 17.7) oldugu ve gbz hastaliklari oranlarinin da (%
9,6) oldugu bulgusuna ulasmistir.

Oztirk vd. (2004) tarafindan vyapilan “Okul Dénemindeki Cocuklarin Saghk Durumlarinin
Belirlenmesi” arastirmasinda 6grencilerin % 47.3’(inlin dislerini glinde 2-3 kez fir¢aladigi, 6grencilerin %
78.1'inin glinde Ug¢ 68ln yemek yedigi, 6grencilerin % 11,2’sinin okul kazasi gegirdigi, 6grencilerin %
10’nunun 8 saatten az uyudugu bulgusuna ulagmislardir.

Ozdemir ve Yilmaz'in (2009) yaptigi, “ilkdgretim Okullari Bahgelerinin Cocuk Gelisimi ve Saglkli
Yasamlari Uzerine Etkilerinin incelenmesi” arastirmasinda, égrencilerin biyik bir béliminin (% 78.2)
oyun oynadigl okul bahgesinin ihtiyaclarini karsilamadigi, yine bu 6grencilerin 537’sinin de okul
bahgelerindeki yesil alanin yetersiz oldugunu belirttikleri bulgusuna ulasmislardir.

Yilmaz (2012a) tarafindan yapilan, “ilkdgretim Okullarinin Fiziksel Yapilarinin Egitim ve Ogretim
Agisindan Degerlendirilmesi” arastirmasinda, okulun tuvaletlerinin 6grencilerin ihtiyaclarini karsilamadigi
ve okullardaki tuvaletlerin sayica yetersiz oldugu bulgusuna ulagmistir.

Yilmaz (2012b) tarafindan yapilan, “Yatili ilkégretim Bélge Okullari Sorunlarinin Ogrenci Algilarina
Gore Degerlendirilmesi” adl arastirmasinda,okul ve yatakhanelerin yeterince temizlenmedigi,
ogrencilerin okullarinda rahatlikla banyo yapamadiklari ve okullarindaki tuvaletlerde sirekli sabun
bulundurulmadigi ve ihtiyaglarini karsilamadigi bulgusuna ulagmistir.

Bu arastirma; ilkogretim okullarindaki temizlik ve hijyenin 6grenci gorislerine gére belirlenerek;
ogrencilerde temizlik aliskanligi ve hijyen bilincinin arzulanan hedeflere ulastirilmasi, sagliklarini koruma
ve gelistirme aliskanliklari kazandiriimasi, bu konuda ilkégretim okullarinda uygulamada karsilasilan
aksakliklarin giderilmesi, kolaylastirict dnlemlerin alinmasi boylelikle ilkogretim okullarinda saglikli egitim
ve Ogretim ortami olusturulmasina katki saglamasi ve bu konuda arastirma boslugunu doldurmasi
bakimindan 6nem tasimaktadir.

Buna bagh olarak arastirmanin problemi, ilkégretim okullarindaki temizlik ve hijyenin 6.-8. siniflarda
bulunan 6grencilerin gorislerine gore degerlendirilmesidir. Bu amaca ulasmak icin de asagidaki su alt
problemlere cevap aranmistir.

1) 6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik ve hijyenine iliskin gérisleri nelerdir?

2) 6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik ve hijyenine iliskin gorisleri arasinda;
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a) cinsiyetleri
b) siniflari bakimindan anlamh fark var midir?

Yontem
Arastirma Modeli

ilkdgretim okullarindaki temizlik ve hijyenin 6grenci gériislerine gére degerlendirilmesini amaglayan bu
arastirma tarama modelindedir.

Katilimcilar

Arastirmada mevcut durum ortaya konulacagindan dolayi betimsel niteliktedir. Arastirma evrenini
Afyonkarahisar’'a bagh Emirdag ilgesinde bulunan bir ilkogretim okulunun 6.-8. siniflarinda bulunan
ogrenciler olusturmaktadir. Buna gore calisma evrenini ve 6rneklemi olusturan 6grenci sayilari agagida
Tablo 1’de sunulmustur.

Tablo 1.
Evren ve Ornekleme Giren Ogrenci Sayilari.

Evren Orneklem
Siniflar N % N %
6/A Subesi 19 100 0 0
6/B Subesi 23 100 23 100
6/C Subesi 21 100 0 0
7/A Subesi 20 100 0 0
7/B Subesi 20 100 20 100
7/C Subesi 20 100 0 0
8/A Subesi 25 100 0 0
8/B Subesi 29 100 29 100
8/C Subesi 24 100 0 0
Toplam 201 100.0 72

Tablo 1’e gore galisma evreninde bulunan 201 6grenciden arastirmaya uygunlugu nedeniyle “Kiime
Ornekleme Yéntemi” ile 6.-8. siniflarda bulunan subelerden sadece B subelerindeki 72 &grenci
ornekleme alinmistir. Bu 6rnekleme yontemi ile dncelikle evreni olusturan birimler degil bu birimlerin
bagh oldugu kiimeler ele alinmis olup uygulamada esit olasilikla segilme sansina sahip olan birimler degil
kiimeler secilmistir (Karasar, 2004; Ural ve Kilig, 2005). Arastirmada uygulama yapilan ilkbgretim
okulundaki 6grenci sayilari Milli Egitim Bakanligi MEBBIS (Milli Egitim Bakanligi Bilisim Sistemi) elektronik
veri tabanindan alinmistir.

Veri Toplama Araci

Arastirmada gelistirilen anketin kisisel bilgiler bolimi 2 maddeden, ana bolim ise 25 maddeden
olusmaktadir. Anket maddeleri segenekler “Hi¢ Katilmiyorum (1), Arasira Katiyorum (2), Cogunlukla
Katiliyorum (3) ve Tamamen Katiliyorum (4)” seklinde siralanmistir. Ankette, puan aralik degeri; aralik
sayisi (3), secenek sayisina (4), (3/4=0.75) bélinerek soyle tespit edilmistir (Tablo 2).

Buna gore yapilan arastirmada; ortalamanin “cogunlukla diizeyi”nde yani (X=2.50) ve (izeri olmasi
ogrencilerin gorislerinin  “yeterli” oldugu seklinde kabul edilmis ve yorumlanmistir. Gegerlik ve
givenirlik galismasi icin hazirlanan anket; érnekleme girmeyen Emirdag ilgesindeki baska bir ilkogretim
okulundaki toplam 30 6grenciye 20 gin ara ile uygulanmis olup iki uygulama arasindaki “Pearson
Korelasyon Katsayisi” r = .710 bulunmustur. Anketlerden elde edilen veriler “SPSS 13.0 for Windows
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(Statistical PackageForSocialSciences)” paket programina yiiklenmis ve anketin i¢ glivenirligi igin
hesaplanan “Cronbach (Alpha)” katsayisi .803 olarak bulunmustur.

Tablo 2.
Anket Puan Tablosu ve Degerleri.
Secgenekler Puan Alt-Ust Sinir ~ Puana Karsilik Gelen Yorum
Hi¢ katilmiyorum 1.00 1.00-1.74 Hi¢ diizeyinde
Arasira katiliyorum 2.00 1.75-2.49 Arasira diizeyinde
Cogunlukla katiliyorum 3.00 2.50-3.24 Cogunlukla diizeyinde
Tamamen katiliyorum 4.00 3.25-4.00 Tamamen diizeyinde

Verilerin Toplanmasi

Veriler 2010-2011 bahar yariyilinda, ¢alisma evreninde bulunan ilkégretim okulunun 6.-8. siniflarinin
sadece B subelerindeki 6grencilere anket (kisisel bilgiler boliminde 2, ana bolim de 25 madde olan)
uygulanarak toplanmistir.

Verilerin Analizi

Arastirma ile ilgili literatir taramasi yapildiktan sonra, ilkdgretim okullarinda goérevli yonetici,
o6gretmen, rehber 6gretmen ve 6grencilerin ve uzman gorusleri de alinarak hazirlanan anketler, Emirdag
Kaymakamligindan uygulama izni alindiktan sonra Emirdag ilgesinde bulunan bir ilkégretim okulunun B
subesindeki 72 6grenciye uygulanmistir. Ancak 6grencilere uygulanan bu anketlerden geriye dénenler
arasinda yapilan incelemelerde 2 anketin ana bélimiiniin 6grenciler tarafindan eksik dolduruldugunun
anlasiimasi Gzerine gecersiz kabul edilmistir. Buna gére gecerli olarak kabul edilen ve isleme alinan anket
sayisi (72-2=70) olmustur. Arastirmada Ogrencilerin goruslerini yansitan veriler “SPSS 13.0” paket
programina kodlanarak kaydedilmistir. Birinci alt problem igin aritmetik ortalama ve standart sapma;
ikinci alt problem icin t-test ve tek yonli varyans analizi (ANOVA) yapilmistir. Yapilan tim istatistiksel
islemlerde anlamhhk diizeyi P < .05 alinmistir.

Ayrica uygulamaya katilan 6grencilerin anket maddelerine verdikleri cevaplara gore degiskenler
arasindaki korelasyonu hesaplamak icin birbiri ile iliskili olan ve ayni boyutu o6lcen degiskenlerin
gruplandiriimasina yonelik faktér analizi yapilmistir. Anket maddeleriyle ilgili toplam varyansin
faktorlerine iliskin korelasyon matrisi sonuglari asagidaki Tablo 3’te sunulmustur.

Tablo 3.
Toplam VaryanstaFaktérlere lliskin Korelasyon Matrisi.
Varyans Birikimli Varyans

Faktorler % %
1. Faktor 8.734 08.734
2. Faktor 8.392 17.127
3. Faktor 7.528 24.655
4. Faktor 7.435 32.090
5. Faktor 7.426 39.515
6. Faktor 7.286 46.801
7. Faktor 7.178 53.979
8. Faktor 6.224 60.203
9. Faktor 5.758 65.961

Tablo 3’e gore uygulanan anketteki 25 maddeye iliskin Olcegin 9 faktorli (boyutlu) oldugu
gorilmektedir. Bu 9 faktor toplam varyansin % 65.961’ini agiklamaktadir. Buna gore; birinci faktor
toplam varyansin % 8.734’lin(, ikinci faktor toplam varyansin % 8.392’sini, Uglincu faktor toplam
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varyansin % 7.528’ini, dérdiincl faktor toplam varyansin % 7.435’ini, besinci faktor toplam varyansin %
7.426’sin1, altinci faktor toplam varyansin % 7.286’sini, yedinci faktér toplam varyansin % 7.178'ini,
sekizinci faktor toplam varyansin % 6.224°Gnl ve dokuzuncu faktér toplam varyansin % 5.758’ini
actklamaktadir.

Bulgular
Kisisel Bilgilere Ait Bulgular

Emirdag ilgesinde bulunan ve Ornekleme alinan ilkégretim okulunun 6.-8. siniflarinda bulunan
ogrencilerin siniflarina gore sayilari ve cinsiyetlerine iliskin kisisel bilgilerine ait bulgular Tablo. 4’te
sunulmustur.

Tablo 4.
Ornekleme Giren Ogrencilerin Siniflarina Gére Cinsiyet Dagihmlari.

Ogrencilerin Siniflar

Cinsiyet 6/B 7/B 8/B Toplam
Kiz 16 14 20 50
Erkek 7 6 9 22
Toplam 23 20 29 72

Tablo 4’e gore kiz 6grencilerin sayisi 50 (% 69) ve erkek 6grencilerin sayisi ise 22'dir (% 31).
Orneklemde bulunan toplam &grenci sayisi ise 72dir.

Birinci Alt Probleme iliskin Bulgular

Arastirmanin birinci alt problemi olan “6.-8. sinif 6grencilerinin ilkégretim okullarinin temizlik ve
hijyenine iliskin gorusleri nelerdir?” sorusu ile ilgili bulgular Tablo 5’te sunulmustur.

Tablo 5’e gore 6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik ve hijyenine iliskin gorislerine
ait bulgulara gére; okul tuvaletlerinde siirekli sivi sabun bulunmaktadir (X=2.81), okulda &grencilerin
ictigi sularin kontrolleri siirekli yaptiriimaktadir (X=2.60), yagisli havalarda okulun i¢i camur olmamasi
icin gerekli tedbirler alinmaktadir (X=2.60), okulun uygun yerlerinde yeterince ¢6p kovasi bulunmaktadir
(X=2.61), derslikler teneffiislerde siirekli havalandiriimaktadir (X=2.72), 6grenciler elbiselerini temiz
tutma aliskanligi kazanmistir (X=2.90), okulun ici ve disi siirekli boya badana yapilmaktadir (X=2.62),okul
bahgesinde 6grencilerin oturabilecegi yerler bulunmaktadir (X=2.87), derslikler yeterince isinmaktadir
(X=2.57), bahcede 6grencilerin oyun oynayabilecegi yeterince oyun alani vardir (X=2.62), okul haserelere
(bit, pire, sinek gibi) karsi belli araliklarla ilaglanmaktadir (X=2.75), 6grencilere el yikama ve dis fircalama
gibi aliskanliklar kazandiriimistir (X=2.65), okulda saglikla ilgili belirli giin ve haftalar amacina uygun
olarak kutlanmaktadir (X=3.12) maddelerinin ortalamasi (X=2.50) ve iizerinde oldugu igin 6grencilerin bu
maddelerle ilgili gorislerinin “yeterli” oldugu bulgusuna ulasiimistir.

Yine ogrencilerin gorislerine gore; okul derslikleri siirekli temizdir (X=2.35), okulda &grencilerin
rahatlikla su icebilecegi musluklar mevcuttur (X=2.45), okulun kapi, pencerelerinin ve ders arac
gereclerinin siirekli temizligi yapilmaktadir (X=2.42), bulasici ve salgin hastaliklardan (A gribi, sarilik,
kizamik, sugicegi gibi) korunma yéntemleriyle ilgili dgrenciler siirekli bilgilendirilmektedir (X=1.88),
tuvaletlerde siirekli kagit havlu bulunmaktadir (X=2.11), okulda ¢épler zamaninda bosaltiimaktadir
(X=2.37), okul bahgesi siirekli temiz tutulmaktadir (X=2.44), 6grenciler sira ve duvarlarin karalanmamasi
icin duyarli davranmaktadir (X=2.42), 6grencilerin diizenli saglik kontrolleri yapilmaktadir (X=2.41),
okuldaki ilkyardim dolabinda acil durumlar igin siirekli malzeme bulunmaktadir (X=2.32), égrencilerin
kalorifer yada yakacak deposuna girmemesi icin gerekli tedbirler alinmistir (X=2.48), okulda 6ziirliler igin
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gerekli kolaylastirici tedbirler alinmistir (X=2.10) maddelerine katiim (X=2.50) altinda oldugundan
“yetersiz” oldugu bulgusuna ulagiimistir.

Tablo 5.

ilkégretim Okullarinda Temizlik ve Hijyenin Dederlendirilmesine iliskin Ogrenci Gériislerine Ait Aritmetik
Ortalama ve Standart Sapmalari.

Anket Maddeleri N X Ss
1. Okul tuvaletlerinde sirekli sivi sabun bulunmaktadir 70 2.81 1.10
2. Okul derslikleri surekli temizdir 70 2.35 1.04
3. Okulda 6grencilerin rahatlikla su icebilecegi musluklar mevcuttur 70 2.45 1.17
4. Okulda 6grencilerin igtigi sularin kontrolleri strekli yaptiriimaktadir 70  2.60 1.04
5. Yagish havalarda okulun i¢ci camur olmamasi icin gerekli tedbirler 70 2.60 1.12
alinmaktadir
6. Okulun kapi, pencerelerinin ve ders/arag¢ gereclerinin surekli temizligi 70 2.42 1.11
yapilmaktadir
7. Okulun uygun yerlerinde yeterince ¢op kovasi bulunmaktadir 70 261 1.03
8. Derslikler tenefflslerde stirekli havalandiriimaktadir 70 2.72 1.06
9. Bulasici ve salgin hastaliklardan (A gribi, sarilik, kizamik, sugicegi gibi) 70 1.88 1.08
korunma yontemleriyle ilgili 6grenciler siirekli bilgilendirilmektedir
10.  Tuvaletlerde siirekli kagit havlu bulunmaktadir 70 211 1.15
11.  Ogrenciler elbiselerini temiz tutma aliskanligi kazanmistir 70 2.90 .95
12.  Okulda ¢opler zamaninda bosaltiimaktadir 70 237 1.14
13.  Okul bahgesi strekli temiz tutulmaktadir 70 2.44 1.16
14.  Okulun igi ve digi stirekli boya badana yapilmaktadir 70 2.62 1.10
15.  Ogrenciler sira ve duvarlarin karalanmamasi icin duyarl davranmaktadir 70 2.42 1.13
16.  Ogrencilerin diizenli saglik kontrolleri yapilmaktadir 70 241 1.13
17.  Okuldaki ilkyardim dolabinda acil durumlar igin sirekli malzeme 70 2.32 1.07
bulunmaktadir
18.  Ogrencilerin kalorifer yada yakacak deposuna girmemesi icin gerekli 70 2.48 .86
tedbirler alinmistir
19.  Okul bahgesinde 6grencilerin oturabilecegi yerler bulunmaktadir 70 2.87 .75
20.  Derslikler yeterince isinmaktadir 70 2.57 1.08
21.  Bahgede 6grencilerin oyun oynayabilecegi yeterince oyun alani vardir 70  2.62 1.13
22.  Okul haserelere (bit, pire, sinek gibi) karsi belli araliklarla 70 2.75 1.01
ilaglanmaktadir
23.  Ogrencilere el yikama ve dis firgalama gibi aliskanliklar kazandirilmistir 70 2.65 1.15
24.  Okulda oziirlaler igin gerekli kolaylastirici tedbirler alinmustir 70 2.10 1.81
25.  Okulda saglkla ilgili belirli giin ve haftalar amacina uygun olarak 70 3.12 1.02
kutlanmaktadir
Genel aritmetik ortalama (X=2.53)

ikinci Alt Probleme iliskin Bulgular

ikinci alt problemde; “6.-8. sinif dgrencilerinin ilkdgretim okullarinin temizlik ve hijyenine iliskin
gorusleri arasinda cinsiyetleri bakimindan anlamh fark var midir?” sorusuna cevap aranmis olup bulgular
asagida Tablo. 6'da sunulmustur.

Tablo 6’ya gore 6.-8. sinif 6grencilerinin ilkégretim okullarinin temizlik ve hijyenine iliskin goéruslerinin
cinsiyet degiskenine gore fark olup olmadigini belirlemek amaciyla yapilan anketin t-test sonuglarina
gore sadece 7. maddede yer alan “okulun uygun yerlerinde yeterince ¢6p kovasi bulunmaktadir”
maddesinde kiz [t(68)= 2.428, p<.05] ve erkek oOgrencilerin [t(68)=3.047, p<.05] gorisleri arasinda
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anlaml fark oldugu, geriye kalan diger maddelerde ise 6grencilerin gorisleri arasinda anlamh farkhlik
olmadigi bulgusuna ulagiimistir.

Tablo 6.

ilkégretim Okullarinda Temizlik ve Hijyenin Dederlendirilmesiyle ilgili Maddelere Verilen Cevaplara Gére

Ogrencilerin Cinsiyetleri Bakimindan t-Test Sonuglari.

Madde Cinsiyet N X Ss t-deger Sd P
1 Kiz 49 2.653 1.164 1.896 68 .055
Erkek 21 2.579 217
5 Kiz 49 2.408 1.039 .618 68 .538
Erkek 21 2.238 1.091
3 Kiz 49 2.530 1.156 797 68 428
Erkek 21 2.285 1.230
4 Kiz 49 2.632 .993 .398 68 .692
Erkek 21 2.523 1.167
5 Kiz 49 2.551 1.155 2.551 68 .581
Erkek 21 2.579 1.055
6 Kiz 49 2.428 1.118 .000 68 1.00
Erkek 21 2.428 1.121
7 Kiz 49 2.428 1.060 2.357 68 .021*
Erkek 21 3.047 .864
3 Kiz 49 2.857 1.040 1.563 68 123
Erkek 21 2.428 1.075
9 Kiz 49 1.775 .963 1.306 68 .196
Erkek 21 2.142 1.314
10 Kiz 49 2.061 1.197 1.225 68 225
Erkek 21 2.428 1.028
1 Kiz 49 2.938 .875 .519 68 .606
Erkek 21 2.809 1.123
12 Kiz 49 2.326 1.143 .928 68 .620
Erkek 21 2.476 1.167
13 Kiz 49 2.387 1.055 .603 68 .549
Erkek 21 2.571 1.325
14 Kiz 49 2.673 1.106 .516 68 .607
Erkek 21 2.523 1.123
15 Kiz 49 2.326 1.161 1.150 68 254
Erkek 21 2.666 1.064
16 Kiz 49 2.387 1.151 .297 68 .768
Erkek 21 2.476 1.123
17 Kiz 49 2.326 1.087 .024 68 .981
Erkek 21 2.333 1.064
18 Kiz 49 2.489 .868 .060 68 .952
Erkek 21 2.476 .872
19 Kiz 49 2.898 .770 444 68 .659
Erkek 21 2.809 .749
20 Kiz 49 2.612 1.114 478 68 634
Erkek 21 2.476 1.030
27 Kiz 49 2.612 1.169 .183 68 .855
Erkek 21 2.666 1.064
2 Kiz 49 2.775 1.005 .230 68 .819
Erkek 21 2.714 1.055
23 Kiz 49 2.591 1.171 721 68 473
Erkek 21 2.809 1.123
2 Kiz 49 2.061 1.179 417 68 .678
Erkek 21 2.190 1.209
25 Kiz 49 3.163 1.007 432 68 .667
Erkek 21 3.047 1.071
Genel Kiz 2.515 .268 .949 68 .346
Erkek 2.579 271
p>.05

*p<.05 oldugunu gostermektedir.
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Ancak 7. maddedeki kiz ve erkek 6grencilerin gorisleri arasindaki bu farklilik anket maddelerin timi
Uzerinde anlamli fark olusturmamaktadir. Clinki tim anket maddelerine verilen cevaplar incelendiginde
kiz [t(68)=2.515, p>.05] ve erkek Ogrencilerin [t(68)=2.579, p>.05] gorisleri arasinda anlaml fark
olmadigi bulgusuna ulasilmistir. Ancak kiz 6grencilerin gorusleri (X=2.515) erkek &grencilerin
gorislerinden (X=2.579) daha olumsuz oldugu anlasiimaktadir.

Yine ikinci alt problemle ilgili olarak;6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik ve
hijyenine iliskin gorusleri arasinda siniflari bakimindan anlamli fark var midir? sorusuna cevap aranmistir.

Tablo 7.
ilkégretim 6.-8. Sinif Ogrencilerinin ilkégretim Okullarinin  Temizlik ve Hijyenine liliskin Siniflari
Bakimindan Genel Aritmetik Ortalama ve Standart Sapmalari.

N X Ss
6. siniflar 21 2.409 .267
7. siniflar 20 2.672 .205
8. siniflar 29 2.531 234
Genel 70 2.534 .254

Tablo. 7’ye gore 6. siniflarin ortalamasi (X=2.409), 7. siniflarin ortalamasi (X=2.672) ve 8. siniflarin
ortalamasi (X=2.531) dir. Buna gore 6. siniflarin ortalamasi yetersiz sinirlar iginde kalsa da 7. ve 8.
siniflarin ortalamasi yeterli sinirlar (X=2.50) igerisinde oldugu anlasiimaktadir.

Buna gore arastirmadan elde edilen bulgular bir bitin olarak degerlendirildiginde; 6.-8. sinif
ogrencilerinin ilkogretim okullarinin temizlik ve hijyenine iliskin anket maddelerine verdikleri cevaplarin
genel ortalamasi (X=2.534) oldugundan 6grencilerin ilkdgretim okullarinin temizlik ve hijyenine iliskin
gorislerinin “yeterli” sinirlar igerisinde kaldigi ve 6grencilerin ilkogretim okullarinin temizlik ve hijyeniyle
ilgili olumlu gorise -cogunlukla katihyorum diizeyinde- sahip olduklari anlasiimaktadir. Siniflarla ilgili
yapilan tek yonli varyans analizi sonuglari Tablo 8’de sunulmustur.

Tablo 8.
ilkégretim 6.-8. Sinif Ogrencilerinin ilkégretim Okullarinin  Temizlik ve Hijyenine iliskin Siniflar
BakimindanVaryans Analizi (ANOVA) Sonuclari.

Varyans Kareler Kareler

Kaynagi Toplami Sd Ortalamasi F P
Gruplararasi 16.102 21 .767
Grup igi 32.983 48 .687 1.116 .365
Genel 49.086 69 -

P>.05

Tablo 8’e gore 6.-8. sinif 6grencilerinin ilkogretim okullarinin temizlik ve hijyenine iliskin gorisleri bir
bitin olarak degerlendirildiginde; 6.-8. sinif Ogrencilerinin gorisleri arasinda siniflari bakimindan
[F(21,48)=1.116, P>.05] tek yonlu varyans analizi sonuglarina gore .05 dizeyinde anlamh farklihk
olmadigl bulgusuna ulasilmistir. Bu bulgu 6.-8. sinif 6grencilerinin ilkdgretim okullarinin temizlik ve
hijyenine iliskin goruslerinin benzer oldugunu géstermektedir.

Sonug, Tartisma ve Oneriler

Bu arastirmadan elde edilen” bulasici ve salgin hastaliklardan (A gribi, sarilik, kizamik, sucicegi gibi)
korunma yéntemleriyle ilgili 6grenciler siirekli bilgilendirilmektedir (X=1.88),” maddesine katilimin
yetersiz olmasiyla; Aytac (1990) tarafindan yapilan “Kirsal Alanda ilkokullarda Okul Saghg” adl
arastirmasindaki, yapilan fizik muayenede 6grencilerde rastlanan ilk 5 hastaligin sirasiyla, KBB (% 64.1),
dis hastalig (% 49.9), deri hastaligi (% 21.1), solunum yolu hastahgi (% 19.9), genital sistem hastaligi (%
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18.7) oldugu bulgularinin paralel olmasi glinimizde de 6grencilerin egitim kurumlarinda yeterince
temizlik aliskanhg ve hijyen bilinci bakimindan sagliklarini korumalarina yonelik bilgilendirilmedikleri
sorununun kismen de olsa devam ettigini géstermektedir.

Bu arastirmadan elde edilen “bahgede 6grencilerin oyun oynayabilecegi yeterince oyun alani vardir
(X=2.62)" bulgusuna katilimin yeterli olmasiyla, Ozdemir ve Yilmaz (2009) tarafindan yapilan, “ilkégretim
Okullari Bahgelerinin  Cocuk Gelisimi ve Saglikli Yasam Uzerine Etkilerinin incelenmesi” adli
arastirmasindan elde ettikleri, 6grencilerin bliylk bir boliminin (% 78.2) goris belirttigi oyun alani igin
okul bahgesinin ihtiyaci karsilamadigi bulgusu ile uyusmamaktadir. Ayrica yine bu arastirmadan elde
edilen “6grencilere el yikama ve dis fircalama gibi aliskanliklar kazandirilmistir (X=2.65)" bulgusuyla
Oztiirk vd. (2004) tarafindan yapilan “Okul Dénemindeki Cocuklarin Saghk Durumlarinin Belirlenmesi”
adl arastirmasindan elde ettikleri 6grencilerin % 47.3’lGnln dislerini glinde 2-3 kez fircaladigi bulgusuyla
da uyusmamaktadir. Yine bu arastirmadaki “okul tuvaletlerinde sirekli sivi sabun bulunduruldugu
(X=2.81)" bulgusu ile Yilmaz'in (2012a) “ilkégretim Okullarinin Fiziksel Yapilarinin Egitim ve Ogretim
Agisindan Degerlendirilmesi” ve (2012b) “Yatili ilkégretim Bélge Okullar Sorunlarinin Ogrenci Algilarina
Gore Degerlendirilmesi” adli benzer arastirmasindan elde ettigi “okullardaki tuvaletlerde sirekli sabun
bulunduruldugu” maddesine 6grencilerin olumsuz goris bildirmeleri ile de paralel olmadigi séylenebilir.

Buna goére arastirmadan elde edilen tim bulgular degerlendirildiginde; 6.-8. sinif 6grencilerinin
ilkégretim okullarinin temizlik ve hijyenine yonelik 6grencilerin anket maddelerine verdikleri cevaplarin
genel ortalamasi (X=2.53) oldugundan 6grencilerin ilkégretim okullarinin temizlik ve hijyenine iliskin
gorislerinin “yeterli” sinirlar icerisinde kaldig1 ve arastirma yapilan ilkdgretim okulu ile ilgili olarak
ogrencilerin temizlik ve hijyen bakimindan olumlu goérise sahip olduklari sonucuna ulasiimistir.

Ancak ilkogretim okulunda 6grencilerde temizlik aliskanhgi ve hijyen bilincinin kazandiriimasi ve daha
da gelistirilebilmesi icin;

ilkdgretim okullarinda 6grenciler ayni derslik iginde egitim o6gretim goérdigii géz 6niinde
bulunduruldugunda bu ortamlarin siirekli temiz tutulmasi igin gerekli 6nlemler alinabilir. Bu énlemler
gerektiginde okulun kapi, pencere ve ders arag¢ gereclerinin “Egitim Kurumlar Temizlik Rehberi”
dogrultusunda gunliik, haftalik ve aylik periyotlarda temizlemek suretiyle yapilabilir. Burada okul
madarligianin sorumlulugu oldukga fazladir. Yine gerektiginde okul-aile birligi araciligiyla yardimci
hizmetli de tutulmasi yoluna gidilebilir. Ayrica 6grencilerde okul ve bolimlerini temiz tutma davranisi
kazandirmak igin rehber 6gretmenler ve sinif 6gretmenleri is birligi icinde 6rnek ¢alismalar (en temiz sinif
secimi gibi) yapabilir. Gerektiginde yakin ¢evrede temizligi nedeniyle “Beyaz Bayrak” (belirli 6lgitlere
goére yapilan degerlendirme sonucunda temiz oldugu belirlenen okullara belli sireligine verilen bayrak)
almis olan 6rnek okullar da ziyaret edilebilir. Bunun yani sira sosyal etkinlikler kapsaminda kurulan kultip
calismalari ¢cercevesinde temizlik kultipleri kurularak bu kapsamda “toplum hizmeti” calismalarina agirlik
verilebilir.

ilkégretim okullarinda 6grenciler sehir suyuna bagh musluklardan su igmektedir. Bu musluklar
genellikle okul bahgesinde bulunmaktadir. Hava sartlarindan ve kullanilan malzemeden dolayr musluklar
da asinmalar ve kirlenmeler olabilmektedir. Bu nedenle musluklar 6grencilerin her tiirli hava sartlarinda
rahatlikla yararlanabilecegi konumda diizenlenmeli ve temizligine de ayrica dikkat edilmelidir. Yine
tedbir olarak su kesintileri icin en az okulun bir ginliik su ihtiyacini karsilayacak biyuklikte su deposu
veya tanki bulundurularak periyodik olarak (6 ayda) temizlikleri kontrol edilmelidir. (Ozel Ogretim
Kurumlarina Ait Standartlar Yonergesi, 2012). Yine bahge diizenlemeleriyle ilgili musluk yerlerinin tespiti,
bahgenin yesillendirilmesi, oyun bélimleri ayrilmasi, dinlenme yerleri yapilmasi, ¢ép kutusu yerlerinin
saghk sartlarina uygun olarak belirlenmesi icin gerektiginde Milli Egitim Bakanligi ve diger kurumlar
arasinda (2011) imzalanan protokol geregi “Okullar Hayat Olsun Projesi” ¢ercevesinde belediyelerle is
birligine gidilebilir.
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ilkdgretim okullarindaki 6grencilerin bulasici ve salgin hastaliklardan (A gribi, sarilik, kizamik, sugicegi
gibi) nasil korunacaklari ile ilgili siirekli bilgilendirilme yapilmasi koruyucu saglik bakimindan énemlidir.
Bu konuda belli ddnemlerde uzman saglik personeli okula davet edilerek 6grenci, 6gretmen ve velilere
yonelik bilgilendirici panel, konferans, sempozyum diizenlenebilir, brosiir dagitilabilir ve gerektiginde
yerel basindan da faydalaniima yoluna gidilebilir.

ilkégretim okullarinda tuvaletlerde siirekli sivi sabun, kagit havlu bulundurulmasi, salgin hastaliklarin
onlenmesi ve 6grencilere temizlik aliskanhgi ve hijyen bilinci kazandiriimasi bakimindan énemlidir. Bu
konuda Milli Egitim Bakanhgi okullara dogrudan 6denek aktarabilecegi gibi okul-aile birlig§inden de imkan
dahilinde gerekli maddi destek saglanabilir.

ilkégretim okullarinda &grencilerin diizenli saglik kontrollerinin (KBB, cilt, dis, gdz vb.) yapilmasi icin
il/ilce milli egitim mudurlugu ve il/ilce saghk muadurlaga isbirligine gidebilir. Yine 6grencilerin saghk
kontrol ve tedavi bilgileri e-okul sisteminden (6grencilerin bilgilerinin elektronik olarak internet
Uzerinden islenen kisisel bilgiler modili) 6grencilerin kisisel sayfasina islenebilir. Bu durum gerektiginde
diger 6grenimlerini de (ortadgretim, Universite) kapsayacak sekilde devam ettirilebilir.

ilkdgretim okullari 6grencilerin toplu olarak yasadiklari yerler oldugu géz éniinde bulunduruldugunda
herhangi bir diisme, yaralanma halinde basit ilk tibbi miidahale yapilabilmesi icin ilkyardim dolaplarinda
surekli ilkyardim malzemesi bulundurulmasi gerekliligi ortaya ¢ikmaktadir. Bu konuda gerektiginde il/ilce
saghk mudurliklerinden, okul-aile birliginden, eczanelerden yada gonilli velilerden maddi destek
saglanabilir.

Ayrica ilkdgretim Kurumlar Yénetmeligine (2003) gore ilkdgretim okullarinda saghk personeli
bulundurulabilecegi hiikmii getirilmistir. Bu uygulamada pek gériilmese de imkan dahilindeki ilkdgretim
okullarinda saglik personeli bulundurulmali bu da miimkin degilse ayni egitim bolgesinde (birbirine
yakin 5-10 ilkdgretim okulu bir egitim bolgesidir) yer alan merkezi bir okulda ¢ocuk doktoru, okul
hemsiresi gorevlendirilerek diger okullara da hizmet verecek sekilde dizenleme yapilmasi yoluna
gidilebilir.

Tirkiye'de ilkogretim okullari mecburi egitim ve 6gretim kurumlari olarak kabul edildiginden bu yas
grubundaki 6grencilerin 6zel durumlar (protez, seker hastaligi, tibbi cihaz kullanma, alerji hastaliklari
gibi) gb6z onldnde bulundurularak gerektiginde Milli Egitim Bakanhg ve Saglik Bakanligi isbirligi
cercevesinde bu tlr oOgrencilerin silrekli kontrol altinda bulundurulmalarina, ihtiyaglarinin
karsilanmalarina ve destek olmaya yonelik siirdiirilebilir genel saglik politikasi uygulamaya konulabilir.
Cunkd saglikh cocuklarin saghkli gelecek ve saglikli nesiller oldugu unutulmamahdir.
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Introduction

The need for a more social and critical linguistics which focuses on language use and language as
action and communication in social and cultural contexts was one of the main factors in the emergence
of pragmatics. Unlike Chomskyan linguistic view, pragmatic point of view perceives language as situated
in relation to its users who are “more than producers of linguistic forms”(Duranti, 2001, p.5). Pragmatics
addresses language users from a broad perspective including specific societal factors such as schools,
families, which are considered to have fundamental impact on the speakers. Languages are created by
human interaction, and thus should be referred in relation to its users’ contexts (Mey, 2001; Delen and
Tavil, 2010). These social and cultural contexts of use are not static but dynamic and meshed in the
continually changing surroundings where speakers live and interact (Mey, 2001).

Situating language in its users’ contexts encompasses the forms of language and the forms
associated with the dominant and, at the same time, subordinate social categories. Philips (2004)
emphasizes the creation and reproduction of inequality through language. The author suggests four key
areas in this development: “language use and the regulations of turns in bureaucratic settings, including
classrooms, courtrooms, clinics; gender and language, with a focus on the inequalities created through
men’s greater involvement in public genres of discourse; language and political economy and
inequalities created by lack of prestige amongst the economically disadvantaged; language and
colonialism and the impact of colonial cultural systems on the language and the culture of the
colonized” (p.476).
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Literature Review
The reflection of gender identity

Gender identity, as one of the components of individual identity, determines ‘female’ roles for
women and ‘male’ roles for men. These roles constitute the behaviors, attitudes, interests and skills that
a culture considers appropriate for males and females. Like the other features of identity, gender
identity and the roles it attaches to individuals are not stable but dynamic. The interference by every
culture to assign particular traits to these dynamic roles is referred to as ‘gender stereotyping’ (Mkuchu,
2004). The assumption underlying stereotyping is that the associated attributes of men apply to all men
and those of women apply to all women. This female-male differentiation is the result of both
environmental influences and the identity, concepts, preferences, skills, personal attitudes and
behaviors individuals develop starting from their childhood consistent with the definitions of genders in
the individual’s culture (Arslan, 2000).

The images of male and female identities in societies are shaped and reflected frequently by the
help of media, education, traditions, norms and other societal regulations (Coates, 1986). As de Beavoir
(1953) emphasizes, people are not born as women but they are raised as women. Although there are
relative differences among cultures in respect to gender equality and its reflections in societal
regulations, researchers mostly agree that males are attributed predominant roles compared to females
in almost all cultures.

Research in the field of discourse has revealed many examples of this inequality (e.g. Coates, 1986;
Helinger & Bussmann, 2001; Poulou, 1997). For instance, the study conducted by Akilnal (1998) ideology
in media discourse indicated that media presents the image of women as having subservient status
when compared to the image of men. Compiling and analyzing samples of television advertisements
based on critical discourse analysis, the researcher concludes that the women are reflected as having
certain, traditional stereotypes with an image that has subservient roles, such as looking after children
and husbands, cooking, or tidying up and that these images are reinforced by the media by producing
and underlining the role-appropriate behaviors tailored to women in the society.

Gender stereotyping in Turkish language

Language is commonly viewed as the symptom of social inequality rather than being the reason for
such inequality. Genders are attributed specific roles within cultures and these roles are maintained,
shaped and transferred through language. As any other language, Turkish language conveys the
reflection of gender stereotyping. The dictionary published by official Turkish Language Institution
reveals the stereotypes tailored to males and females in Turkish culture. The study conducted by
Cubukcu, Esme and llerten (2009) attempted to analyze how the images of female and male population
are reflected by lexemes used in Essential Turkish Dictionary (TDK, 2005). Scanning the lexemes that
directly portray female and male population, it was indicated that the Essential Turkish Dictionary
reflects males predominant over females both quantitatively and qualitatively regarding social status,
sexuality, physical appearance and reproduction.

Gender stereotyping and foreign language learning

As one of the most influential device in the imposition of the normative expectations of a society,
education aids each generation to take over the process of cultural accumulation from where the
previous generation has left (Tasmajian, 2000). In the process of transferring the cultural heritage, it also
serves the imposition of gender stereotyping, which is well noted in the literature to have negative
effects on individuals (see Arslan, 2000; Davies, 1995; Esen & Bagh, 2002; Helvacioglu, 1996; Michel,
1986). When exposed to a different society’s norms and stereotypes through language learning,
learners’ identity is reshaped under the gender role representations presented in course books and the
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instruction they receive (Helvacioglu, 1996). Since gender stereotyping in education perpetuates and
reinforces the existing inequality between males and females both in the schooling system and in the
community at large, the elimination of gender stereotyped messages is vital.

Theories of foreign language pragmatic learning suggest that learners need to be provided with
sufficient input to become pragmatically competent and to acquire “the ability to understand and
produce socio-pragmatic meaning with pragma-linguistic conventions” (Kasper & Rose, 2002, p. 318).
Delen and Tavil (2010) refer to this ability as ‘pragmatic competence’. Without this competence,
learners who are fully competent of producing grammatically correct sentences may end up with
pragmatically inappropriate utterances causing breakdowns in communication (Bardovi-Harlig &
Dérnyei, 1998; Bardovi-Harlig & Hartford, 1996). Thus, learners should be provided a learning
environment where they can experience the functions in context and acquire pragmatic competence

Teaching pragmatic competence effectively in second language learning environment can be
achieved by exposing the learners to relevant input features in appropriate amount and type (Schmidt,
2001). This necessitates learners attentive involvement “to the action that is being accomplished, the
linguistic, paralinguistic and non-verbal forms by which the action is implemented, its immediate
interactional or textual context, and the dimensions of the situational context that are indexed by
linguistic and pragmatic choices”(Kasper & Roever, 2005, p. 318). When such a teaching environment is
provided, learners can develop pragmatic and sociolinguistic knowledge and perform effective
communicative action with target forms. For Blum-Kulka (1991) this is even easier for especially adult
second language learners since they are already competent in one language and can draw on pragmatic
universals and L1 transfer of discourse.

Throughout language learning, learners should be involved in social practices to identify the
interrelationships of sociopolitical contexts and social identities (Kasper & Rose, 2002). Brown and
Levinson (1987) refers to this ability as ‘socio-pragmatic competence’ by which the learner
acknowledges the relationships between communicative action and power, social distance and the
imposition associated with a past or future event (Kasper & Roever, 2002) as well as recognizing mutual
rights and obligations and taboos (Thomas, 1983).

In foreign language learning surroundings, a great amount of the input students receive is provided
by course books along with the teacher. Although many researchers claim that language teaching course
books have problems regarding authenticity and coverage of important aspects, they agree on the
important role they have in the formation of pragmatic competence of language learners (e.g. Delen &
Tavil, 2010; Ellis, 1994; Salazar Campillo, 2007).

Under the exposure to a new language and culture associated with it, pragmatic theories developed
in second language learning research suggest that learning a foreign language affects learners’
identities. They view learners who are exposed to a new and different culture via language as reflective
agents in the continuous process of identity reformation (e.g. Block, 2007; Kanno, 2003; Norton, 1995;
Pavlenko & Lantolf, 2000). Boxer and Cortés-Conde (1997) argue that, in an attempt to acquire foreign
language pragmatic competence, the learner develops a relational identity which refers to “participants’
construction of a new identity built on their past, present, and future relationship” (p. 282). Via
interaction with target language input, identity reflects an individual’s relationship with the external
environment through the identification with discourses and the complex and recurrent interactions
between the individual and the social (Gu, 2010).

Moving from these discussions, the aim of this study is to identify indications of gender role
stereotyping in the texts in English teaching course books used at the first year of university education in
Turkey. The data gathered from four widely used course books was analyzed using detailed textual
analysis (Fairclough, 2003) so as to identify and categorize stereotyped roles for females and males.
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Content analysis was conducted to interpret the data from texts. The findings depict the gender roles in
course books and outline the relationship between the elements of linguistic features of texts and the
way they function in reinforcing gender stereotyping.

Method
Data Collection Procedure

In order to find out how gender identities are reflected in English teaching course books, four books,
namely “Speak out’, ‘Outcomes’, ‘New Success’ and ‘Language Leader’ in pre-intermediate levels, have
been analyzed. As a result of systematic content analysis method, features attributed to women and
men identity in all tasks in these course books are elicited and classified. As suggested by Hodkinson and
Hodkinson (1999), the researchers followed “stakeholder research” model, where the data was analyzed
in three steps. First, the course books were analyzed by the two researchers independently. In the
second step, the findings from the preliminary analyses were cross-analyzed and evaluated by the
researchers. Finally, two researchers discussed and finalized the categories emerged from the analysis.

Results

As a result of the content analysis, the findings are grouped under three main categories: (1)
attributions of professions, (2) attributions of personality features, and (3) attributions of physical
appearance. The results are presented in three parts respectively.

Attributions of Professions

First of all, the analysis of the data has revealed the frequencies of professions attributed to male
and female population. The attributions are grouped in ten major categories as displayed in Table 1.

Table 1.
Professional Attributions for Males and Females.

Female Male Total

F % F %

Arts 29 26.1 82 7338 111
Business 23 44.2 28 53.8 52
Science 7 225 24 774 31
Medicine & Health 7 28 18 72 25
Illegal jobs 2 8 23 92 25
Media 7 53.8 6 46.1 13
Government Services 5 41.6 7 583 12
Politics 2 222 7 777 9
Education 6 85.7 1 142 7
Sports 2 50 2 50 4
Others 8 40 12 60 20
Total 98 31.8 210 68.1 308

As Table 1 shows, the most frequently profession category is arts, which is mostly used for males
(73.8 %). Business related professions are second highly used jobs with almost equal attribution
frequencies for males (53.8 %) and for females (44.2 %). On the other hand, science, as the third most
frequent occupational area, has significantly higher frequency for males (77.4 %). Males also have
significantly higher frequency rates for medicine and health (72 %), illegal jobs (92 %) and politics (77.7
%). The professions with higher frequencies for females are related to only educational field. The results
show that males and females have relatively equal attributions in the field of business, media,
government services and sports. The least commonly used job for males is education (14.2 %) whereas

93



Meral SEKER & Ayca DINCER — Cukurova University Faculty of Education Journal, 43(1), 2014, 90-98

for females, arts (26.1 %), science (22.5 %), medicine and health (28 %), illegal jobs (8 %) and politics
(22.2 %) are less commonly used compared to males. From the analysis, it can be implied that specific
fields of occupations are attributed to females (i.e. education) and some others to males (i.e. arts,
science, medicine and health, illegal jobs, and politics). This can be inferred as educational jobs are more
appropriate for females and less for males. At the same token, jobs related to science, arts, politics,
medicine and illegal jobs are mostly possessed by males.

Attributions of Personality Features

Table 2 displays the personality features attributed to males and females. The features are grouped
under five main categories: intellect, social relations, psychological state, sense of responsibility and
physical strength. Each category has a sub-classification dividing the attributions into normally desired
and undesired features.

As Table 2 shows, out of 266 personality features, 156 (58.6 %) of them used to refer to males and
110 (41.3 %) of them were used for females. The majority of all attributions used for males falls under
desired sub-category (65.5 %). The highest rate for all five categories for males is social relationship
(36.5 %), the majority of which were desired adjectives (66.6 %). The other high attribution for males
belongs to psychological state (25.6 %) and intellect (19.8 %). While males are mostly referred to
negatively in terms of psychological state (60 %), they are attributed very positive qualities regarding
intellect (87 %). The references used for males in terms of sense of responsibility and physical strength
are relatively lower but mostly positive (65 % for sense of responsibility and 100 % for physical strength).
Males are not referred to negatively in terms of physical strength.

The results reveal lower attributions used for females (41.3 % of all attributions) compared to those
used for males. The majority of all attributions are under desired subcategory (65.4 %). The highest rates
of the adjectives associated with females are under sense of responsibility (36.3 %) and secondly under
social relationships (32.7 %). Positive attributions under these categories are significantly higher than
the negative ones (75 % of sense of responsibility and 69.4 % of social responsibility). In terms of
psychological state, females are more frequently referred to using undesired adjectives (65.3 %).

There is no undesired adjectives for intellect and physical strength used for females, though the
frequency of them under these categories are significantly lower than the adjectives attributed to
males. Out of 37 attributions used for both genders, 83.7 % of them are used for males whereas only
16.2 % of them are used for females.

The overall comparison of the personality attributions used for males and females indicates that
there are more attributions for males in total (58.6 %) than females. Males are more frequently referred
to in terms of intellect, social relationships and psychological state. On the other hand, females are
mostly attributed personality features of sense of responsibility, social relationships and psychological
state. The attributions regarding intellect and physical strength are significantly lower for females than
those used for males. Also, a higher percentage of psychological state attributions are under undesired
subcategory both for females (65.3 %) and for males (60 %).

To sum up, while males are represented as holding positive qualities for intellect, social relationships

and physical strength, females are represented as having strong sense of responsibility and desired
social relationship qualifications.
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Table 2.
Personality Attributions for Males and Females.
Intellect Social Relationship Psychological state Sense of responsibility Physical Strength
Desired Undesired Desired Undesired Desired Undesired Desired Undesired
Female inspirational (2} - friendly (8} angry [5) Determined [8) careless(4) active (2] -
talentad (2] Caring[3) demanding 4] succaessful [7) messy (4]
not stupid(1) Tolerant [2) anxious(2) dedicated (4]  not serious aboutjobfl)
creativa(l) helpful (3} jealous(2) Meat (4] lazy (1)
good sense of Strict (2] responsible [3)
humaor (2} not confident (2)  hardworking [2)
Popular (2} Tidy[2)
generous [2)
kind [1)
outgoing [1)
graat (1)
talkative [1)
Total [ 26 a0 2 -
Male intelligent (7} stupid (2} Helpful (&) adventurous [4) Strict (4] successful (7] lazy (4) active [4) -
creative [8) unimaginative (1) Caring (4] impatient(4) hardworking (4] careless(2) energatic [2)
revolutionary [2) Kind [4) mad [2) punctual (2} disorganized [1) strong (2}
Wise [2) friendly (3} angry (2]
smart (2} pleasant [3) unhappy [2)
imaginative (2} attractive (2] introvert [2)
remarkable (2} funny(2) serious(2)
intellectual (1) leader (2} selfish (2]
clever (1) polite (2} ageressive (2]
interesting [2) sad (1)
competitive (2) hypochondriac(1)
famous (1)
outgoing [1)
generous (1)
popular (1)
important (1)
graat (1)
Total 31 a0 20 2 -

95



Meral SEKER & Ayca DINCER — Cukurova University Faculty of Education Journal, 43(1), 2014, 90-98

Attributions of Appearance

Another category that emerged from the analysis is physical appearance attributions. Although the
number of these attributions is lower that professional and personality features, they indicate different
portrayals for each gender. The findings are presented in Table 3.

Table 3.
Physical Appearance Attributions for Males and Females.
Hair Eyes Height Weight Age Opinion Total
Female Long (3) Brown (2) Tall (1) Slim (2) Young (4) Pretty (3)
Blond (3) Green (1) Short(2) Middle weight (1)
Short (1) Fit (1)
Total 7 3 3 4 4 3 24
Male Short (3) Blue (2) Tall (5) Overweight (1) Young (8) Ugly (1)
Dark (1) Fit (1) Handsome (1)
Good
looking (5)
Nicely
Dressed (1)
Total 4 2 5 2 8 8 29

The physical appearance attributions used for both genders are 53 in total. 54.7 % of them are used
for males and 45.2 % of them are attributed to females. Most of the attributions for males are used for
opinion and age features. As for females, the most frequent ones are hair, weight and age.

The most frequent description adjectives used for females depict a “short, slim, young and pretty
woman with long blond hair and brown eyes”. As for males, the depiction is a “tall, young, good-looking
man with short dark hair and blue eyes”. For weight, no clear specification is used for males.

Overall, the number of physical attributions for both genders is relatively lower compared to other
attributions. The reason may be that course book series usually focus on more concrete physical
concepts at elementary and / or beginner level, and move to more abstract and detailed descriptions on
higher proficiency level books. In this level, most of the attributions used for both genders are for
personality, followed by jobs and physical appearance. However, from the appearance attributions that
these books contain, women and men are portrayed in a specific way via the frequency of the adjectives
used for them.

Discussions and Conclusion

The study aimed to identify the attributions for males and females which implicitly reinforce gender
stereotyping. The analysis revealed stereotyping in three levels. In terms of personality features, males
are more frequently referred to and had higher desired qualities when compared to females.
Attributions for intellect and physical strength are almost used to refer only to males. According to the
results, females have mostly desired features for sense of responsibility and social relationships. On the
other hand, males hold desired qualifications regarding social relationships, physical strength and
intellect. Another level of gender stereotyping is found at profession related attributions. Females are
sought to be only in educational occupations whereas males are frequently attributed professions in the
fields of business, medicine, politics and arts. When it comes to physical appearance, females are mostly
depicted as short, young, blond, and pretty while males are tall, young and good-looking.

These representations in the English course books mirror the roles tailored to both genders in the
society. The findings concur with Philips’s (2004) statement that males are usually represented in
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languages tacitly as having the intellectual and physical power. However, attaining gender equality in all
levels of the modern life still remains to be one of the targets. Therefore, it is necessary to reveal the
implications of gender stereotyping especially in educational field to be able to overcome the long male-
dominant gender ideology. In foreign language learning contexts, reflecting gender equality throughout
texts and tasks should be one of the course book selection criteria for educators and curriculum
planners. It is also important for teachers to identify such implications and neutralize them with the help
of classroom instruction.

Further studies should be conducted conveying a wider range of course books and gather learners’
reflections on gender stereotyping. Also, foreign language teachers’ opinions and suggestions should be
investigated in order to provide substantial steps toward a society where equality is reflected in all
levels.
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Introduction

C'est de La Vie des douze Césars de Suétone que Camus s’inspire pour écrire Caligula. La premiére
version, sur laquelle Camus revient plusieurs fois, remonte a 1937, et la derniére, a 1958.

Caligula a été pensé comme une des parties de la trilogie que I’écrivain appelle lui-méme « le cycle
de I'absurde », s’insérant entre L’Etranger et Le Mythe de Sisyphe. Grace a des genres différents, Camus
a approfondi la notion qui était, avant la guerre, au coeur de sa réflexion philosophique. Homme de
théatre par vocation, il indique ainsi que la scene lui offrait un moyen d’illustrer ses idées.

Dans cette piece, I'auteur met en scéne la tragédie d’'un homme: un empereur assoiffé de pouvoir
sans limites, un Romain tyrannique qui impose la logique d’'un empereur fou. En somme, nous voila
confrontés a un roi qui parle follement d’un besoin d’impossible. Pourquoi et comment un roi arrive-t-il
a un tel désir et une telle pulsion? Comment un tel empereur « parfait » et « aimable » en vient-il a
devenir « cruel », « meurtrier », « atroce » et méme « fou » ?

Albert Camus et son théatre ont déja fait I'objet d’un flot de critiques. Mais malgré de multiples
études, le théatre de Camus mérite encore que I'on s’y intéresse, surtout que Caligula semble étre la
production dramaturgique la plus riche de Camus. Au-dela de la piéce, analysons plutot ce curieux
protagoniste si ambigu de plus pres, ainsi que les relations qu’il entretient avec les autres personnages.

Caligula Avant La Mort De Drusilla
(Un empereur « aimable », « un empereur parfait »)

Le Premier Patricien: Pourquoi s’inquiéter a I’'avance? Attendons; il reviendra peut-étre comme il est
parti.
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Le Vieux Patricien: Je I'ai vu sortir du palais. Il avait un regard étrange (Camus, 1958, p. 16).

La piece débute par I'attente des patriciens qui dure depuis trois jours, et I'inquiétude est au rendez-
vous. En effet, voici le contexte dans lequel le dramaturge nous plonge: I'empereur est parti sans laisser
d’explications. Les dialogues échangés entre les patriciens aménent le jugement du spectateur a se
focaliser sur le passé du roi; les deux premieres scenes de |'acte premier font appel a ce qui se passait
avant le début de la piece. Quelles qualités peuvent susciter un tel intérét pour un empereur?

Caligula est, comme le présente Camus pour I'édition américaine de sa piece, « un prince
relativement aimable jusque-la [...] et Son réegne commenga d’ailleurs, dans la douceur et la sagesse »
(Camus, 1962, p. 1727). En fait, avant la mort de Drusilla, son régne était bien accueilli; on disait méme
gu’il entretenait de bonnes relations avec son peuple. C'est donc avec grand regret que Cherea annonce
: « Mais tout allait trop bien. Cet empereur était parfait » (Camus, 1958, p. 18) ; « Ce garcon aimait trop
la littérature. [...] Un empereur artiste » (Camus, 1958, p. 21).

Homme de lettres et intellectuel, Cherea se distingue non seulement par ses qualités d’érudit, mais
aussi par sa proximité avec 'empereur; Caligula le prend en effet comme confident et récompense son
savoir en le qualifiant méme de « littérateur ».

La distance entre Caligula et Cherea jalonne deux dges de la vie, deux aspects opposés de Camus,
deux époques dans sa réflexion. Lorsque la piece fut créée en 1945, il se sentait en harmonie avec
I’humanisme de Cherea et dans ses commentaires il fera le procés de I'empereur fou. [...] Mais quand
Camus méditait sur sa piéce en 1938, c’est évidemment la frénésie de Caligula qui I'intéressait (Onimus,
1965, p. 79).

Le discours de Cherea brosse le portrait d’'un empereur doux et réfléchi. Notamment grace a ce
personnage, la poésie tient une place importante dans la piéce. Sa réplique « j’aimerais mieux qu’on me
laisse a mes livres » (Camus, 1958, p. 22) laisse deviner sa passion pour la culture et son niveau
d’intellect. Un autre personnage important, Scipion, est caractérisé par son statut de « poéte ». La scéne
du concours de poésie organisé par Caligula met en évidence la valeur de la poésie dans la piéce et laisse
deviner que Camus voulait mettre en avant I'érudition littéraire dans son ceuvre.

Plusieurs voix rappellent au cours de la piece que Caligula est délicat, généreux, juste, comme le dit
le jeune poéte Scipion:

Je I'aime. Il était bon pour moi. Il m’encourageait et je sais par cceur certaines de ses paroles. Caligula
disait que la vie n’est pas facile, mais qu’il y avait la religion, I’art, I'amour qu’on nous porte. Il répétait
souvent que faire souffrir était la seule facon de se tromper. Il voulait étre un homme juste (Camus, 1958,
p. 30).

Ces propos donnent le ton de la piece: Caligula a donc jadis vu I'art, la religion ou 'amour comme un
refuge contre la réalité. Il trouvait que I'art, la religion et 'amour étaient des remedes suffisants contre
la douleur de la condition humaine. Plus loin, dans la scéne 6, on est encore mis au courant d’autres
qualités de Caligula; Scipion fait apparaitre les diverses facettes du personnage: un roi qui réussissait a
attirer la confiance et I'attention du palais, il était tendre et méme altruiste: « Il répétait souvent que
faire souffrir était la seule fagon de se tromper ». Quant a Hélicon, un autre patricien, il voit en lui un
idéaliste:

Mais si Caius se met a comprendre, ajoute-t-il, il est capable au contraire, avec son bon petit cceur, de
s’occuper de tout (Camus, 1958, p. 29).
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L’ensemble des propos dont le lecteur est témoin dans les premieres scenes de I'acte | révele que
c’est la disparition de 'empereur, a la suite de la mort de Drusilla, qui bouleverse I'équilibre parfait qui
régnait jusqu’alors. Comment un roi si sympathique et recueillant autant de qualités peut-il devenir «
cruel » voire « criminel » ? A ce propos, Chapoutot (2006, p.4) explique que:

Caligula n'est pas d'essence criminelle, méme s'il en a adopté I'existence. Pour que I'hnomme qu'il était
ait fait un tel choix et soit devenu I'empereur insensible et cruel que nous connaissons et voyons, il faut
qu'il y ait eu rupture, une catastrophe fondatrice, inaugurale, que le thédtre met en scéne.

La catastrophe en question est bien sir la mort de Drusilla, et c'est sur cette catastrophe que s'ouvre
la piece débutant par ces deux mots : « Toujours rien » (Camus, 1958, p.20). Une telle ouverture laisse
deviner I'atmosphére d’inquiétude et de désespoir qu’a laissé Caligula derriére lui. La quéte pour le
retrouver reste vaine. L’Etat a perdu son chef. Scipion témoigne qu’avant sa fuite, il était comme
tétanisé:

Il s’est avancé vers le corps de Drusilla. Il I'a touché avec deux doigts. Puis il a semblé réfléchir,
tournant sur lui-méme, et il est sorti d’un pas égal. Depuis, on court apreés lui (Camus, 1958, p. 20).

Caligula a touché le cadavre de sa bien-aimée Drusilla, puis il se retire en chancelant et disparat.

Quand il reviendra au palais impérial ce ne sera plus le méme homme: il a fait la rencontre du Mal.
Les mots qu’il prononce alors sont trés simples mais lourds de signification (Onimus, 1965, p. 76).

La mort, fait universel, provoque un choc existentiel chez I'empereur. Devant le cadavre de sa
dulcinée, il découvre brusquement que « ce monde tel qu’il est fait n’est pas supportable » (Camus,
1958, p. 26). Le monde n’offre aucun espoir. La mort de Drusilla I'ameéne a la conscience de cette vérité.
Le palais estime que cette mort I'a choqué et égaré. Mais en fait, ce n’est pas la mort de Drusilla qui le
fait agir et qui le pousse vers cette fuite. Il a plutét compris que tout « autour de lui est mensonge », il
souffre de I'évidence d’une vérité de la vie : « Les hommes meurent et ils ne sont pas heureux »,
(Camus, 1958, p. 27) dit-il, ajoutant que la mort de Drusilla « n’est rien, elle est seulement le signe d'une
vérité » (Camus, 1958, p. 26). Cet événement incontournable de la vie lui fait conclure que le monde est
sans importance et que le bonheur demeure inaccessible a I’'Homme.

Le souvenir de Drusilla occupera une place toute secondaire et Caligula sera rongé intérieurement
non plus par sa perte personnelle mais par la mort universelle devenue pour lui un scandale
métaphysique (Clayton, 2009, p. 166 cité par Guerry, 2009, p.8).

La vérité de la mort universelle est une fatalité que les gens essayent de contourner, mais finalement
cela ne les rend pas plus heureux. lls meurent en ignorant qu’ils n’ont jamais été heureux. La mort de
Drusilla met en marche I'action de la piéce, et la transformation de Caligula.

Caligula Apreés La Mort De Drusilla
(Le déclin et la colére d’un empereur frustré)

Caligula s'enfuit et erre, désespéré, pendant trois jours. Lorsqu'il revient au palais, il est
complétement métamorphosé. On remarque déja des changements physiques et d’allure; il est hagard,
incohérent, presque halluciné. Il reparait souillé et égaré apres trois jours d'errance. Ce changement est
bien précis dans les didascalies:

Il a I'air égaré, il est sale, il a les cheveux pleins d’eau et les jambes souillées. Il porte plusieurs fois la
main a sa bouche. Il avance vers le miroir et s’arréte dées qu’il apergoit sa propre image. Il grommelle des
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paroles indistinctes, puis va s’asseoir, a droite, les bras pendants entre les genoux écartés (Camus, 1958,
p. 23).

Caligula lui-méme constate son état physique en regardant sa propre image dans le miroir : «je suis
fatigué... » (Camus, 1958, p.23-25). Ces changements ne sont pas visibles uniqguement au niveau de son
apparence, mais également au niveau psychique et corporel. La métamorphose de Caligula est
compléte:

Caligula: C’est le corps qui souffre. Ma peau me fait mal, ma poitrine, mes membres. J'ai la téte
creuse et le cceur soulevé. Et le plus affreux, c’est ce godt dans la bouche. Ni sang, ni mort, ni fiévre, mais
tout cela a la fois. Il suffit que je remue la langue pour que tout redevienne noir et que les étres me
répugnent. Qu’il est dur, qu’il est amer de devenir un homme! (Camus, 1958, p. 39-40).

A 24 ans, c’est un roi bien jeune qui se trouve « désespéré » et qui doit faire face au lourd fardeau de
« devenir un homme ». Il mentionne d’ailleurs a plusieurs reprises la dure réalité a laquelle il fait face. Il
confie notamment a Hélicon : « Alors c’est que tout, autour de moi, est mensonge » (Camus, 1958, p.
27). Par la suite, Caesonia I'entend méme dire : « Les hommes pleurent parce que les choses ne sont pas
ce qu’elles devraient étre » (Camus, 1958, p. 39).

La réplique de Caligula est le signe de la découverte de la relation ridicule qu’entretient ’'Homme
avec le monde. La prise de conscience de I'empereur est son point de départ. Sa révolte fait suite a cette
révélation, naissance en lui du « sentiment de I'absurde » que Camus définit dans le Mythe de Sisyphe :
« L'absurde nait de cette confrontation entre I'appel humain et le silence déraisonnable du monde »
(Camus, 1985, p. 46). La vie vaut-elle la peine d’étre vécue? Telle est la question existentielle que fait
valoir Caligula et qui amorce le scandale qui s’ensuit. Est-il possible de vivre apres avoir pris conscience
de I'absurde? La réponse s’avere positive. Le personnage camusien répond non par le suicide, mais oui
par la révolte. Sa vie se construit désormais dans une direction bien particuliére: en se révoltant contre
ce qu’il a jugé d’absurde. Caligula postule alors que la vérité est de se révolter contre le destin, et ce
désir de révolte le conduit a un désir d’impossible et d’absolu: dans la scéne 3 de I'acte |, au moment de
son retour, il confie a Hélicon qu’il a erré car il voulait la lune, métaphore emblématique de I'impossible.

Ce monde, tel qu’il est fait n’est pas supportable. J'ai donc besoin de la lune, ou du bonheur, ou de
I'immortalité, de quelque chose qui soit dément peut-étre, mais qui ne soit pas de ce monde (Camus,
1958, p. 26).

Nous assistons a une démonstration de I'esprit contradictoire de Caligula: il se déclare raisonnable
au point de répéter: « je ne suis pas fou » (Camus, 1958, p. 25) ; il se rend compte que le monde est
déraisonnable : « les hommes meurent et ne sont pas heureux » ; il décide d’affronter ce probléeme,
situation contradictoire, par I'acquisition de I'impossible. Pour lui, la vie est absurde, alors il sera aussi
absurde que la vie. Ainsi, il demande la lune, veut requérir I'impossible. La vie lance un défi a chaque
homme, et Caligula décide de regagner de sa causalité sur la vie en la défiant a son tour.

Caligula veut la lune pour assouvir un besoin de « bonheur » et « d’immortalité », pour surmonter
I"absurdité de I'existence et du monde; il témoigne de sa révolte en exprimant le besoin de quelque chose
qui soit dément peut-étre, mais qui ne soit pas de ce monde (Hobby, 1998, p. 158).

S’amorce alors une lutte contre I'incompréhensibilité du monde d’une maniére déraisonnable et
irrationnelle. Une quéte extraordinaire et fantasque est menée: dés lors, Caligula refuse de se
soumettre au destin en choisissant de se faire cause du destin. Il détruit et tue tout autour de lui. « Il
décide de tirer la logique extréme de sa révolte en la transformant en tyrannie, de vivre sa liberté aux
dépens de celle des autres, la piece devient un drame sanguinaire » (Durand,
www.comptoirlitteraire.com, p.5). Ainsi les hommes prendront-ils conscience de I'’horreur de leur
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condition et se révolteront en se soulevant contre lui. Il s’institue pédagogue du genre humain en
avangant qu’« ils sont privés de la connaissance et il leur manque un professeur qui sache ce dont il
parle » (Camus, 1958, p. 27). Son peuple doit étre amené a se rebeller contre I'absurde. Il va agir de
maniére a montrer la vanité de ce monde, la vérité de sa condition insupportable et inacceptable.
Comme le dit Cherea : « il force tout le monde a penser » (Camus, 1958, p. 123). Mais comment
qualifierait-on raisonnablement un empereur qui se lance dans le massacre de son peuple pour lui faire
ouvrir les yeux? Serait-il au fond un fin et dévoué pédagogue ou plutét un tyran meurtrier? En
découvrant que « les hommes meurent et [qu’] ils ne sont pas heureux » (Camus, 1958, p. 27), il choisit
de faire vivre I'absurde et d’étre maitre du destin. Mais de quel droit un roi peut-il décider du destin de
son peuple? Est-ce la sa fonction premiere? Est-ce la meilleure fagon d’ceuvrer a la protection de celui-
ci? A ce sujet, Raymond Gay-Crosier affirme que « Caligula est un Sisyphe parvenu dont le probléme
n'est pas de s'Taccommoder d’un destin mais de l'infliger a autrui » (1992). Pour sa révolte contre la
mort, sa passion pour la vie et son mépris des dieux, Caligula est bien I'homme absurde et le frere du
Sisyphe de la légende:

Caligula ajoute au probléme du comportement de I’homme absurde une autre dimension, celle de sa
responsabilité envers les étres. Par ailleurs, la Iégende de Sisyphe illustre un style de vie absurde, mais
non point la puissance destructrice de la pensée absurde poussée jusqu’a ses ultimes conséquences.
Caligula est la tragédie d’une révolte généreuse et d’un désir de bonheur justes, au départ, qui
s’achévent dans la destruction, ajoutant ainsi au mal qu’il voulait combattre (Crochet, 1973, p. 148-
149).

Une logique imperturbable apparait alors. D’abord, il s’agit de détruire certaines valeurs individuelles
comme I'amour ou I'amitié et puis des valeurs sociales comme la religion et la littérature.

Les Valeurs Détruites Par Caligula

Caligula, « prince relativement aimable », s’apercoit que le monde n’est pas satisfaisant. Il récuse
alors I'amitié, I'lamour, la simple solidarité humaine. Il laisse libre cours a la perversion de toutes les
valeurs de sa société. Et ce ne sont pas les valeurs acceptées ou défendues par les patriciens qui
I’entourent, mais des valeurs universelles. André Durand qualifie ainsi Caligula qui subit une mutation
compléte : « en tout cas, décu, malheureux, éperdu, désespéré, cet ange désormais déchu devient
délinquant, méchant, rageur, détestable, d’une versatilité¢ et d’une imprévisibilité constantes...»
(Durand, www.comptoirlitteraire.com, p. 13).

-L’amour (Caligula et Caesonia)

L’amour, valeur intemporelle et universelle, est dévalorisé par le roi. Caesonia, la maitresse de
Caligula, sa confidente qui lui avoue toujours son amour et qui montre toujours son coté protecteur et
maternel est étranglée par son amant. Cette femme, définie comme « la vieille maitresse » de
I’'empereur, essaye de ramener Caligula a I'amour, sentiment qu’elle évoque a plusieurs reprises : « Tu
ne pourras nier I'lamour » (Camus, 1958, p. 41) ; « Je n’ai pas besoin de jurer, puisque je t'aime »; « Fais
alors servir ton pouvoir a mieux aimer ce qui peut I’étre encore. Viens. Etends-toi prés de moi. Mets ta
téte sur mes genoux » (Camus, 1958, p.41-42). En réponse a une telle déclaration d’amour, Caligula
parle de « tendresse honteuse » en dévalorisant totalement le concept de I'amour:

L’‘amour, Caesonia, j’ai appris que ce n’était rien. Vivre, Caesonia, vivre, c’est le contraire d’aimer.
L’amour ne m’est pas suffisant (Camus, 1958, p. 146).

Caesonia ne cesse pour autant d’évoquer son amour, le supplie, mais Caligula propose d’autres
choses, contraires. Il fait entendre sa tyrannie, son incontrélable soif de pouvoir et vengeance:
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Caesonia: Mais arréte.
Caligula: Tu feras tout ce que je te dirai. [...] Tu seras cruelle, froide, et implacable (Camus, 1958, p.
42-43).

Epouvantée mais impuissante face a cet homme qu’elle aime, elle constate que son amant souffre et
pense qu’elle pourra I'aider. La consolation est-elle possible? Elle essaye du moins, bien qu’il réfute sans
cesse ses propos et s’oppose ainsi a elle. Caesonia n’a donc plus aucun pouvoir sur lui et assiste,
désarmée, a sa métamorphose en roi fou et elle finira cruellement étranglée par I'empereur.

L’amitié (Caligula et Scipion)

Cette valeur aussi est tournée en dérision par le roi. Dans la piéce, 'amitié a été symbolisée par le
lien qui I'unit a Scipion. Avant la mort de Drusilla, Caligula montrait de I'intérét et de I'amour pour la
poésie qui le faisait communier avec le jeune poéte.

Ce personnage se caractérise par sa fidélité a Caligula. Trois ans auparavant, Caligula avait tué le
pére de Scipion, et malgré la haine que cela a pu susciter chez ce dernier, il refuse de se méler au
complot organisé par les patriciens pour le tuer. Parce qu’il le craint? Non, il comprend et adopte
vraiment la logique désespérée de son empereur, lui-méme victime de la méme idée. Lui aussi a
découvert le caractere absurde de la vie au moment ou il a perdu son pére. Caligula dit lui-méme : «
Quelque chose en moi lui ressemble pourtant. La méme flamme nous brle le cceur » (Camus, 1958, p.
118). De plus, Scipion exprime son respect pour les croyances des autres, il défend la liberté individuelle
: « Je puis nier une chose sans me croire obligé de la salir ou de retirer aux autres le droit d'y croire »
(Camus, 1958, p. 93). Il préfere toujours étre honnéte et parle franchement avec I'empereur, et surtout
n’hésite pas s’opposer a sa démesure et I'accuse méme d’étre un tyran : « Quel coeur ignoble et
ensanglanté tu dois avoir. [...] Comme je te plains et comme je te hais. [...] Et quelle immonde solitude
doit étre la tienne! » (Camus 1958, p. 81-82).

L’entourage de Caligula est plein de patriciens flatteurs, mais il s’agit la d’une flatterie cultivée dans
la peur. Scipion, lui, échappe a ces caractéristiques. Il ne ment pas et se distingue des autres par cette
particularité. Caligula le remarque : « Tu es pur dans le bien comme je suis pur dans le mal » (Camus,
1958, p. 81). L'empereur résume bien leurs sentiments par cette belle formule; ces deux étres sont
effectivement les deux faces d’'une méme médaille, ils sont fréres dans le lyrisme.

Ainsi, Scipion est 'unique personnage a voir Caligula au naturel, a lui faire renoncer a son masque, a
le sortir de son jeu, a tel point qu’il faut méme que Caesonia le rappelle a I'ordre : « Comme tu y vas
mon garc¢on; il y a en ce moment, dans Rome, des gens qui meurent pour des discours beaucoup moins
éloquents » (Camus, 1958, p. 93). Scipion est donc un personnage fort ; il comprend I'empereur et se
met a ses cOtés pour se lancer dans le méme combat. Mais la haine qu’il entretient en contrepartie pour
son roi fait de lui un personnage qui tient téte a I'autorité, et Caligula, tenant parfaitement son role
despotique, ne peut tolérer tant de résistance. Il met fin a cela, et au passage a I'amitié qui le liait au
poéte. C'était d’ailleurs son dernier ami.

Caligula: Scipion est parti. J’en ai fini avec I'amitié (Camus, 1958, p. 141).

Rejet de I'art (Caligula et Cherea)

Dés son retour a Rome au premier acte, Caligula qui aimait trop la littérature ne voit plus la création
littéraire de la méme maniere. Il se montre brusque et précise qu’il considére désormais la littérature
comme un tissu de mensonges. Voici un dialogue entre Cherea et Caligula qui met en évidence le rejet
de la littérature par I'empereur:
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Cherea: Si nous mentons, c’est souvent sans le savoir. Je plaide non coupable. [...] Et pourtant, il faut
bien plaider pour ce monde, si nous voulons y vivre (Camus, 1958, p. 37).
Jai envie de vivre (Camus, 1958, p. 109).

Pour Cherea, la littérature témoigne du monde dans lequel vit I’artiste et lui donne de la valeur. Mais
pour Caligula, rien n’a de valeur, I'unique évidence est que ce monde est sans importance.

Caligula: Ne plaide pas, la cause est entendue. Ce monde est sans importance et qui le reconnait
conquiert sa liberté. [...] Et justement, je vous hais parce que vous n’étes pas libres. [...] Réjouissez-vous, il
vous est enfin venu un empereur pour vous enseigner la liberté (Camus, 1958, p. 38).

Maintenant, Caligula hait les littérateurs qui ne sont pour lui que de « faux témoins », il les traite
comme des menteurs, et I'art comme impuissant. Il prend conscience qu’il n’existe aucun refuge alors
qu’auparavant, il voyait I'art comme un refuge contre la réalité. A son retour, s'il détruit tout ce qu’il a
autrefois considéré comme un refuge, méme la poésie, c’est parce qu’il a pris conscience du fait que ni
la littérature, ni I'amour, ni aucune autre valeur dans la vie n’étaient capables de trouver une solution
pour que les gens soient heureux. Il nie toutes les valeurs que nous venons d’énumérer. |l refuse
logiquement d’accorder de la valeur a quoi que ce soit. En s’adressant a Cherea, I'empereur souligne et
répete a plusieurs reprises que la littérature n’est qu’un mensonge.

Heureusement face a Caligula il y a Cherea, ’'homme mdir qui, non moins lucide que I'empereur
adolescent (et donc non moins désespéré) a appris d’expérience ce qu’est la misére de ’homme et se
refuse a y ajouter. Cherea sait qu’il y a des « limites » au-dela desquelles toute dignité disparait.

Caligula a le radicalisme de la jeunesse; pour lui, c’est tout ou rien... (Onimus, 1965, p. 78).

Face a Caligula qui choisit les valeurs de la mort, Cherea affirme les valeurs de la vie. La formulation
de Cherea est exactement antithétique a celle de son roi. A I'axiome de celui-ci « ce monde est sans
importance », Cherea oppose son désir « j’ai envie de vivre », ce qui prouve qu'’il reconnait I'absolu de la
mort mais tente de le dépasser, et I'art est I'un des moyens d’y parvenir. Cela ne veut pas dire que
Cherea élude completement I'idée de la mort mais il I'affronte avec sang-froid et refuse la liberté totale
que Caligula se permet, parce que cette pseudo-liberté nie le monde et 'Homme. Pour Cherea, la liberté
totale est une folie qui aboutit a la mort. En bref, Cherea voit en son empereur I'élément qui trouble
I'ordre de la société, et il refuse de le comprendre : « Je te juge nuisible » (Camus, 1958, p. 108).

La religion

« Caligula est I'histoire d’'un homme qui a poussé jusqu’au bout sa contestation de la création
divine» (Toura, 1992, p. 29). Est-il athée comme il le dit souvent? Caligula est bien loin de I'athéisme
nietzschéen. Il n’a pas l'intention de détruire les dieux, ou de les chasser de ce monde comme dans Le
Mythe de Sisyphe, il les accuse d’avoir créé I’'Homme avec comme condition irrévocable I'immortalité. «
Il est peu probable que I’'empereur romain croie en ces dieux, mais il agit comme s’ils existaient. Tout en
les qualifiant d’illusoires, il les tient pour responsables de ce monde » (Toura, 1992).

La représentation classique du Dieu de I'Ancien Testament est Dieu le pére, il incarne donc un réle
paternel, mais c'est aussi un dieu qui use de sa colere et de son pouvoir de justice, soumettant les
hommes aux lois, devoirs et méme punition; ils lui doivent ainsi naturellement respect et obéissance. Ici
en revanche, Caligula nous fait part d'un point de vue quelque peu différent: les dieux agiraient et
interviendraient dans le destin des individus. Il accuse par ailleurs les dieux pour leur création principale:
les hommes sont mortels, une loi inacceptable et insupportable pour I'empereur. Comme [I'affirme
Pierre Nguyen-van-Huy (1962, p.61): « Caligula n’est pas a proprement parler une application des
canons nietzschéens, mais une réaction contre leurs formules extrémes et leurs conséquences
absurdes».
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Torturé par la douleur de I'absurdité de la vie, le roi se jette dans la quéte de I'impossible qu’il mene
jusqu’au point de remplacer les dieux. A I’acte Ill, une bouffonnerie grotesque commence. Les patriciens
sont forcés de répéter une priére d’adoration a Vénus qui n’est autre que Caligula travesti.

Caligula en robe courte de danseuse, des fleurs sur la téte, parait en ombre chinoise, derriere le
rideau du fond, mime quelques gestes ridicules de danse et s’éclipse (Camus, 1958, p. 124).

« La religion est elle aussi discréditée, par la parodie de priere de I'acte lll, scene 1, le registre
burlesque est utilisé pour évoquer I'Olympe, et par le déguisement de Caligula en Vénus grotesque »
(Houel, 2006, p. 64). Le roi vise plutdt par son déguisement a railler les dieux, alimentant le ridicule par
le caractere contradictoire de la scéne: il est habillé en Vénus dans le morne contexte que représente la
piece peuplée de morts. Son déguisement comique et moqueur démontre le rejet du pouvoir divin, mais
également la folie dont il est atteint. Il ne relache aucun effort pour tenter de dépasser les dieux. Méme
s’il n’accorde plus de valeur a la création artistique, il utilise ici I'art dramatique pour enseigner sa
logique aux autres, pour démontrer les conséquences de |'absurde. Mais ce dont Caligula a envie, ce
n’est méme pas leur puissance, c’est plutét leur nature incompréhensible.

On ne comprend pas le destin et c’est pourquoi je me suis fait destin. J'ai pris le visage béte et
incompréhensible des dieux (Camus, 1958, p. 96).

« Le jeune homme montre en quelle pieuse estime il tient des dieux incapables de prévenir le
scandale de la mort, qu'il ridiculise dans une mascarade carnavalesque » (Chapoutot, 2006, p. 8). Le
spectacle est annoncé comme « un miracle sacré » mais il s’agit plutot d’une satire du pouvoir des dieux.
Caligula accuse les dieux; ils sont responsables d’avoir créé les hommes comme étant mortels et de les
avoir mis en ce bas monde, et cela est insupportable.

Pourquoi Vénus? C'est un choix important. Vénus est une déesse et demeure la symbolique par
excellence de la féminité; elle regne sur la fécondité et la procréation, c’est donc elle qui régit la
naissance des hommes. De ce point de vue, ce sujet se préte a une telle interprétation de Toura (1992,
p.32) « il s’agit, premierement, de s’enfuir dans le fantasme du retour au paradis prénatal, et
deuxiémement, de détruire la menace de I’hostilité maternelle ». Le retour au paradis prénatal est un
refuge, un moyen de s’éloigner des réalités insupportables de la vie. Mais surtout, Caligula accuse
Vénus, et pas seulement les dieux masculins qui, comme nous I'avons vu plus haut exigent obéissance et
respect. Bien qu’elle soit une femme, et représente méme la maternité, Vénus n’en est pas moins
hostile aux yeux de I'empereur: elle a particularité de faire don de fécondité, elle permet donc de
mettre des étres humains au monde, ce qui est une bien grande supercherie étant donné la
condamnation inévitable qui attend chaque étre en fin de vie.

En fait, Caligula a découvert ce que tout un chacun savait déja de fagon passive quant a la mort et la
condition mortelle de 'Homme. « Tout le projet prété a Caligula est donc de passer — et de faire passer
son entourage — de ce savoir passif (ce que chacun sait) a un savoir actif. Pour y parvenir, Caligula s’est «
fait destin » en s’efforcant d’offrir « le visage béte et incompréhensible des dieux en mimant leur
comportement arbitraire » (Bartfeld, 1988, p. 53).

La vie humaine

Caligula ne se contente pas seulement de détruire les valeurs acceptées, il devient de plus en plus un
assassin qui exécute toutes sortes de tortures et d’exécutions. |l dévore et détruit tout ce qui I'entoure.
Il se renferme dans un monde ou I'amitié, 'amour et méme la vie humaine inversent leurs polarités et
ne provoquent que la révolte.
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L’'empereur fou ridiculise ses patriciens, en les « faisant courir tous les soirs autour de sa litiere »; il
les insulte, leur confisque leurs biens, prend leurs femmes, comme celle de Murcius; et jusque sous leurs
yeux, tue leurs proches, les force a rire de leurs souffrances, comme Lépidus dont il a tué le fils. En bref,
la vie humaine est considérée par Caligula comme négligeable et réduite a du chaos. Il dit a I'intendant:

Tous les patriciens, toutes les personnes de I'Empire qui disposent de quelque fortune — petite ou
grande, c’est exactement la méme chose — doivent obligatoirement déshériter leurs enfants et tester sur
I’heure en faveur de I’Etat. [...] A raison de nos besoins, nous ferons mourir ces personnages dans 'ordre
d’une liste établie arbitrairement (Camus, 1958, p. 33).

Caligula se transforme en un César brutal, déroutant, imprévisible et cruel au point qu'il tue
violemment Mereia. La scene 10 de I'acte |l est assez importante, elle permet de considérer a quel point
Caligula joue avec la vie humaine: I'empereur regarde le vieil asthmatique boire une gorgée de son
remede en le soupgonnant d’avoir bu du contrepoison. Il lui reproche de s’étre opposé a sa volonté et
force Mereia a avaler du poison. Il finit évidemment par tuer le pauvre malade. La cruauté de Caligula se
retrouve essentiellement dans ses propos:

Caligula: Tu crains que je ne t‘'empoisonne. Tu me soupgonnes. Tu m’épies (Camus, 1958, p. 70).
Tiens... Bois ce poison.
Mereia, secoué de sanglots, refuse de la téte (Camus, 1958, p. 72).

Pour I'empereur tout est équivalent, tout est positionné a une égalité absolue. « Tout est important
[...], tout est capital [...], tout est sur le méme pied: la grandeur de Rome et tes crises d’arthritisme »
(Camus, 1958, p. 32), dit Caligula a Caesonia. Puisque tout est mortel, rien ne possede de valeur. Pas
méme la vie humaine. Caligula n’accorde plus d’importance a sa propre vie ni a celle d’autrui. « Un peu
plus tot ou un peu plus tard », dit-il. Cette provocation pousse les patriciens a passer a I'action, il faut
faire vite organiser réellement la conspiration contre ce roi qui a totalement perdu toute sa raison et
tout son humanisme.

La Mort De Caligula

(Le monologue final devant le miroir)

Le miroir est un accessoire important dans la scene finale. Seul devant son miroir, le roi parle a lui-
méme. Le monologue de Caligula s’adresse a son reflet dans le miroir, il s’adresse a son double auquel il
pose aussi des questions. Ici, le miroir est chargé d’une signification symbolique.

Les critiques de Caligula sont analysées par la fonction du miroir en tant que le révélateur
psychologique. L’accessoire est employé pour rendre mélancolique selon Albert Mingelgriin, le désespoir
selon Janine Gillis, schizophrénique selon Georges Bauer et la paranoia selon Léonard Henry Robbins. Un
dédoublement de la personnalité s’effectue quand Caligula se regarde, commente James Arnold (Bastien,
2006).

Caligula pleure et s'agenouille devant son miroir, parce qu’il a échoué dans sa quéte. Il reconnait son
erreur dans sa quéte de I'impossible, dans son exigence d'absolu symbolisé par la lune. « Je n'ai pas pris
la voie qu'il fallait, je n'aboutis a rien. Ma liberté n'est pas la bonne » (Camus, 1958, p. 149). Ces trois
phrases négatives et I'adverbe « rien » soulignent bien son aveu d'échec total. Devant cet objet, il fait un
bilan de sa vie et analyse les raisons de son échec. Il a réussi a détruire toutes les valeurs qui semblaient
exister autour de lui, il a supprimé des étres qui I'avaient aimé (Scipion: parti; Caesonia: étranglée). Il
constate enfin que tuer n'est pas la solution.
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Quant a son comportement suicidaire dans la scéne 3 de I'acte Ill, Caligula refuse d’entendre raison
lorsque Hélicon lui signale le complot qui se trame contre lui. Exaspérés par la folie de 'empereur, les
patriciens préparent un coup d’Etat, mais il choisit librement de laisser les comploteurs I'assassiner. |l
sait bien que c’est a cause de ses actes que les patriciens organisent son assassinat, il en est bien
conscient et les laisse faire. Il sait qu’en niant son peuple il s’est lui-méme nié aussi. Le despote de
Camus aurait-il retrouvé la raison en faisant face a la réalité grace au miroir? Ainsi, déciderait-il donc de
payer pour ce qu’il a infligé? Comme nous I'avons déja précisé, le protagoniste ne répond pas par le
suicide. 'homme absurde est celui qui demeure dans |'absurde, mais Caligula choisit d’ignorer le
complot et consent a son propre assassinat. Pour apporter un peu d’analyse a sa propre ceuvre, Camus
avance que « Caligula est I'histoire d'un suicide supérieur » dans la préface de I'édition américaine.
Qu’entend-il par « le suicide supérieur » ?

C’est I’histoire d’un suicide supérieur. C’est I’histoire de la plus humaine et de la plus tragique des
erreurs. Infidele a 'homme, par fidélité a lui-méme, Caligula consent a mourir pour avoir compris
qu’aucun étre [...] ne peut étre libre contre les autres hommes (Camus, 1962).

Caligula est maitre de sa propre mort. En plus, il pousse les autres a la révolte, mais c’est une révolte
qui se retourne contre lui donc qui le conduit a son propre suicide. C'est parce qu’il a compris le
mécanisme fou qu’il a engendré qu’il consent a mourir. Il a compris « qu’on ne peut étre libre contre les
autres hommes », dit Camus dans la méme préface. Et si Caligula crie en mourant « Je suis encore vivant
», ce n'est pas par refus de la mort, mais parce qu'il veut incarner, pour la postérité, la révolte de
I'Homme contre I'absurde. C'est un cri de défi: la survie qu'il prédit est aussi celle de la soif d'absolu qui
le poussait et que tout homme peut retrouver en soi. Toujours dans sa révolte face a I'absurde, Caligula
va se révolter contre le destin en provoquant et en laissant se produire une mort qu’il a lui-méme
choisie. Il ne réagit pas quand les patriciens le préviennent d’'un complot. Mourir est sa vraie volonté.
Mais avant de mourir, il veut provoquer le chaos et dénoncer I'absurde. Une question inopinée peut en
fait se poser: n’y aurait-il pas un sentiment altruiste sous-jacent a toute cette tyrannie? Caligula est-il
vraiment un meurtrier?

Caligula comprend finalement qu’il n’a pas choisi la bonne voie et que sa « liberté n’est pas bonne »,
sa mort doit donc étre plutot vue comme un sacrifice. C'est le meurtre de Caesonia qui marque le
sommet de sa logique insensée et qui le ranime vers sa philanthropie perdue: I’'empereur a compris son
échec. Désormais, il lui apparait que sa vie doit étre immolée, c’est méme une nécessité s’il veut que
I’exemple de son entreprise marque les esprits. Le miroir dans lequel il se regarde lui fait se confronter a
sa nouvelle personnalité pour laquelle il est « plein de haine ». Il ne se supporte plus alors, et brise
I’accessoire. Il prouve ainsi le refus de ce qu'’il est devenu, et témoigne sa volonté de participer a sa
mort, de changer son assassinat en mort sacrificielle. C'est en quelque sorte sa derniere chance de
rester la figure emblématique d’'un? homme qui aimait son prochain et qui s’était remis en question
suite a ses fautes. Ainsi, il pourra rentrer dans I’histoire emblématique d’'un homme qui aimait son
prochain et qui s’était remis en question suite a ses fautes. Ainsi, il pourra rentrer dans I’histoire.

Lui qui a vécu déchiré par son impossible amour pour les hommes, amour perverti par la démesure et
la logique et si semblable a la haine, voici qu’il meurt réconcilié. Ce destin fait de lui une figure
dionysiaque et un héros tragique selon la définition qu’en donnait Nietzsche dans La Naissance de la
tragédie (Crochet, 1973, p. 153).

Caligula a fait I'expérience de I'absurde qui lui a permis de sortir de I'ignorance; il veut maintenant
instruire les hommes; il refuse de les laisser dans leur ignorance parce qu’il aimerait leur éviter la
souffrance qu’il a lui-méme ressentie a la mort de Drusilla. Mais pour cela, il ne faut pas que la vie
humaine ait de I'importance, il ne faut pas que les hommes s’attachent a la vie et au monde. C’'est ce
que signifient ces paroles qu’il adresse a Cherea : « Le mensonge n’est jamais innocent. Et le votre
donne de lI'importance aux étres et aux choses. [...] Ce monde est sans importance et qui le reconnait
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conquiert sa liberté » (Camus, 1958, p.37-38). C’est bien d’amour qu’il est question ici; 'amour qui va
pourtant se manifester sous la forme d’une folie meurtriére a laquelle personne n’échappera.

C’est donc bien une noble préoccupation qui le motive: 'amour des hommes (Levi-Valensi, 2002, p.
78).

Conclusion

Caligula est une piece qui met en scene un roi confronté a I'imminence de la mort. Devant une telle
vérité, son pouvoir est aussi impuissant que celui du commun des mortels. Camus dit lui-méme que son
personnage « récuse I'amitié et I'amour, la simple solidarité humaine, le bien et le mal. Il prend au mot
ceux qui I'entourent, il les force a la logique, il nivelle tout autour de lui par la force de son refus et par la
rage de destruction ou I'entraine sa passion de vivre » (Camus, 1962). Dans le but de se révolter contre
le destin, il recherche I'impossible, renverse toutes les valeurs, s’octroie la liberté extréme. En bref,
Caligula nous présente un roi qui se moque de tout ce qui donne un sens a la vie comme I'amour, I'art,
la religion, et qui ensuite se laisse assassiner en montrant que la mort est de toute fagon absurde et que
tout le monde est d’avance condamné. Peut-étre que le mensonge et le cynisme sont nécessaires a
notre survie. Caligula défend ainsi I'impossibilité de vivre avec la dure réalité: comment vivre dans un
monde ol tout n’est que mensonge?
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Introduction

On le sait tres bien par tous ce qui s’en occupe de pres, 'activité de traduction parait gagner en
général beaucoup de progrés dans notre pays. Cependant, il n’est pas encore possible de dire qu’elle
gagne sa dignité professionnelle, son statut social qu’elle mérite. Quand nous utilisons le terme de
I'activité de traduction, nous comprenons toute sorte domaine dans l'objectif d’elle-méme. Ces
domaines sont des aspects du langage humain au sein de la vie sociale, de la littérature au commerce
international. Dire qu’elle est encore loin de sa dignité professionnelle, c’est dire qu’elle est exercée
d’'une maniére incapable en tant que métier. Cette incapacité d’exercice s’est distribuée parmi les
domaines de nature différente, degré par degré. En d’autres termes, elle n’implique pas d’homogénéité.
Par exemple, dans le domaine littéraire, lorsque le fait de critiquer la qualité des produits de traduction,
pourrait étre méme a la portée des apprentis-traducteurs, tandis que, dans celui du journalisme, il faut
avoir une moindre compétence, pour en faire une critique, flt-ce minime. Nous pouvons rencontrer tres
fréquemment des produits de traductions littéraires qui, a vrai dire, ont tué et continuent a tuer I'acte
traduisant. Mais tel n’est pas le cas dans ce deuxieme domaine. Et c’est ici qu’on va aborder ce
deuxieme domaine dans le cadre plut6t de sa pratique actuelle.

Le manque de qualité des produits de traduction dans le domaine littéraire peut provenir en
générale des facteurs qui entourent I'acte traduisant elle-méme, comme par exemple, l'irresponsabilité
des maisons d’éditions qui s’ajoutent a l'inconscience générale de la société envers elle. Mais, dans le
domaine du journalisme, les relations professionnelles ne se développe pas ainsi ou il n’y a pas de place
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a I'incapacité des traducteurs, flt-ce minime. Commengons d’abord par aborder le journal et le langage
journalistique pour en venir a ces problemes.

Le Journal Et Le Langage Journalistique

On peut considérer le journal comme la mere de tous les moyens de communication de masse, car il
n’y avait que de lui-méme avant la révolution informatique. Comme un roman, un poéme ou une piece
de théatre, il est un vrai objet social, et non pas une entité linguistique. C'est directement un sujet de la
sociolinguistique. Une partie vivante des sociétés. Tous ce qui existe en eux, I'est également en lui-
méme. Chaque jour, de nouveaux actes de paroles en jaillissent. Il est complétement lié a la dialectique
sociale, avec tout son statut, ses traits pertinents, sa partialité, ses caractéristiques qui lui different des
autres. Il doit étre, donc, traité non dans I'ordre linguistique, mais dans I'ordre sociolinguistique. On se
trouve juste dans le domaine de la parole, dans ce qui est intouchable, méme s’il I'est dans une certaine
mesure.

Puisqu’on se trouve dans ce domaine de la subjectivité, notre objectif ne pourra étre que de
d’apprendre les caractéristiques des énoncés produits par le journal. Commencgons d’abord par I'un de
ses caractéristiques essentiels, que I’on doit savoir en premier lieu : ils ne se comprennent pas d’emblée.
Le lecteur saisit le sens du texte, s’il le lit entierement en se référant sans cesse au contexte (Kasimoglu,
2001).

Le journal est comme un cahier journalier dans lequel on note tous ce qu’on vient de vivre le jour
précédent. Le fait d’étre comme un miroir a travers lequel se reflet aux lecteurs tous ce que la société a
vécu le jour précédent, dépend d’une vraie organisation sémantique. Les titres, les rubriques, les textes
et les photos (s’il y a en a, selon la catégorie) ne prennent pas de place entre eux-mémes au hasard dans
les pages du quotidien. Ce sont les dirigeants du journal qui les placent les uns a c6té ou en dessus
dessous des autres. lls savent tres bien le profil de leur masse de lecteur. lls les placent de maniére que
I'attention des lecteurs soit attirée. « Les articles en couleurs ou en noir et blanc, la présence ou
I’'absence des photos se trouvant cote-a-cOte ou les unes au-dessus des autres sur une page blanche,
refletent trés exactement les situations culturelles et sociales. Les professionnels du journal reflétent la
vraie face de la société, mais bien sQr n’étant pas impartiaux puisqu’ils représentent I'opinion de leur
lecteur.» (Kasimoglu, 2009, 99).

Dans cette organisation, les titres ont une importance primordiale. « Les titres sont des porteurs de
significations. lls sont des éléments essentiels dans |'organisation du journal qui attirent I'intérét des
lecteurs en indiquant par des lettres majuscules ou en caractére gras, le sujet de I'information. » (2001,
69). Puisqu’ils sont faits des phrases nominales, courtes, intenses et elliptiques, des ambiguités peuvent
étre créé dans leur interprétation et leur traduction. Et en plus, puisqu’ils sont souvent des porteurs des
messages culturels, leur traduction est plus difficile comme dans les titres des ceuvres d’art ou de
septiéme art dans lesquels on doit faire recours a I’équivalence (2001). Voyons maintenant, un petit
peu, selon quels principes les textes journalistiques doivent étre traduits.

Les Principes De La Traduction Des Textes Journalistiques

S’il faudrait déterminer un objet de recherche pour la science de la traduction, le texte aurait
naturellement assumé ce devoir, car tous se passe autour de lui et les fonctions langagiéres qui le
produisent. Définir le texte concerné, tracer ses limites, révéler ses propres caractéristiques
linguistiques et extra linguistiques, sont donc des premieres réflexions de toute sorte d’étude
traductologique. Evidemment, de nos jours, il existe une deuxieme réflexion qui s’ajoute a la premiere,
qui consiste a déterminer vers quel texte doit le traducteur s’orienter, vers le texte source ou le texte
cible, selon la nature du type du texte.

112



Fikret Nazim KASIMOGLU — Cukurova University Faculty of Education Journal, 43(1), 2014, 111-119

Tout effet crée sur les lecteurs par le journal, ne peut étre fait que par la fonction appellative. A
premiére vue, on peut y distinguer trois principaux types de textes, tels que les articles ou les essais, les
communiqués de presse et les textes publicitaires. Mais derriére cette simplicité, il existe une structure
complexe, a savoir : premierement un article est ce dont il exige une composition individuelle, ce qui
veut dire que d’autres sortes de fonctions peuvent étre mélées dans leur rédaction, deuxiemement, un
communiqué, puisque son seul but est de s’informer les lecteurs, ne peut étre produit que par la
fonction informative, et troisiemement, les textes publicitaires exigent une compétence beaucoup plus
spéciale qui mérite une formation autonome, a rappeler, la formation académique de la publicité, dans
notre pays. Nous sommes obligés d’exclure ce sujet, de notre étude.

Toutes ces remarques ne sont bien slr que pour un seul objectif : découvrir la nature du texte
journalistique pour en construire des méthodes, des techniques et des stratégies de traductions. Nous
sommes en face d’une situation de traduction qui exige des changements de stratégies lorsqu’on se
confronte aux produits de différentes fonctions langagieres lors d’un processus de traduction d’'un
méme texte quelconque.

Les spécialistes de traduction des textes journalistiques, dit R. Meerteens, sont rares, parce que ce
type de texte exige a la fois une compétence de traduction et un talent journalistique (2005). Notre ére
est celui de la spécialisation quel que soit le domaine. Nous le savons, trés bien. On est traducteur, mais
de quoi ? De la philosophie ? Rares sont les traducteurs de la philosophie. Ou de I'histoire ? Est-ce
possible de traduire des textes historiques sans étre un spécialiste de I’histoire, ou peut-étre un pilier,
un autodidacte, qui a parvenu a prouver lui-méme aux milieux, comme un exemple d’exception ?

Celui qui traduit de tels textes, dit Meerteens, est promu traducteur-journaliste (2005). De cette
constatation, nous comprenons celui-ci: il n’existe pas un journaliste-traducteur. Ce sont des
traducteurs qui, en dépassant leur propre statut social, parviennent a passer du c6té de la profession du
journalisme, en vertu de leur propre talent journalistique. On peut en conclure que le probléme de la
qualité des produits se concentrent sur ce traducteur-journalistique.

Continuons a apprendre les délicatesses de la traduction journalistique mises en causes par
Meerteens (2005). Les traducteurs-journalistes, dit-il, doivent traduire principalement deux sortes de
texte a caractere journalistique, tels que, les communiqués de presse et les articles.

Premiérement, étre claire et attrayant et deuxiemement, tenir compte les destinataires du texte, ce
sont deux régles essentielles d’une traduction réussie. D’apres Meerteens, I'information est destinée a
un public averti. Ces deux régles sont inséparables de I'une de I'autre. Il faut étre clair, attrayant et
utiliser un style approprié avec une terminologie correcte. D’apres lui, les destinataires du texte sont le
plus souvent des profanes et le traducteur-journaliste est celui qui n’a aucune connaissance
approximative sur le sujet a traiter. Par contre, nous avertit-t-il, il ne faut pas tomber dans la
simplification abusive lorsqu’on essaye d’étre claire et qu’il ne faut pas prendre le lecteur pour un
simple esprit et il nous indique la position que le traducteur-journaliste doit prendre dans son activité de
traduction : rester en deca du niveau de compréhension des plus cultivé et accroitre le niveau de la
culture du public ordinaire. En fin de compte, les informations sont destinées a un large public et elles
doivent étre comprises par le plus grand nombre (2005).

Meerteens, définit une nouvelle ainsi de suite : elle est « un fait récent, présenté dans son contexte
et de nature a intéresser le lecteur. Pour conserver sa fraicheur a la nouvelle, le traducteur se doit
traduire le texte toute affaire cessante. En outre, il doit connaitre son contexte ou se documenter a son
sujet mais sa tache principale consistera a susciter I'intérét du lecteur. » (2005).

Nous revenons de nouveau a I'élément le plus important d’un texte journalistique que le texte lui-
méme. Ce sont les titres dont leur traduction crée des vrais probléemes traductologiques. D’apres
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Meerteens, il est un « élément décisif de I'éveil de l'intérét d’un lecteur » (2005). Le traducteur-
journaliste a le plus grand droit de donner toute sa mesure et de faire des manceuvres dans leur
traduction. N'oublions pas que s’il y en a tant de liberté, il y a également tant de risque de tomber dans
les pieges de I'activité de traduction. Un titre idéal doit étre a la fois court et explicite, nous suggére-t-il.
C’est difficile d’étre a la fois les deux. Il faut connaitre le langage propre a chaque journal, n’étant pas
d’autre solution de connaitre, surtout leur style de création des titres. Chaque journal a son propre
style, dit Meerteens. La Libération, par exemple, choisissent des titres percutants et le Monde en choisit
sobres, mais longs. Que ce soit le choix stylistique des journaux, le traducteur doit trouver le ton qui
convient a son lecteur et son employeur (2005).

Revenons maintenant aux articles. Par rapport aux communiqués, les articles sont des créations
individuelles qui concernent les opinions, les points de vues personnelles. Ce sont des journalistes
expérimenté de qualité d’écrivain ou tout simplement des journalistes-écrivains. Il s’agit ici d’'un autre
processus : lorsqu’il suffit de faire passer le contenu d’information dans les communiqués, on doit
transférer quatre éléments dans une intégrité au texte cible, dans les articles. Ces éléments sont le style
de I'écrivain, la forme, le contenu d’information et le sens. Tandis que le transfert du contenu
d’information veut dire que I'on doit s’orienter vers le texte source, le transfert de ces quatre éléments
veut dire que I'on doit s’orienter vers le texte cible.

Tous ce que nous venons de dire, ce n’étaient que de ce qu’il faut faire. Mais, que se passe-t-il dans
ce qu’on a fait ou ce qu’on est en train de faire ? Il faudra intervenir a la pratique. Il s’agit de la critique
de traduction. Ici, puisque nous n’avons pas de beaucoup de place, nous n’allons discuter que sur un
seul exemple, comme une petite démonstration de ce que nous venons de mettre en cause : un texte de
départ et son arrivé, publié tous les deux, que nous avons tiré au hasard dans le monde de la
publication. C’'est un communiqué. Notre examen s’appelle « une comparaison de traduction basée sur
une analyse du discours pour I'objectif de traduction ». Il va s’orienter vers le texte source. Il consiste
d’un petit systeme de questionnement dont nous le devons a Christian NORD (1988), qui sont ainsi de
suite :

Qui écrit ?

Sur quoi écrit-t-il ?

A qui écrit-il ?

Quel moyen utilise-t-il ?

Quand est-ce qu’il écrit ?

Ou est-ce qu'il écrit ?

Pourquoi écrit-t-il ?

Avec quelle fonction linguistique est-ce qu’il prend en main un tel texte ?
Qu’est-ce qu’il dit ou ne pas dit sur quel sujet ?
10. Avec quelle fiction de texte est-ce qu'il écrit ?
11. Quelles figures non-verbales utilise-t-il ?

12. Quels types de phrases utilise-t-il ?

13. Sur quel ton est-ce qu’il écrit ?

14. Quelle influence est-ce qu’il éveille ?

WONOURAWNR

Complexités de la Turquie

Le Populaire du Centre (France) vendredi 24 février 2012, p. Pop-Limoges-42.
Jean-Guy Soumy

La littérature turque, grace a un travail éditorial de qualité, trouve sa place sur les rayonnages des
librairies frangaises. En retour, la Turquie inspire de plus en plus d’auteurs francophones.
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Le Belge Armel Job est agrégé de philologie classique. Son univers romanesque, sans cesse réinventé,
ouvre a l'occasion de chaque titre une voie nouvelle. Son écriture a le pouvoir de troubler les limpidités.
Rappelant qu’il suffit de regarder pour que ce qui est clair se brouille. Pour que ce qui releve de
I’évidence devienne abscons.

L’amour et les intéréts familiaux

Loin des mosquées nous entraine au sein de familles turques vivant en Belgique et en Allemagne.
Erwen achéve a Cologne ses études de comptable. Il est hébergé chez son oncle qui travaille aux
chemins de fer allemands. Malgré une grande sensibilité, Erwen n’est pas a proprement parler un
éphébe. « Moi, ma téte, elle est grosse, carrée. J'ai le front court, en retrait, comme si je portais en
permanence une casquette a I'envers. Un profil de marteau. Au premier coup d’oeil, mes parents ont
décidé que je ne ferai jamais dans la dentelle. Un destin de bousilleur s’ouvrait devant moi. »

Chez I'oncle allemand, vit la belle Derya, son unique fille cernée par une fratrie jalouse de ses
prérogatives de males arcboutés sur une approche morbide de I’honneur. Or, un jour qu’il se croit seul
dans I'appartement de son oncle, Erwen découvre Derya nue dans la salle de bain. Et celle-ci, au lieu de
s’enfuir ou de se cacher, se laisse admirer avant de dire « Va, va maintenant » Il n’en faut pas moins
pour qu’Erwen le pataud tombe éperdument amoureux de sa cousine et la fasse demander en mariage.
Mais celle-ci offre du café sans sucre a la délégation venue tout exprés a Cologne. Sa réponse est non.
Les tensions de ce roman, la mise en scene de I'amour se heurtant aux intéréts familiaux, les stratégies
matrimoniales brutales, la violence masculine, physique et psychologique, exercée a |'endroit des
femmes, tous ces aspects sont réunis pour évoquer sans ambiguité la tragédie de notre répertoire
classique.

Job tisse ainsi, dans cet emmélement de sentiments et de calculs, d’aspiration a la modernité et
d’élans murés, un roman tout a la fois léger et tragique. On songe parfois a un certain cinéma social
anglais. Comme Fish and chips, la comédie réalisée par Damien O’Donnell d’aprés le scénario d’Ayub
Khan-Din et qui a pour cadre le milieu pakistanais. Bien qu’ici, le ton soit plus sombre.

D’une facture classique, Loin des mosquées est en définitive un hymne au courage des femmes.

Un passé bientét hors d’atteinte

Jour d’obscurité est le premier livre de Leyla Erbil traduit en francgais. Texte subtil sur la complexité
de la Turquie contemporaine, Jour d’obscurité met en scene le malaise projeté sur son entourage par la
maladie d’Alzheimer dont souffre une vieille femme.

Nous sommes dans les années 1980. Neslihan est une intellectuelle, romanciére, installée a Istanbul.
Mariée, maitresse d’un amant improbable, elle se trouve confrontée a la maladie de sa mere. Peu a peu,
Neslihan prend conscience que cette mere, atteinte en sa mémoire, représente sa derniére chance
d’accéder a un passé bientot hors d’atteinte.

Des aspirations de liberté

«L’hopital ou est soignée ma mére est installé dans une vieille demeure Iéguée par un certain lzzet
Pacha le Dandy et située loin des regards dans un coin tres reculé de Goztepe. Il dispose d’un bois privé,
de plusieurs sources d’eau thermale et d’un parc immense ». Si dans ce lieu retranché, le temps parait
suspendu, a I'extérieur Neslihan est écartelée entre son quotidien de journaliste et sa vie de famille.
Entre la présence tutélaire d’une meére et ses aspirations a s’en libérer. En ce sens, elle est semblable a
toutes les femmes d’aujourd’hui. Il y a cependant dans I'expression de sa conscience, dans sa maniere
d’étre, une douceur, une mise a distance, une lucidité qui la rendent singuliere. Et attachante.
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« La vieillesse est une couverture de crin, je 'ai revétue et je n’ai pu l'user, la jeunesse est un oiseau il
s’est envolé et je n’ai pu le rattraper. » Les paroles de la mére de Neslihan s’envolent comme les pigeons
qui ont pénétré par la verriere qui coiffe le puits de lumiére au centre de 'immeuble ou elle a vécu. Tels
des battements d’ailes qui s’éloignent ses mots sont de moins en moins audibles. D’autant plus
précieux. Commencent alors, pour les siens, les jours d’obscurité.

Leyla Erbil'in Kitabi Karanhdgin Giinii Fransiz Basininda

05.03.2012

Le Quotidien du Pharmacien 5 Mart 2012

Leyld Erbil: Karanhgin Gunl 1960l yillarin yenilikgi dykiicli ve romancisi Leyla Erbil'in Fransizca'ya
cevrilen ilk kitabi Jour d'obscurité » (Karanhgin Gind). 1980°li yillarda gegen romanin kahramani
istanbul’a yerlesmis, iki cocuk sahibi, evli, bir de sevgilisi var. Annesi Alzheimer hastaligindan muzdarip
oldugu icin klinige yerlestirilmesi gerekiyor. Asklari, ginlik hayati, arkadaslariyla karsilasmalari, sol
entelektielleri... Annesinin hafiza kaybi onu yeniden gecmise gotirir, Glkesinin kayip izlerini yeniden
kesfeder gibi.

Center France, Le Populaire 24 Subat 2012

Tirkiye’nin karmasikliklari

Tirk Edebiyati, yayincilik konusunda iyi bir calismayla, Fransiz kitapgilarinin raflarinda kendine yer
buluyor. Kadinlarin cesaretine methiyeler diizen Karanligin Glnd, Leyla Erbil’'in Fransizca 'ya cevrilen ilk
kitabi. Cagdas Turkiye’nin karmasikligina dair 6zenli bir metin olan Karanligin Giind, yash bir kadinin
yasadigl Alzheimer hastaliginin gevresindekilerde nasil bir huzursuzluga yol actigini anlatiyor. 1980°li
yillardayiz. Neslihan, istanbul’a yerlesmis bir entelektiiel ve romancidir. Evlidir ancak sag solu belli
olmayan bir asigl vardir. Annesinin hastaligiyla miicadele etmesi gerekir. Neslihan zamanla fark eder ki
annesinin giderek ilerleyen hastaligi onun igin yakin gegmise ulasmanin son firsatidir. Annesinin
bakiminin yapildigi hastanede zaman durmus gibi goriinse de, Neslihan’in giindelik hayati glinlik
gazetede yaptigl is ve ailesi arasinda akip gider. Annesinin korumaciligi ile ondan kurtulma cabalari
arasinda kalir. Bu bakimdan glinimiiz kadinlarina benzer. Ancak ifadesinde kendisini biricik kilan bir
yumusaklik, bir mesafelilik ve bir aciklik vardir. Annesinin yasliliga dair sozleri, Neslihan’in yasadigi
binanin boslugunda yasayan givercinler gibi ugusur. Kanat cirpislari gibi uzaklasan sozler, giderek daha
az duyulur olur. Giderek de deger kazanir. Bu, karanlik giinlerin baslangicidir.

Jean-GUY SOUMY

Analyse du communiqué:

1. Quiécrit?
-Ecrivain francais. D’apres Wikipédia, il appartient a L'Ecole de Brive, nom donné a un courant
contemporain du roman de terroir.

2. Surquoi écrit-t-il ?
-L’auteur, lui-méme étant un écrivain, écrit sur une littérature nationale, au sujet d’un de ses
écrivains femmes de cette littérature et d’'un de ses ceuvres, parue récemment a cette date-la.
Il s’agit de la littérature turque.

3. Aquiécrit-il ?
-1l écrit a la masse de lecteur du Quotidien du Pharmacien, Populaire du Centre.

4. Quel moyen utilise-t-il ?
-Il utilise un communiqué de presse.

5. Quand est-ce qu’il écrit ?
-l écrit le 24 Février 2012.

6. Ou est-ce qu'il écrit ?
-l écrit en France.

7. Pourquoi écrit-t-il ?
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-Il @ entamé ce communiqué a propos de la littérature turque qui, grace a un travail éditorial
de qualité, trouve sa place sur les rayonnements des librairies francaises.

8. Avec quelle fonction linguistique est-ce qu’il prend en main un tel texte ?
-L’auteur a pris en main ce texte avec la fonction informative.

9. Qu’est-ce qu’il dit ou ne pas dit sur quel sujet ?
-L’auteur, qui est lui-méme est un homme de lettre, a entamé ce texte sous I'ceil d’un écrivain.
Méme si, pour qui ne connait pas cet écrivain, ni son style, d’'un premier rencontre, on
s’apercoit tout de méme, une certaine style de lui. Il parle d’un nouvel essor de la littérature
turque et du fait que celle-ci inspire davantage les écrivains francophones. Il a reflété cet aspect
sous forme d’un mélange d’écriture. Il parle en méme temps de deux différentes ceuvres. A
cOté de I’écrivain turc qui est au cceur du sujet, il y a un autre, un Belge, qui s’appelle Amel Job
dont cette inspiration peut s’apercevoir tout de suite dans son roman cité et résumé par
I'auteur. En somme, lorsqu’on est d’une part, témoin d’'un exemple remarquable de cette
littérature, d’autre part, on est témoin juste de l'influence de cette littérature par un autre
exemple d’ceuvre francophone. Il a offert une épreuve vivante de la trace de cette inspiration.

10. Avec quelle fiction de texte est-ce qu’il écrit ?
-Il a écrit avec une forme narratif, orné des citations. Il a utilisé parfois, la premiere personne
du pluriel en tant que rédacteur.

11. Quelles figures non-verbales utilise-t-il ?
-1l n’a utilisé aucune figure non-verbale.

12. Quels types de phrases utilise-t-il ?
-1l a utilisé des phrases littéraires. Courte, nominale, parfois implicite.

13. Sur quel ton est-ce qu’il écrit ?
-Il @ écrit sur un ton doux et chaleureux.

14. Quelle influence est-ce qu’il éveille ?
-L’auteur ne dit pas ce qu’il veut dire d’'une maniéere indirecte, il le dit directement. Autrement
dit, le lecteur ne saisit pas ce qu’on veut éveiller en soi-méme directement. En conséquence,
I"auteur éveille I'influence directe de ce qu’il exprime ouvertement, ce que la littérature turque
a pris sa place dans les rayonnements des librairies francaise et a inspiré de plus en plus les
écrivains francophones.

Conclusion de L’analyse

Lorsqu’on tient cOte a cOte les deux textes, on s’apercoit d’'un premier vu, beaucoup de différences
entre eux, beaucoup d’éloignements de I'une de I'autre, plus exactement de I'éloignement du deuxieme
du premier. On n’est pas persuadé qu’on est en face d’un vrai acte de traduction et on a le sentiment
qgu’il ne convient pas au bon sens. Les quantités de deux textes ne sont pas équilibrées, celui de I'arrivée
est beaucoup plus petit par rapport a celui du départ. Plusieurs parties ont été omises et une traduction
tres libre et sélective, qui n’a pas resté fidele au texte source. En conséquence, le texte d’arrivée ne
correspond pas tout a fait au texte de départ. Donc, on a été loin de transférer le contenu d’information.
Ce texte est un produit de traduction qui n’est pas approuvé.

Pour soutenir cette épreuve qui restera insuffisante, nous voulons mentionner d’autres épreuves
déja faite par nous-mémes, dans I'une de nos études précédentes (2009). Il s’agissait de douze paires de
texte, en deux sens (version et theme), toujours orienté vers le texte source, toujours sur les articles et
les communiqués. Voyons successivement, comment ont-été les résultats de ces analyses.

1. Version-Article: Nous avions conclu que le texte source n’a pas parlé excellemment dans la

culture cible.

2. Version-Article: Nous avions arrivé a la méme conséquence que le précedent.

3. Version-Article: Nous avions trouvé dans cet exemple une grande lacune qui a bouleversé tout

I'intégrité sémantique du texte source.
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4. Théme-Article: Nous avions conclu encore une fois que le texte source n’a pas parlé
excellemment dans la culture cible, ainsi que le journaliste de cet article.

5. Théme-Article : Nous avions conclu que le texte source a parvenu a parler dans la culture cible.

6. Theéme-Article : Nous avions arrivé a la méme conséquence que les précédents, a cause d’'une
traduction tout-a-fait libre, sans prendre en considération les exigences traductologiques.

7. Version-Communiqué : Nous n’avions pas trouvé ce texte aussi approuveé a cause de ne pas étre
traduits selon les principes traductologiques.

8. Version-Communiqué : Nous avions affirmé que nous n’avons méme pas trouvé nécessaire de
faire I'analyse de ce texte en raison de ne pas étre face a une situation de traduction et que nous
avions trouvé injuste de tels actes qui sont contre la nature et le devoir de I'acte traduisant.

9. Version-Communiqué : La méme conclusion que le précedent.

10. Theme-Communiqué : Dans cet exemple, nous avions affirmé que nous n’avons pas pu trouver
aucun acte de traduction a critiquer, ni positivement, ni négativement que nous avions du mal a
considérer comme un texte traduit.

11. Theme-Communiqué : La méme conclusion que le précédent.

12. Theme-Communiqué : Nous avions vu que le rédacteur du texte en frangais, a rédigé un autre
texte du texte source. Par conséquent, nous n’avions pas pu le considérer comme une traduction
proprement dite.

Comme on le voit au-dessus, il n'y avait qu’une seule qui a abouti a un acte approuvé. Et le reste,
presque la moitié était loin d’étre méme un acte de nature que I'on peut critiquer ni positivement, ni
négativement. Nous avions été témoins de tels textes qui n’avaient rien a avoir avec la traduction elle-
méme que I'on peut juger comme un anti acte de traduction.

Il faut mettre en cause un facteur qui joue un réle important dans le processus de I'acte et qui
influence négativement sa nature, ce qui est des exigences professionnelles de la traduction
journalistique qui l'oblige a subir des changements obligatoires dans son fonctionnement.
Premiérement, le temps et la place sont deux éléments déterminants dans la publication du journal. Le
temps manque toujours et la place, elle aussi, d’ou les produits de traduction sélectifs et de partie
omise. Deuxiemement, le profil socio-culturel et économique du lecteur détermine radicalement les
stratégies de traduction, ce qui peut étre dans de multiples cas la conséquence de la déviation des
régles et de l'infidélité au texte source. On peut appeler ces textes comme irrégulier, a co6té des réguliers
qui se donnent a tout examen critique.

Conclusion

Pour conclure, notre travail, il faut encore une fois de mettre clairement en cause les principes
auxquels on doit strictement obéir. D’abord, pour les articles, puisqu’ils sont des compositions
individuelles, le traducteur-journaliste doit connaitre parfaitement le langage et lidéologie du
journaliste a traduire. Il doit connaitre le moindre détail de son idéologie du journaliste pour ne pas
rater le moindre détail dans son discours. Et il doit étre fidéle au texte source n’étant pas autorisé a
omettre des passages du texte, ni d’'y ajouter des phrases de lui-méme.

Pour les communiqués, les exigences sont beaucoup plus simples par rapport que les articles, dans
lesquels il est important de protéger le contenu d’information, puis qu’ils sont faits de la fonction
informative du langage.

Dans tous les deux cas, il est sr qu’une connaissance linguistique et extra linguistique de la culture
cible est indispensable que nous voulons définir comme une macro connaissance.

Cette étude n’a pas l'intention d’arriver a des jugements définitifs sur ce qu’on a révélé au-dessus.
Mais, il veut signaler une certaine mauvaise conduite, en s’appuyant a des examens prouvés. D’apres
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nous, il faut insister les recherches sur ce point. Cette déviation de I'acte traduisant au moins dans ce
domaine particulier, semble dépasser les limites de la traductologie en passant a tout un domaine de la
sociolinguistique.
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