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ABSTRACT

THE EFFECTS OF COOPERATIVE LEARNING ON LEARNING
OUTCOMES AND TRAINING REACTIONS IN AN IN-SERVICE
TRAINING COURSE

GOKMEN, Siiheyla
Ph.D., Department of Educational Sciences
Supervisor: Prof. Dr. Meral AKSU

March 2009, 201 pages

The purpose of this study is to compare the effects of cooperative
learning method and individualistic learning method on learning outcomes
and training reactions of adults participating an in-service training course.
The study was conducted with 42 adults in pilot study and 92 in main study
conducted in a government bank. Subjects were randomly assigned to two

pilot study groups and four main study groups.

Two different training programs were developed, one for
individualistic learning, and the other for cooperative learning in order to
test the effect of each method on learning outcomes and training reactions.
The content and length of the training programs taught were held constant,
and duration of training was totally 15 hours (3 hours in each of the five
days). Participants, in all groups, learned the same topic of “Structured On-

the-Job Training” and were taught by the same trainer.

Cooperative learning groups worked on the exercises structured with
the five basic elements of cooperative learning, and the individualistic
learning groups worked as individually with the instructor calling on
participants at random. Learning Outcomes Tests were administered at the

end of each day to measure cognitive learning outcomes, which learners

v



attained during the Training. Training Reactions Questionnaire was

administered at the end of the Training.

A significant difference between the cooperative learning group and
the individualistic learning group was examined concerning learning
outcomes as a result of ANCOVA by using the age as covariate. Subjects in
the cooperative learning group had a significantly higher level of Learning
Outcomes Test score than did those in the individualistic learning group.
However, there was no significant difference between the cooperative
learning groups and individualistic learning groups based on their training

reactions.

This study indicated that cooperative learning appears to be a
method of instruction that is well suited to the needs of adult learners.
Subjects of the study learned more through the cooperative learning method
than individualistic learning method that was used. They responded to
training as much positive as their counterparts learning in individualistic
learning group. Results of the study suggest that structuring positive social
interdependence in the classroom through cooperative learning procedures
can be used effectively within adult education and specifically training

settings.

Key Words: cooperative learning, adult learning, individualistic learning,
training, learning outcomes, training reactions, training effectiveness,

structured on-the-job training
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ISBIRLIGINE DAYALI OGRENMENIN HiZMETICI EGITIMDE
OGRENME URUNLERI VE PROGRAMA ILISKIN TEPKILER
UZERINE ETKILERI

GOKMEN, Siiheyla
Doktora, Egitim Bilimleri Bolimii
Tez Yoneticisi: Prof. Dr. Meral AKSU

Mart 2009, 201 sayfa

Bu calismanin amaci, isbirligine dayali 6grenme ve bireysel 6grenme
yontemlerinin hizmeti¢i egitim programina katilan yetigkinlerin 6grenme
tiriinleri ve egitime iliskin tepkileri lizerindeki etkilerini karsilagtirmaktir.
Calisma, bir kamu bankasinda pilot uygulamada 42, esas ¢alismada ise 92
yetigkin ile yiiriitiilmistiir. Calismaya katilanlar, iki pilot grup ve dort esas

gruba tesadiifi yontemle atanmislardir.

Egitim yontemlerinin 6grenme iiriinleri ve programa iliskin tepkiler
tizerindeki etkilerini belirlemek amaciyla bireysel 6grenme yonteminin ve
igbirligine dayali 6grenme yonteminin kullanildig iki farkli egitim programi
gelistirilmistir. Ayn icerigin kullanildig1 egitimlerin toplam siiresi 15 saat
olarak gerceklesmistir (glinde 3 saat olmak {izere 5 giin). Ayn1 e§itmenin
gorev aldigi tiim egitimlerde katihmcilar, “Yapilandirilmis Is Basinda

Egitim” konusunu 6grenmislerdir.

Isbirligine dayali 6grenme gruplarinda konular, isbirligine dayali
O0grenmenin bes ilkesine gore yapilandirilmistir. Bireysel 6grenme

gruplarinda ise egitmenin rasgele aralarindan segerek 6grenmelerini kontrol
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ettigi katilimcilar, konulari bireysel calisarak O6grenmislerdir. Bilissel
ogrenme iiriinlerini 6lgmek iizere gelistirilen Ogrenme Uriinleri Testleri her
giiniin sonunda, Programa Iliskin Tepkiler Olcegi egitimin sonunda

uygulanmaistir.

Ogrenme iiriinleri agisindan isbirligine dayali 6grenme gruplariyla
bireysel 6grenme gruplari arasindaki farki incelemek amaciyla yapilan ve
yas degiskeninin esdegisken olarak kullanildigt ANCOVA sonucuna gore
iki grup arasinda anlamli diizeyde fark oldugu belirlenmistir. Ancak, her iki

grubun programa iliskin tepkileri arasindaki fark anlamli ¢itkmamustir.

Bu caligmayla isbirligine dayali 6grenmenin yetiskin grenenler igin
etkili bir gretme ydntemi olarak kullamilabilecegi belirlenmistir. Isbirligine
dayali O6grenme yoOntemiyle Ogrenen katilimcilarin, bireysel Ogrenme
grubundakilere kiyasla 6grenme iirlinleri agisindan daha basarili olduklari
ve egitim programimi bireysel Ogrenme grubundakiler kadar olumlu
degerlendirdikleri bulunmustur. Arastirma sonuclari, isbirligine dayali
O0grenmenin bes ilkesine gore katilimcilar arasinda sosyal bagimliligin
yapilandirilmasinin yetiskin egitimi ve 6zellikle de hizmetigi egitimde etkili

bir sekilde kullanilabilecegini gostermektedir.

Anahtar Sozciikler: isbirligine dayali 6grenme, yetiskinlerde 6grenme,
bireysel 0grenme, hizmetici egitim, 6grenme iriinleri, hizmeti¢i egitime
iliskin tepkiler, hizmetici egitimin etkililigi, yapilandirilmis is basinda

egitim
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CHAPTER 1
INTRODUCTION

Each year the number of businesses and organizations that utilize
training are expanding. The reasons for this increase in training have been
the need to develop desirable attitudes, increase knowledge, and improve
skills to help increase personnel and organizational performance. Although
research has indicated that cooperative learning, which is an instructional
use of small groups so that students work together to maximize their own
and each other’s learning (Johnson, Johnson, & Holubec, 1993), enhances
student achievement, promotes self-esteem, and improves interpersonal
relations, few studies have focused on cooperative learning in adult training
programs in organizational settings. Cooperative learning may serve as an
effective way of increasing employee expertise, which will help both
employee and organizational development. This study investigates the
effects of cooperative learning and individualistic learning on learning

outcomes and training reactions of employees.

In this chapter, first, the background to the present study is
presented. Next, the purpose and significance of the study and definitions of
the key terms are provided. In the second chapter, the relevant literature is
reviewed. The third chapter is devoted to the method of study. The results of
the study are reported in the fourth chapter while conclusions and
implications for practice and further research are presented in the last

chapter.

1.1. Background of the Study

Training has become an increasingly important aspect of many
business and organizations. Organizations are now realizing that workplace
expertise is crucial to maintaining optimal performance and adapting to

change in today’s dynamic business world (Holton & Collins, 2004). Based



on these reasons, the development of the training process has been to solve a
variety of existing or, in some settings, anticipated personnel performance
problems. Besides, Wexley and Latham (2002) argue that training and
development can improve an individual’s level of self-awareness, enhance
an individual’s skills or increase an individual’s motivation on the job. As
organizational activity becomes more knowledge-driven, training and
development is performing an ever more important role in meeting both the
learning needs of individuals and strategic organizational imperatives
(Harrison & Kessels, 2004). Marchington and Wilkinson (2002) argue that
training and development facilitates greater levels of creativity and initiative

on behalf of employees.

Training is noted as an important criterion in Fortune Magazine’s
annual survey of the 100 best companies (Schmidt, 2004). The 1999 survey
noted that “Swimming pools and surging pay may give employees a lift, but
continued training and human treatment get the best ones to stick around”.
A similar survey of the best Canadian companies to work for noted that the
best companies invest their employees in training and education (Schmidt,
2004). Further evidence for the prevalence of training programs comes from
the American Society for Training and Development (ASTD), which
publishes an annual report of the human resource development industry
(Van Buren & Erskine, 2002). ASTD reported that dollars spent on training
employees increase gradually and would continue to grow. In the
information age, organizations and countries are realizing the importance of
a workforce of well-trained employees, and are spending more money on

human resource development than ever before.

Similarly, there is considerable scope and need for improvement by
strengthening the workplace expertise of employees in Turkey (ETF, 2006).
Turkey has developed certain policies and initiated particular program in

recent years with regard to the development of human resources. Because



the Turkish State Institute of Statistics has made projections until 2020
predicting that, by then, 40 million people will be in the 15 — 44 age group
and 10 million in the 45 — 64 age group. This implies that almost 70% of the
population will be working age (15 — 64). Despite positive signs of
becoming a developing society, Turkey has not been able to take full

advantage of this opportunity stemming from its young population.

The overall educational attainment levels of the working population
are very low compared to European countries (nearly 60% of the labor force
is composed of basic education graduates or people who dropped out from
basic education) (ETF, 2006). Besides the newcomers to the labor market
are not offered sufficient guidance in accordance with the needs of the labor
market (Toka, 2005). Basic education (compulsory education) is 8 years in
Turkey and it ends at the age of 14-15. Compulsory education aims to equip
individuals with core competencies that will allow them to be active
citizens. These competencies do not include any vocational competencies
that will prepare them to enter into work life (Corradini & Fragoulis, 2003).
Thousands of young people are trained in the fields that are not needed. The
content of vocational training courses hardly meets the needs of working
life. In higher education the two year diploma program, which aims to
develop working skills of young people, does not emphasize learning
generic competencies that would assist graduates participate in a changing

labor market (ETF, 2006).

In order to overcome those problems, public, non-governmental, and
private organizations have involved in the efforts to develop certain policies
and particular programs in recent years with regard to the development of
human resources and shared responsibilities. Within the non-formal training
system, public, non-governmental, and private organizations, like public
education centers, Non-Governmental Organizations (NGOs) and training

centers of companies, offer a variety of social/cultural, vocational, and



literacy/numeracy courses in order to overcome the problems stemming
from the shortage of skilled workers. Vocational training centers offer
apprenticeship, journeymanship, and mastership programs. Among these,
particularly visible are a number of foundations established by affiliates of
employers’ organizations. Available information suggests that larger
companies do organize training activities for their staff, but since this is
done under their own responsibility and funding, it is largely undocumented
and therefore not reflected in the official statistics. Besides, there is no data
available for on-the-job trainings received by public and private employees

on their occupations or on different subjects.

In the Eighth Five Year Development Plan of Turkey, one of the
policies related to the development of industry was also stated as improving
labor force through training activities (SPO, 2003). The main objective for
the improvement of industrial sectors emphasized in the Eighth Five Year
Development Plan of Turkey is to increase competitiveness and productivity
of the industry, and to promote and maintain sustainable growth within
outward oriented structure, in the face of increased global competition. The
plan states that the qualifications of the labor force shall be improved in
order to increase international competitiveness and ongoing training
activities shall be strengthened inline with technological developments;
importance shall be given to improve vocational and technical formal and
informal education in order to fulfill labor force needs of the economy

(SPO, 2003).

The newly established Ninth Development Plan covers the 2007-
2013 period, with the vision of “Turkey, country of information society,
growing in stability, sharing more equitably, globally competitive and fully
completed her coherence with the European Union”. Among the main
objectives, it is stated that an effective human resource planning will be

made in public institutions and organizations to enable all employees to



reach a level of competence and capacity to adapt to changing conditions.
With the programs to be prepared within this scope, employees will be
exposed to a continuous process of education, training and development,
and they will be provided with necessary information and skills, which will

enable them to perform their jobs in a productive manner.

Training, however, is only useful to the employee and organization
when it promotes the true learning and retention of relevant KSAs
(Knowledge, Skills, and Abilities), and assists employees in translating
these newly learned KSAs into improved performance within the work
environment (Goldstein & Ford, 2002). Learning, retention, and transfer of
trained material are affected by (1) training program design factors (e.g.,
objectives, instructional plan, consideration of relevant learning principles,
and preparation for training and practice), (2) trainee characteristics (e.g.,
goal orientation, cognitive ability, self-efficacy, and readiness and
motivation to learn), and (3) characteristics of the work environment (e.g.,
opportunity to perform newly learned KSAs, transfer climate, and support)
(Baldwin & Ford, 1988).

A wide variety of instructional delivery options exists for nearly
every training program in order to foster the acquisition of competence. But
the capacity to predict the impact of instructional methods on the training
effectiveness would have immense practical utility for training decision
makers. In order for trainers to be effective in their role as support to
employee development through training, they need to know and understand
how to support adult learners (Lyons & Pinnell, 2001). Foundational
theories or models have been developed in an effort both to provide a
theoretical basis for the practice of adult education and to expand educators’
understanding of the adult learner and the learning process. Adult learning
principles — need to know, learners’ self-concept, role of the learners’

experience, readiness-to-learn, orientation to learning, and motivation- are



identified by Knowles, Holton and Swanson (1998). Each of these
principles is stated as having an impact on how trainers deliver content and
information. Throughout the literature on adult education reference is made

to these principles and their influence in the teaching of adults (Merriam &

Caffarella, 1999).

Knowles’s six principles of adult learning impact instructors
working with adults. It is important for instructors to be aware and adapt the
instruction to serve the diverse and individual abilities, styles, and
preferences found in the make-up of the groups that they lead. Galbraith
(1990) identified specific responsibilities for teachers of adults. These
include establishing a climate that fosters learning, involving learners in the
planning of the curriculum and the setting of objectives, helping learners
identify their learning needs, facilitating the use of resources to accomplish

their identified goals, and involving learners in evaluating their learning.

Additionally, regardless of the purpose for their learning attempts,
adults may face the uncertainty when reentering a learning milieu in training
programs. Often unsure of their own capacity to learn, many suffer from the
“imposter syndrome” or “reentry shock” (Evans, 1989). Consequently,
although many maintain autonomous control in other life roles, feelings of
incompetence, displacement, and even a perceived lack of control over their
destinies may affect individual beliefs about the ability to learn
(Feigenbaum, 1998). Aging, education, life tasks, health, and traumatic
events all contribute to internal evolution. Internal wanderings, the wants of
significant people, cultural values assaulted by environmental shifts, and an
educational milieu not sufficiently responsive to adult needs may make
learning activities seem overwhelming. Society generally places
increasingly sophisticated demands on adults without determining whether
they have the mental capacity to meet those demands would seem to

generate anxiety. Many adults who attempt formal learning may find a



learning milieu not sufficiently responsive to their need to integrate new
experiences in their lives (Feigenbaum, 1998). Perhaps, then, many
employees are not cognitively equipped to interpret the unexpected in a way
that allows them to (a) integrate such changes into their lives, and (b) more
easily meet their potentials for creative growth and fulfillment. Educational

environments fostering learning are needed in training programs for adults.

Training is a dynamic industry, which continues to reward
customization and instructional innovation, while accepting limited
evidence of the validity of instructional designs (Yates, & Feldon, 2004). In
this highly competitive environment, speed to market and development and
incorporation of new techniques is rewarded and initial claims of validity
often go unchallenged. Few instructional designs exist over a long periods
of time without having the methods “fine tuned” or adapted when new
innovations appear. However, instructional methods in training programs
are need to be selected to be in keeping with adult education principles and
beliefs of adults about learning. For example, methods of instruction are
chosen that require the participants to engage in active and cooperative
learning and that allowed opportunities for constructive sharing of prior

experience.

Cooperative learning is widely recognized as one of the most
promising practices in the field of education. Cooperation is much more
than being physically near to other students, discussing and helping or
sharing material with other students in the classroom (Johnson, Johnson &
Stanne, 2000). Cooperative learning may be contrasted with competitive
learning (learners work against each other to achieve an academic goal such
as a grade of A that only one or a few students can attain) and individualistic
learning (learners work by themselves to accomplish learning goals

unrelated to those of the other students). The literature suggests that



cooperative learning has many benefits over didactic styles of leadership

and teaching (or individualistic and competitive learning).

In cooperative learning environment, the instructor acts as facilitator
of the learning process, and thus steps back from center stage. Learners
form groups and cooperate to meet common goals. Deep learning, skills at
interpersonal communication, and mutual support are just a few of the

benefits possible when persons support each other in learning attempts.

Contrary to cooperative learning, individualistic learning ignores
social interaction. When a situation is structured individualistically, there is
no correlation among participants' goal attainments. Each individual
perceives that he or she can reach his or her goal regardless of whether other
individuals attain or do not attain their goals. Thus, individuals seek an
outcome that is personally beneficial without concern for the outcomes of
others. In individual learning, learners work by themselves to ensure their
own learning meets a preset criterion independently from the efforts of other
learners (Johnson & Johnson, 1999). The results of the meta-analysis
conducted by Johnson, Johnson, and Stanne (2000) provide evidence that
individualistic learning methods have produced lower achievement than
cooperative learning, and the more conceptual approaches to cooperative
learning may produce higher achievement than the direct methods. In
individualistic situations, individuals seek outcomes that are beneficial to
themselves. Learners work alone or with a minimum of interaction and
rewards are given according to set criteria so there is little opportunity for
social comparison. In individualistic learning, sometimes referred as
traditional methods of teaching that have been used in most learning
settings, the main source of the learning process in a classroom was the
teacher; therefore, learners should deal mainly with the teacher to acquire

knowledge.



Learners and instructors in cooperative learning environments work
together to construct knowledge — the quest for understanding seems more
fluid and multidirectional, as all members of a learning milieu examine
multiple perspectives and mine diverse stories from each other. Cooperative
group work, then, can foster both individual creativity and respect for
diversity. Risk-taking and exploration —going beyond given boundaries-
allow participants to build on each other’s ideas. Via the social interaction
and support inherent in group work, insights may be uncovered that would

have never surfaced in isolation.

In the best cooperative learning situations, the members of a group
should benefit in several ways. For example, according to Slavin (1995), in
the process of working together, students should acquire new strategies and
knowledge, both about the subject and about thinking in general. When a
class is divided into groups, a new social context is created in which
students have the opportunity to share individual cognitions with their peers
and come to a conclusion based on the sum of those cognitions. The benefits
of cooperative group learning are cited in several ways (Summers, Beretvas,
Svinicki, & Gorin, 2005). Among these are benefits derived from the
method itself and benefits derived from the social context of learning that is

part of group learning.

Over 600 studies have been completed in the last hundred years
comparing individualistic, competitive, and cooperative structures (Johnson,
Johnson, & Stanne, 2000). Conducted in a variety of settings with learners
of various ages with various levels of support and organizational constraints,
these mostly quantitative studies demonstrated, overwhelmingly, that
benefits of cooperative models far exceeded those of other structures. The
popularity and wide spread use of cooperative learning may be largely due
to its being based on a theory validated by a great deal of research. Clear

and specific operationalizations of cooperative learning have been made



based on understanding social interdependence theory and the variables that
mediate and enhance cooperation’s effectiveness. The application of social
interdependence theory and research provides a conceptual framework from
which practical procedures that teachers use to promote learning through
cooperative learning. The basic premise of social interdependence theory is
that the ways in which participants' goals are structured determine how they
interact, and the interaction pattern determines the outcomes of the situation
(Deutsch, 1949 as cited in Johnson & Johnson, 2003). The research on
social interdependence has an external validity and generalizability rarely
found in the social sciences (Johnson & Johnson, 2003). The basic premise
of social interdependence theory is that the type of interdependence
structured in a situation determines how individuals interact with each other
which, in turn, determines outcomes. Positive interdependence tends to
result in promotive interaction, negative interdependence tends to result in
oppositional interaction, and no interdependence results in an absence of

interaction.

In spite of its effectiveness as an instructional method, cooperative
learning climate can add value to the organizational effectiveness. Because,
the design of adequate learning environments plays an important role in
supporting organizational learning, changing mental models, fostering
alternative interpretation patterns of reality, developing new communication
and action patterns, and reconstructing the sociotechnical aspects of
organizations (Kriz, 2003). Human beings and organizations as social
systems must be able to learn. Learning on the individual level implies
acquiring knowledge, skills, and competencies to cope successfully with
different circumstances. Learners need to change their inner conditions.
Through cognitive (re)construction of mental models, learners change their
perception and interpretation patterns of reality. Simultaneously, individuals

must deal with the environment in which they live and learn to understand
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the influence of transformed behavior and communication patterns on that
environment. Learning at the level of organizations signifies the change of
organizational cultures and structures, strategies, and work processes.
Organizational learning affects the (re)construction of social representations

of groups and the development of social systems’ processes.

1.2. Purpose of the Study

The Central Bank of the Republic of Turkey (CBRT) is established
in the form of a joint stock company with the exclusive privilege of issuing
banknotes in Turkey and is vested with the powers and duties set forth in the
Law. CBRT has a Banknote Printing House and open branches in cities
within the country. The primary objective of the Bank is to achieve and
maintain price stability. Bank employees are appointed to perform
continuously the main duties that the services of the Bank require. On 31
December 2007, CBRT had about 4,515 members of staff, 1585 female and
2930 male.

The Training Department of CBRT offers programs to help Bank
employees meet their professional and departmental goals. Through
training, they provide solutions in ways that work with varying work
schedules and priorities. The Department offers courses to cover a wide
spectrum of topics. These include management, professional, and general
development. The course list, for example, includes classes on strategic
planning, presentation skills, information technology, and performance
planning and appraisal. Additional topics include team building, decision-
making, interpersonal communication, security, banknote printing, auditing,
accounting, and law. Bank employees’ life long learning and use of their
skills are essential outcomes of the training system that need to be enhanced
because Bank Management are looking forward to increase the effectiveness

of the Bank through developing its employees’ knowledge, skills and
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abilities. The improvement of these outcomes can occur when trainers
utilize strategies, which are useful for trainees. The capacity to predict the
impact of changes in instructional methods on the training effectiveness

would have immense practical utility for training decision makers.

Different instructional methods are used for different purposes in
training programs. But, information presentation methods are most widely
used method, and individualistic learning efforts are encouraged within such
training settings. However, cooperative learning has become a widely used
and effective instructional procedure in many educational settings (Johnson
& Johnson, 2003). Hence, the purpose of this study was to compare the
effects of cooperative learning method and individualistic learning method
on learning outcomes and reactions to training in CBRT. This study sought
to build on and extend previous research by examining the effect of utilizing
the cooperative learning method in comparison to the use of the

individualistic learning method with adult learners.

1.3. Significance of the Study

Researchers and practitioners have always attempted to develop
methods for increasing effectiveness in instruction while minimizing costs.
Optimizing training delivery systems requires understanding the cost and
effectiveness implications for alternative instructional method options.
Because training costs, as contrasted with training effectiveness, can
generally be assessed directly and unambiguously, and because costs are
incurred immediately, cost consideration are likely to overwhelm
effectiveness considerations in many training implementation decisions.
Information improvement in this area has an economic beneficiary for
organizations. Knowledge that can be applied generally to improve the
delivery of instruction has substantial utility. The study will contribute to

the existing body of research through comparing different instructional
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methods, cooperative learning and individualistic learning methods on

learning outcomes and training reactions in training programs.

Although research has indicated that cooperative learning enhances
student achievement, promotes self-esteem, and improves interpersonal
relations, few studies have focused on cooperative learning in adult training
programs. Knowledge of the impact of cooperative learning on training
effectiveness and their generalizability would contribute to improvement in
training activities. Cooperative learning may construct adult learning milieu
where adults feel themselves free to talk, share their own experiences, and
support each other academically and socially. Knowledge of the
effectiveness of cooperative learning would also contribute to applicability

of adult learning principles in training environments.

The findings may also serve as a catalyst for future research on the
influence of cooperative learning on organizational development. It
promotes more trainer involvement with individual learners and has positive
academic affects for learners of all abilities (Yager, Johnson, Johnson &
Snider, 1985). Assuming participation on-task, CL has the potential of
providing for achieving training gains because of the sharing information.
Presumably, cooperative learning (CL) improves learners’ social interaction
skills (Johnson & Johnson, 1996). The design of adequate learning
environments plays an important role in supporting organizational learning,
changing mental models, fostering alternative interpretation patterns of
reality, developing new communication and action patterns, and
reconstructing the sociotechnical aspects of organizations (Kriz, 2003).
Cooperation among the members of organization can be accelerated through
training programs using cooperative learning, and developing cooperation
skills in training programs may lead to increase in cooperation in the work
settings, which is among the necessary characteristics of successful

organizations.
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There is no cited research study that has focused on both
effectiveness of training programs and instructional methods used in
training programs in institutions of Turkey. The profile of Turkey is not
comparable to that of the other countries where most of the cooperative
learning research studies done, and therefore, this experimental study will
contribute to the effect of instructional methods on training effectiveness
research in Turkey. As previously mentioned Turkey has developed certain
policies and initiated particular programs in recent years with regard to
employment training. Because, the newcomers to the labor market are not
offered sufficient training in accordance with the needs of the labor market,
and shortage of qualified labor force remains to be a problem, there is an
effort to develop human resource of the Country through investment in
training. So, the findings will provide guidance to trainers and training
program designers in both CBRT and other institutions in Turkey regarding
the influence of cooperative learning on employee development and overall

excellence of training programs.

Additionally, there are very few studies in the field of adult
education, which were mainly descriptive and specifically focused on needs
assessment and program evaluation in Turkey (Y1ildiz, 2004). Knowledge of
the impact of cooperative learning on training effectiveness and their
generalizability would contribute to theoretical base of adult learning and
applicability of adult learning principles in training programs in both Turkey
and other countries. Learning theory is neither stable nor integrated (Sugrue
& Clark, 2000). Multiple incomplete models of learning (sub-theories) are
currently used to describe various phenomena in the absence of a single
universal learning paradigm. Innovations in instructional methods can and
are generated based on each of these sub-theories. Integration of the various
instructional methods and adult learning principles in training programs is

left to individual training program developers and adult education
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practitioners in many institutions. They are expected to stay current with
important instructional developments related to adult learning and their
appropriate application to the design of various types of instruction.
Knowledge that the adult learning principles generalize across a wide range
of training contents, training objectives, and trainee characteristics via
cooperative learning could support the development of adult learning

principles in the training process and adult education.

1.4. Definitions of Terms

Training: An experience, a discipline or a regimen that causes people to

acquire new, predetermined behaviors (Laird, 2003).

Cooperative Learning: The instructional use of small groups so that
students work together to maximize their own and each other’s learning
(Johnson, Johnson, & Holubec, 1993). Students work together to
accomplish shared goals. Students are assigned to small groups and
instructed to learn the assigned material and make sure that the other
members of their group learn the assigned material. Individual
accountability can be checked by randomly selecting a paper from each
group to grade. A criterion-referenced evaluation system is used. Further,

Nattive (1994) defines cooperative learning strategies as follows:

It is the name given to a method of instruction, which includes over 80
strategies, in which students work together in small teams toward a
common goal. Each member is individually accountable for learning the
material. Interdependence of reward, task, materials, and/or role is part of
the method. Teams are usually heterogeneous in achievement, gender, and

ethnicity, where differences exist in the classroom population.

Individualistic Learning: Lessons structured so that students are working
by themselves to accomplish learning goals unrelated to the learning goals

of other students; when one student achieves his or her goal, the goal
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attainment of other students is unaffected (Johnson & Johnson, 1991).
Within individualistic learning situation, learners receive assignments from
the teacher, do not interact with each other, and request assistance only from
the teacher and do not bother classmates. Trainer built the learning process
based on a learner centralized concept, which is different from the
traditional individualistic learning situations based on a centralized trainer
concept. Individualistic learning is also different from individualized
instruction. Because, individualized instruction include individual lesson
plans for each learner, assessment of every learner’s readiness, needs,
characteristics, and accomplishments, redefinition of learning time,
alternative learning aides, periodic monitoring of progress, and flexibility in
assignments, facilities and time (Bolvin, 1991).

Learning Outcomes: The cognitive learning outcomes, which learners
acquire after the learning process. Cognitive learning outcomes include
verbal knowledge representing the first to be acquired and which serves as
the foundation for efficient and accurate cognitive organization and
strategies. For this purpose of this study, learning outcomes are measured by
the test designed by the researcher.

Training Reactions: Training reaction measures of trainees were described
as indicants of how much they liked the training, perceptions of how well
organized the training program was, and whether trainees found the training
useful (Kirkpatrick, 1987). The reaction questionnaire developed and used
in CBRT was used in this study.

Time of Groups: Morning or afternoon groups. Trainings were conducted 3
hours in each of the five days. In order to control morning-afternoon effect
coming from both trainer and subjects, first week, during morning session
cooperative learning group participated training; and in the afternoon,
individualistic learning group participated training. Second week, time of

groups was shifted.

16



CHAPTER 11
REVIEW OF THE LITERATURE

This chapter describes the literature in several disciplines that
provide the conceptual framework for this research. The areas targeted
were selected to determine major trends, recommendations, and gaps in
research. Four distinct areas in this review are (a) training, with an
emphasize on the effectiveness and evaluation of training programs, (b)
adult learning, focusing on the principles of effective practice in facilitating
learning in adults, (c) cooperative learning - theoretical background,
essential elements, comparison with individualistic learning methods, and
cooperative learning procedures within adult education settings, and (d)
Turkish context related to training, cooperative learning and adult learning

arcas.

2.1. Training

To remain competitive, organizations need to maintain a flexible and
strategic approach to their business, constantly assessing their strengths and
weaknesses (Barber, 2004). For many organizations, these strengths and
weaknesses are not derived from their physical assets, but from their
intellectual assets; i.e. the people they employ. Key to a knowledge driven
organization’s survival, in a market where continuous improvement and
adaptation are essential to remain competitive, is its ability to measure,
manage, develop and leverage these intellectual assets.  From an
organizational perspective, Mabey, Salaman, and Storey (1998) argue that
training and development is the pivotal link between an organization’s
human resource strategy and overall business strategy. Used in a strategic
manner, Mabey et al. (1998) argue that training and development can give
organizations a competitive edge in the content and delivery of products and

services. Besides, today, more than ever, employees must have a working
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knowledge, skills and abilities across various areas in order to meet changes
in market dynamics, business enabling technologies, business ethics etc.

(Attia, Honeycutt, & Leach, 2005).

Organizations recognize that without training their staff will miss
opportunity and most likely perform at a lower level than is otherwise
possible. Organizations also recognize that training is not a cost to the
organization but an investment in it. However, organizations investing
resources in training want to see that training expenditures actually aid the
firm in reaching its objectives (Attia, Honeycutt, & Leach, 2005).
Organizations use wide variety of training evaluation procedures that range
from self-administered reports completed by the trainees, to informal
debriefing sessions, to more elaborate calculations of enhanced revenue.
The information and feedback emanating from these evaluation procedures
are central to successful implementation of strategic organizational
Initiatives.

2.1.1. Effectiveness of Training Programs

The phrases training evaluation and training effectiveness have often
been used interchangeably, yet each addresses very different research
questions (Kraiger, Ford, & Salas, 1993). Training effectiveness models
seek to explicate why training did or did not achieve its intended outcomes.
This objective is accomplished by identifying and measuring the effects of
individual, organizational, and training related factors on training outcomes
such as learning and transfer of training (Tannenbaum, Mathieu, Salas, &

Cannon-Bowers, 1991).

An examination of training effectiveness models illustrates the
central role of learning. For example, Baldwin and Ford (1988) discussed
trainee, training design, and organizational characteristics that may affect

the effectiveness of training. They included learning and retention as
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mediating variables between these characteristics and the generalization and
maintenance of trained behaviors on the job. The wide range of trainee
characteristics found to predict training motivation and outcomes includes
locus of control, conscientiousness, anxiety, age, cognitive ability, job

involvement, and self-efficacy (Colquitt, LePine, & Noe, 2000).

Among the training design factors, objectives, instructional plan,
consideration of relevant learning principles, and preparation for training
and practice are the most important factors affecting learning, retention, and
transfer of trained material (Baldwin & Ford, 1988). A wide variety of
training design and instructional delivery options exist for nearly every
training program in order to foster the acquisition of competence. Methods
of training range from passive, information-based techniques (e.g., lectures)
to computer-based, programmed instruction and learner-centered,
performance-based techniques (e.g., hands-on demonstrations) (Laird,
2003). Lectures, one of the least engaging methods of training, are
commonly used to present training content, and the most engaging methods
of training focus on the development of knowledge in stages and emphasize
principles of behavioral modeling. There is ample of evidence in the
training literature that active approaches to learning are superior to less

active approaches (Taylor, Russ-Eft, & Chan, 2005; Frese, & Zapf, 1994).

In their analysis, Burke, Sarpy, Smith-Crowe, Chan-Serafin,
Salvador, and Islam, (2006) assessed relative effectiveness of different
methods of worker safety and health training aimed at modifying safety-
related knowledge, behaviors, and outcomes. In their meta-analysis
including all studies published since 1971, findings are generally consistent
with the expectation that as level of engagement in training increases,
training will have greater effects in terms of reductions in negative safety
and health outcomes. For the overall distributions, the mean effects

associated with the least engaging, moderately engaging, and the most
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engaging safety and health training methods were 0.20, —0.13, and —0.48,

respectively, and these effects were significantly different from each other.

Bolt, Killough, and Koh (2001) examined the behavior modeling and
lecture-based approaches to computer training using a social cognitive
theory framework. Their emphasis was on task complexity as an added
variable to prior performance, computer self-efficacy, outcome
expectations, and performance. The authors conducted a laboratory
experiment using a sample of 249 learners to determine the interaction
effects between task complexity and training method on performance. The
results showed that behavior modeling outperformed lecture-based training

when task complexity was high.

Those and similar research results provide guidance for the design
and delivery of training interventions. Efforts to increase the capacity of the
workforce must be achieved through continued training programs, and the
capacity to predict the impact of instructional methods on the training

effectiveness would have immense practical utility for training decision

makers (Goldstein & Ford, 2002).
2.1.2. Evaluation of Training Programs

In addition to concerns regarding the preparation for and design of
training, it is important to consider the vital role of evaluation in the training
process (Alliger, Tannenbaum, Bennet, Traver, & Shotland, 1997,
Kirkpatrick, 1994). The choice of evaluation criteria (i.e., the dependent
measure used to operationalize the effectiveness of training) is a primary
decision that must be made when evaluating the effectiveness of training

(Arthur, Bennett, Edens, & Bell, 2003).

Training evaluation refers to a system for measuring whether
trainees have achieved learning outcomes (Kraiger, Ford, & Salas, 1993). It

is concerned with issues of measurement and design, the accomplishment of
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learning objectives, and the attainment or requisite of knowledge and skills.
Constructive evaluation occurs when specified outcome measures are
conceptually related to intended learning objectives. Evaluation is
conducted to answer either of two questions: whether training objectives
were achieved (learning issues), and whether accomplishment of those
objectives results in enhanced performance on the job (transfer issues)

(Kraiger, Ford, & Salas, 1993).

Given the complexity of the marketplace and the speed at which
changes must be implemented in order for organizations to compete and
survive, human resources professionals and corporate trainers must
demonstrate that training objectives have been met, and more importantly,
have translated into improved performance on the job (Huselid, 1995). Such
information may be gained during the evaluation process. However, for any
training to be valuable, training criteria must be psychometrically sound,
meaningful to decision makers, and must be able to be collected within

typical organizational constraints (Tannenbaum & Woods, 1992).

Typical training evaluation studies examine the effects of either (a) a
training intervention provided to an experimental sample as compared to an
“no training” control sample or (b) two alternative forms of training
provided to two roughly equivalent samples of trainees (Campbell, 1988).
The latter represents the analysis of an incremental effect for the training. In
these analyses, uncertainty regarding the effectiveness of the standard or
baseline treatment introduces ambiguity into the incremental effect limits

generalizability (Yates, & Feldon, 2004).

The most developed and used of the training evaluation models in
the human resource literature focuses on defining different training
effectiveness criteria and their organizational implications (Tan, Hall, &
Boyce, 2003). Common to these models is the use of multiple criteria to

gather data on training effectiveness. For example, although newer

21



approaches to, and models of, training evaluation have been proposed
(Arthur, Bennett, Edens, & Bell, 2003), The Kirkpatrick’s four-level model
remains by far the most influential and prevalent approach among
practitioners, and, to a certain extent, researchers. It serves as a point of
departure for communicating understandings about training criteria (Alliger
et al.,, 1997). Kirkpatrick’s taxonomy of training criteria involves the
assessment of (1) the trainee’s reactions to training, (2) the extent of
learning that has occurred, (3) whether trained knowledge, skills or
behaviors have been transferred to the work environment, and (4)
organization-level outcomes or results that have been impacted by training

(Alliger et al., 1997; Kirkpatrick, 1994).

Kirkpatrick’s model has been misunderstood by researchers and
practitioners to be hierarchical (Alliger, & Janak, 1989). Specifically, the
following assumptions arose: (1) each succeeding level of evaluation criteria
is more informative (or “better” in terms of information obtained for the
organization) than the last, (2) each level is caused by the preceding level,
and (3) each succeeding level is correlated with the previous level. Using
meta-analysis, Alliger and Janak (1989) clarified these misconceptions and
found weak correlations among the evaluation types of training, and
proposed that Kirkpatrick’s model or taxonomy of training evaluation
criteria clearly met a felt organizational need. The power of Kirkpatrick’s
model is its simplicity and its ability to help people think about training
evaluation criteria; it provides a vocabulary and rough taxonomy for criteria.
In the following sections, two levels were discussed, including relevant

correlations from the literature.
2.1.2.1. Training Reactions

Level I of Kirkpatrick’s framework for training evaluation represents
the reactions of participants to training, usually collected through

questionnaires administered at the end of the training program. Reaction
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measures of trainees were described as indicants of how well they liked the
training, perceptions of how well organized the training program was, and
whether trainees found the training useful (Kirkpatrick, 1987). These
measures provide feedback on the quality of training delivery, and for most

of organizations, trainee reactions are the sole means of evaluation.

Mann and Robertson (1996) examined trainees reactions and
knowledge gained as measures for effective training. Each trainee was asked
to fill a questionnaire before the training, at the end of training, and one
month later. The results indicate that training increased trainees’ knowledge.
However, positive attitudes do not predict how well people are able to
perform actual tasks. Attitudes and reaction measure are not linked to later

performance.

Although trainee reactions to training are clearly not the sole
indicator of its effectiveness, it is possible that their reactions represent one
variable that is part of many variables that influence training effectiveness.
Mathieu, Tannenbaum, and Salas (1992) found that reactions to training
played an important indirect role in both learning and posttraining
performance. Specifically, reactions to training were found to moderate the
relationship between motivation and learning and to mediate the relationship
between motivation and posttraining performance. Several researchers have
suggested that reaction measures that directly ask trainees about the
transferability or utility of the training should be more closely related to
other criteria than reactions measures that ask about “liking” (Tannenbaum

& Yukl, 1992).

Although there are problems with the performance predictability of
training reaction criteria, training researchers agree on the importance of
evaluating training reactions (Morgan, & Casper, 2000). First, participant
reactions can provide substantive input for the design and improvement of

training efforts. Training is a continuous process, with participant reactions
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providing one source of data for continuous improvement of each
component of the training effort. Credible reaction data can be a tremendous
diagnostic tool for improving the design and delivery of training. Second,
the process of collecting participant reactions can serve a “customer
relations” function, building up the customer’s sense that the training
function is sincerely interested in the service it delivers. A third use of
participant reactions is as a potential predictor of more costly criteria of
training effectiveness — measures of learning, measures of on-the-job
behavior or performance, and measures of organizational results. Because of
the efficiency of the methodology (for example, surveys collected at the
conclusion of training), the development of reactions as predictors of actual
learning, transfer to the job, and organizational results would dramatically

increase the utility of training evaluation.
2.1.2.2. Learning Outcomes

Level II of Kirkpatrick’s framework for training evaluation consists
of measures of actual learning in the training program. This usually involves
posttraining measures of knowledge, skill, or attitude change. While
research suggests organizational training, when appropriately designed and
delivered, is effective in yielding such outcomes (Arthur et al., 2003), it is
logical that learning and retention of training material is a prerequisite to

transfer (Kraiger, Ford, & Salas, 1993).

According to Kraiger et al. (1993), three types of learning outcomes
might be targeted during training: (1) cognitive outcomes, such as the
training of specific knowledge or cognitive strategies, (2) skill-based
outcomes, and (3) affective outcomes, such as targeting attitude or
motivation change. When assessing the learning outcome of organizational
training, it is useful to consider which learning outcome is of interest, and
how that outcome might best be impacted and evaluated. As compared with

the Kirkpatrick (1994) or the Alliger et al. (1997) evaluation frameworks,
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the Kraiger et al. (1993) framework of learning outcomes facilitates a more
focused examination and evaluation of learning that results from training.
Specifically, while Kirkpatrick and Alliger et al. point to the need to
examine learning when evaluating a training program, the Kraiger et al.
taxonomy specifies which learning outcomes (as well as levels of learning)
have the potential of being impacted by training. Simply knowing whether a
trainee can perform a task or process information says little about whether
this individual has accurately learned the information, has integrated this
information with prior knowledge, understands its hierarchical
interrelationships with other concepts of interest, or gaps its potential for
application. Further, training programs do not always target a cognitive
change. Other outcomes may also be of interest (e.g. attitude, motivation or

skill change).

Kraiger et al. (1993) reasoned that evidence of learning could be
found in trainee development or improvement within three unique
capacities: (1) cognitive, (2) skill, and (3) affective learning outcomes.
Further, training objectives may be directed toward any or all of these
categories. Cognitive outcomes of training may include the development of
verbal knowledge, knowledge organization, and cognitive strategies. These
outcomes are organized in chronological order, representing the order in
which trainees will acquire the capability, with verbal knowledge the first to
be acquired and which serves as the foundation for efficient and accurate
cognitive organization and strategies. Measurement within this category is
concerned with assessing not only the state of trainee knowledge, but also

the processes by which knowledge is acquired, organized, and applied.

Skill-based outcomes of training refer to the development or motor
or technical skills (Gagne, Briggs, & Wager, 1992; Kraiger et al., 1993).
Trainee skill development typically includes a goal orientation and a

demonstration of skill-related behaviors in a thoughtful and sequential
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manner. Typically, development of trained skills will involve the movement
through three distinguishable stages: (1) skill acquisition, (2) compilation,
and (3) automaticity. Initial skill acquisition is measured by development of
procedure-related declarative knowledge. Compilation involves integrating
specific skill-related steps into a coherent whole. At this stage, skills are
performed faster and with fewer errors. With high levels of compilation,
automaticity will result, wherein the trainee will be able to produce skill-
related behaviors while performing other activities. In general, skill
development has been measured via trainee performance in role plays,

simulations, or on the job (Kraiger et al., 1993).

Affective outcomes, the final category of learning outcomes, are
neither cognitive nor skill-based, but still indicate that learning has
occurred. Specifically, not all training programs target learning at the
cognitive or skill level (Kraiger et al., 1993). Rather, the focus of these
training programs may to exact changes in an attitude or in level or direction
of motivation. For example, training programs may target attitude change by
developing organizational commitment, teaching tolerance for diversity, and
instilling self-awareness. Such outcomes are measured by assessing trainee
attitude strength (i.e., attitude accessibility, centrality, and internalization or
conviction). Or, a training program may target motivational outcomes, such
as altering or improving motivational dispositions, levels of self-efficacy, or

goal-setting strategies.

2.2. Adult Learning

In order for trainers to be effective in their role as support to
employee development through training, they need to know and understand
how to support adult learners (Lyons & Pinnell, 2001). It is important to

distinguish the unique attributes of adult learners so as to be better able to
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incorporate the principles of adult learning in the design of training

instruction.

Foundational theories or models have been developed in an effort
both to provide a theoretical basis for the practice of adult education and to
expand educators’ understanding of the adult learner and the learning
process. Two main views of adult learning dominated the thinking in the
early twenties. One view, proposed by Thorndike, approached adult learning
from a behavioral perspective. The question that framed much of the early
research on adult learning focused on whether or not adults could learn. In
his book Adult Learning, Thorndike documented that adults could learn and
had different abilities and interests than children. Thorndike’s work
provided the scientific foundation for the previously assumed facts that

adults could learn (McGrath, 2005).

In contrast, the work of Lindeman focused on how adults learned.
His belief was that adults discover new knowledge through the analysis of
experience. This laid the foundation for six principles: situational learning
over subject matter concentration; curriculum based on adult needs; the
learner’s experience is the most valuable resource; a focus on problem
solving; of equal importance is the learners’ experience and the teachers’
knowledge; and that there is a shared authority between teacher and learner
in the formulation of curriculum. These assumptions about adult learners
became the foundation on which adult learning principles was grounded

(Knowles et al., 1998).

As research into adult learning continued, Malcolm Knowles, in
1968, proposed a term for differentiating between learning done by students
in grammar and secondary school and learning done by adults. The term he
suggested was andragogy, which he defined as “the art and science of

helping adults learn” (Knowles, 1980). This was in contrast to the term
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pedagogy, meaning the science of how children learn. The use of this term

united those researchers focused on the field of adult learning.

The andragogical model presents core principles of adult learning
and important assumptions about adult learners. These core principles of
adult learning are believed to enable those designing and conducting adult
learning to design more effective learning processes for adults (Holton,
Swanson, & Naquin, 2001). The model is a transactional model in that it
speaks to the characteristics of the learning transaction (Brookfield, 1986).
As such, it is applicable to any adult learning transaction, from community

education to human resource development.

There are six core assumptions or principles of andragogy (Knowles

et al., 1998):

1) Adults need to know why they need to learn something before
learning it. Adults want to learn things that seem relevant and
applicable to their current lives, including work and family

matters.

2) The self-concept of adults is heavily dependent upon a move
toward self-direction. Adults prefer learning situations that
promote their positive self-esteem. These professional
development activities include a plan to build success
incrementally to help learners become more effective and

competent.

3) Prior experiences of the learner provide a rich resource for
learning. Adult learners bring personal experiences, work
experiences, and social experiences to the learning environment.
These experiences make valuable contributions to the learning

Process.
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4) Adults typically become ready to learn when they experience a
need to cope with a life situation or perform a task. Pratt (1988)
suggested that life’s situations could have a direct effect on the
learner’s readiness to learn. One situation may result in the
learner being confident and self-directed where another situation
may put the learner in a being confident and self-directed where
another situation may put the learner in a more dependent role.
Different situations require different types of support. Research
studies (Hendricks, 2001) have shown that adults became
increasingly self-directed and that their readiness to learn was

stimulated by real-life tasks and problems.

5) Adults’ orientation to learning is life-centered, and they see
education as a process of developing increased competency
levels to achieve their full potential. By presenting information
based on real-life situation, opportunities for practicing problem-
solving skills are increased. Adult learners want to be able to
connect the content being learned to specific contexts they are

experiencing in their lives.

6) The motivation for adult learners is internal rather than external.
Wilodkowski (1985) identified four affective factors that
contribute to adult motivation. These four factors are feeling
successful as a learner, feeling a sense of choice in the learning,
feeling the learning is something one values, and feeling that the
learning is enjoyable. When these factors are in place, adults

want to learn and make decision to spend extra time for learning.

Considering that andragogy has been the primary model of adult
learning for more than three decades, relatively little empirical work has
been done to test the validity of its assumptions or its usefulness in

predicting adult learning behavior (Merriam & Caffarella, 1999). Few
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studies have focused on the relationship between andragogical assumptions
and instruction. There has not been much direct testing of the validity of
andragogy, but it is important for instructors to be aware and adapt the
instruction to serve the diverse and individual abilities, styles, and
preferences found in the make-up of the groups that they lead. The research
investigated that trainers have a variety in their awareness of those adult
learning principles, and the application of the knowledge trainers have of
adult learning principles in their training (McGrath, 2005). Understanding
how adults learn can give confidence to trainers. Trainers should use more
specific instruction on implementing practices that incorporate adult
learning principles. For example, Brookfield (1986) lists principles of

effective practice in facilitating learning in adults:

1) Adults engaged in learning should do so of their own volition.
While the circumstances prompting the learning may be external,
the decision to learn belongs with the learner. Brookfield terms

this voluntary participation.

2) Effective learning in adult groups is characterized by mutual

respect among participants.

3) There should be a sense of collaborative spirit among the
members of the learning group, so those learners are engaged in
a cooperative enterprise where different group members may
assume leadership and facilitations roles. The collaboration is
such that group process involves a continuous renegotiation in

which competing claims are explored, discussed and negotiated.

4) Praxis, or practice unrelated to theory, is at the heart of the
learning process, and there should be a continual process of

activity, reflection, analysis followed by new activity.

5) Critical reflection and self-direction should be nurtured.
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Adult learners have also been described as non-traditional students
who are highly motivated, self-directed, self-reflective, independent, willing
to collaborate with other, and willing to participate in group-decision-
making processes (Morrison, Ross, & Kemp, 2001). Such learners tend to
have a task-centered, problem-solving approach to learning and to bring a

wealth of real-life experience as a powerful learning resource.

According to Knowles (1980), adult learning should involve a
process of guided interaction in which learners engage in activities and tasks
as part of self-directed inquiry. Therefore, an adult educator perceives the
locus of responsibility for learning to be in the learners themselves.
Kasworm (2003) conceptualizes the knowledge-construction process for
adult-learners as a “constructivist, self-regulatory, socially and culturally
mediated process” in which adult learners individually construct new
representations and meanings through cooperative social practices, such as

discourse or debate.

Garrison and Archer (2000) have introduced a transactional
approach adult learning according to which educational transactions
grounded in the general characteristics of adult learners allow those learners
to create meaning in the context of their work and life experiences. In this
view, collaborative learning environments allow adult learners not only to
confirm their ideas and interpretations but also to develop their critical
thinking and self-regulation abilities in relation to specific educational
goals. Personal meaning making and reciprocal confirmation are iterative

phases of an interdependent teaching-learning transaction.

Experience and reflection also play an important role in the adult
learning process. Facilitators need to recognize the considerable and unique
experiences and expertise that adults bring to a learning situation--and to
organize learning activities that take advantage of that experience. The

emphasis on experience as a defining feature of adult learning was
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expressed in Lindeman's frequently quoted aphorism that "experience is the

"

adult learner's living textbook" and that adult education was, therefore, "a
continuing process of evaluating experiences" (Brookfield, 1995). Adult
teaching should be grounded in adults' experiences, and that these

experiences represent a valuable resource.

Collins (1991) also agrees that self-directed learning and experience
are the key points in the field of adult education, but he is concerned that
much of adult education has become technocratic, subverting the ideal of
adult education to that of serving the interest of the particular industry
directed training. He claims that self-directed learning may have become

“directed self-directed learning” in the organizational settings.

2.3. Cooperative Learning

Cooperative learning is defined as the instructional use of small
groups so that students work together to maximize their own and each
other’s learning (Johnson & Johnson, 2003). Cooperative learning is also
defined as “a strategy for the classroom that is used to increase motivation
and to provide a way for critical thinking, problem solving and to encourage
collaborative social skills” (Johnson & Johnson, 1999). A basic premise of
cooperative learning is that a learner’s mind is not the blank state that John
Locke envisioned — waiting to be inscribed by knowledgeable instructors.
Instead, the collaboration of learners’ thoughts and experiences provides
vast resources for the construction of new knowledge and understanding
when teachers create the appropriate learning conditions (Johnson, Johnson,
& Holubec, 1998). Cooperative learning is what the learner does than what
is done to the learner. Learners work together to accomplish shared goals
and to maximize their own and others’ productivity and achievement

(Johnson & Johnson, 1989; Slavin, 1990).
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Cooperative learning is one of the most abundant areas of theory,
research, and practice in education. Over the past 90 years 550 studies have
been conducted comparing the relative effectiveness of cooperative,
competitive, and individualistic learning. Since the first research study in
1898, nearly 600 experimental studies and over 100 correlational studies
have been conducted (Johnson, Johnson, & Stanne, 2000; Johnson &
Johnson, 1989). The multiple outcomes studied can be classified into three
major categories: achievement/productivity, positive relationships, and
psychological health. The research clearly indicates that cooperation,
compared with competitive and individualistic efforts, typically results in
(a) higher achievement and greater productivity, (b) more caring,
supportive, and committed relationships, and (c) greater psychological
health, social competence, and self-esteem. The positive effects that
cooperation has on so many important outcomes makes cooperative learning

one of the most valuable tools educators have.

In the past four decades, cooperative learning has become a widely
used instructional procedure in all grade levels and subject areas. In the past
three decades, modern cooperative learning has become a widely used
instructional procedure in preschool through graduate school levels, in all
subject areas, in all aspects of instruction and learning, in nontraditional as
well as traditional learning situations, and even in after-school and non-

school educational programs.

The widespread use of cooperative learning is due to multiple factors
(Johnson, Johnson, & Stanne, 2000). Three of the most important are that
cooperative learning is clearly based on theory, validated by research, and

operationalized into clear procedures educators can use.

Second, the amount, generalizability, breath, and applicability of the
research on cooperative, competitive, and individualistic efforts provides

considerable validation of the use of cooperative learning, perhaps more
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than most other instructional methods. There are over 900 research studies
validating the effectiveness of cooperative over competitive and
individualistic efforts. The research on cooperative efforts, furthermore, has
unusual breath, that is, it has focused on a wide variety of diverse outcomes.
Over the past 100 years researchers have focused on such diverse outcomes
as achievement, higher-level reasoning, retention, time on task, transfer of
learning, achievement motivation, intrinsic motivation, continuing
motivation, social and cognitive development, moral reasoning, perspective-
taking, interpersonal attraction, social support, friendships, reduction of
stereotypes and prejudice, valuing differences, psychological health, self-
esteem, social competencies, internalization of values, the quality of the

learning environment, and many other outcomes.

The third factor contributing to the widespread use of cooperative
learning is the variety of cooperative learning methods available for teacher
use, ranging from very concrete and prescribed to very conceptual and
flexible. Almost any teacher can find a way to use cooperative learning that

is congruent with his or her philosophies and practices.
2.3.1. Theoretical Background of Cooperative Learning

Cooperative learning 1is framed in the theory of social
interdependence, grounded in the work of Koftka, Lewin, and Deutsch
(Johnson, Johnson, and Smith, 1998). Additional theoretical support for
cooperative learning is found in the cognitive learning theory, which
emphasized that learning is based on intrinsic motivation and is constructed
by the learner. In the cooperative classroom, learners jointly construct
knowledge, reinforcing resource and role interdependency. The behavioral
perspective provides the structure for group work, in that it must be reward
and task oriented, providing extrinsic motivation for learning (Johnson,

Johnson, & Smith, 1998).
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The nature of cooperative learning is placed within the broader
context of social interdependence theory. The basic premise of social
interdependence theory is that the ways in which participants' goals are
structured determine how they interact, and the interaction pattern
determines the outcomes of the situation (Deutsch, 1949 as cited in Johnson

& Johnson, 2003).

When individuals take action there are three ways what they do may
be related to the actions of others. One's actions may promote the success of
others, obstruct the success of others, or not have any effect at all on the
success or failure of others. In other words, individuals may be (Johnson &

Johnson, 1989):

1. Working together cooperatively to accomplish shared learning
goals. When a situation is structured cooperatively, individuals'
goal achievements are positively correlated; individuals perceive
that they can reach their goals if and only if the others in the group
also reach their goals. Thus, individuals seek outcomes that are

beneficial to all those with whom they are cooperatively linked.

2. Working against each other to achieve a goal that only one or a
few can attain. When a situation is structured competitively,
individuals work against each other to achieve a goal that only one
or a few can attain. Individuals' goal achievements are negatively
correlated; each individual perceives that when one person
achieves his or her goal, all others with whom he or she is
competitively linked fail to achieve their goals. Thus, individuals
seek an outcome that is personally beneficial but detrimental to all

others in the situation.

3. Working by oneself to accomplish goals unrelated to the goals of

others. When a situation is structured individualistically, there is
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no correlation among participants' goal attainments. Each
individual perceives that he or she can reach his or her goal
regardless of whether other individuals attain or do not attain their
goals. Thus, individuals seek an outcome that is personally

beneficial without concern for the outcomes of others.

The research on social interdependence has an external validity and
generalizability rarely found in the social sciences (Johnson & Johnson,
2003). Deutsch (1949, as cited in Johnson & Johnson, 2003) conceptualized
two types of social interdependence—positive and negative. Positive
interdependence exists when there is a positive correlation among
individuals' goal attainments; individuals perceive that they can attain their
goals if and only if the other individuals with whom they are cooperatively
linked attain their goals. Negative interdependence exists when there is a
negative correlation among individuals' goal achievements; individuals
engaged in such processes perceive that they can obtain their goals if and
only if the other individuals with whom they are competitively linked fail to

obtain their goals.

In the practice of cooperative learning, positive interdependence
creates promotive interaction — which occurs as individuals encourage and
facilitate each other’s efforts to reach the group’s goals, and in turn,
maximizing each member’s learning (Johnson & Johnson, 1998). Group
members can promote each other’s success by: (a) giving and receiving help
and assistance — both task-related and personal; (b) exchanging resources
and information — orally explaining, elaborating and summarizing
information, and teaching one’s knowledge to others; (c) giving and
receiving feedback on task work and teamwork behaviors — monitoring each
other’s effort; (d) challenging each other’s reasoning through intellectual
controversy, promoting curiosity and motivation to learn; (e) advocating

increased efforts to achieve — encouraging others to achieve increases one’s
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own commitment to do so; (f) mutually influencing each other’s reasoning
and behavior; (g) engaging in the interpersonal and small group skills
needed for effective teamwork; and (h) processing how effectively group
members are working together and how the group’s effectiveness can be

continuously improved.

According to cognitive — developmental theory, cooperation is
paramount for cognitive growth. Jean Piaget theorized that when individuals
interact with society, positive sociocognitive contradictions occur that
induce a state of cognitive disequilibrium (Johnson & Johnson, 1998). This
disequilibrium, in turn, promotes perspective-taking ability and, hence,
cognitive development. Dialectical theories, also cognitive — developmental
in nature, assert that knowledge is social, constructed by society and

conveyed to the individual.

Behavioral-learning theorists posit that students will improve their
performance levels on tasks for which a reward of some sort follows;
conversely, students will reduce their efforts on tasks that yield minimal or
no reward, or even punishment (Johnson & Johnson, 1998). B. F. Skinner,
considered by many as the person who instigated the behavioral-learning
theory movement and who developed the theory of operant conditioning,
advanced the use of group contingencies to promote learning. Cooperative
learning involves the provision of incentives such as better quality of output
for members of a group to collaborate with their group colleagues.
Moreover, behavioral learning theorists contend that when cooperative
learning improves overall performance levels of each group member, this

technique serves as a positive reinforcer (Johnson & Johnson, 1998).

As summarized by Johnson and Johnson (1998), social
interdependence theorists believe that cooperation is based on intrinsic

motivation induced by interpersonal components, with a collaborative desire
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to achieve being central toward achieving cooperative goals. Cognitive-
developmental theorists assert that cooperative efforts lead to disequilibrium
and cognitive reorganization, which promote group goals. Finally,
proponents of behavioral-learning theory posit that cooperative efforts are
influenced by extrinsic motivation to achieve rewards and positive
reinforcement. All theories posit that cooperative-learning environments
foster higher academic achievement levels than do competitive or

individualistic settings (Johnson et al., 1998).

In the interactive classroom, the environment consists of
cooperatively created goals, democratic structure, and group problem
solving when concerns occur. Conflict provides opportunities for further
learning, rather than frustrating teachers and students. Consequently,
through CL, students become accountable, not only as individuals but also
as members of a group. At the heart of the interactive learning classroom is
an atmosphere of caring that is encouraging and supportive for each student
(Johnson & Johnson, 1989). The teacher acts as a facilitator of learning,

approaching the group when necessary.

Cooperative group work fosters purposeful, task-oriented
communication. The task to be completed or the problem to be solved is the
student’s main focus, but the information sharing and discussion process
assists students in acquiring more knowledge and skills. All students take
opportunities for peer group interaction on learning tasks to obtain new
knowledge and apply it in future lessons. The more opportunities students
have to listen, talk, practice or experience, the better the retention of new
information and ideas in the classroom (Johnson & Johnson, 1989). In other
words, by using CL techniques in classrooms, students can experience
academic success and positive self-esteem. Therefore, many cooperative
learning activities and approaches result in students taking responsibility for

creating a real life for themselves.
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2.3.2. Five Essential Elements of Cooperative Learning

According to Johnson and Johnson (1989), most teachers believe
that they are implementing cooperative learning, when in fact they are
missing the essence. Cooperation is much more than being physically-
near other learners, discussing and helping or sharing material with other
students in the classroom. Knowing that cooperative learning can
significantly increase student achievement (compared with competitive and
individualistic learning) when properly implemented does not mean,
however, that all operationalizations of cooperative learning will be
effective or that all operationalizations will be equally effective. "The
learning together method asserts that five basic principles are necessary

for successful cooperative groups" (Johnson, Johnson & Holubec, 1993).
Principle 1: Positive Interdependence

The first and most important element in structuring CL is
positive interdependence. According to Johnson and Johnson (1989), students
of all ages must perceive themselves as being linked with each other in a way
that one cannot succeed unless everyone succeeds. Positive interdependence is
the heart of cooperative learning; therefore, students must believe that they
"sink or swim together" (Johnson & Johnson, 2003). Within every cooperative
lesson, positive goal and role interdependence is structured by group members
(a) "agreeing on the answer and the strategies for solving each problem," and

(b) "fulfilling assigned role responsibilities" (Johnson, 1992).

In order to strengthen positive interdependence, joint rewards, divided
resources and complementary roles may also be used. Joint rewards refer to
offering students rewards for meeting certain criteria. Divided resources give
each group member a part of the total information required for completing an
assignment. Complementary roles refers to giving each group member

different roles, such as a reader, who reads the problem aloud to the group,
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checker of understanding, encourager of participation, and elaborator of
knowledge. Role assignments are varied and are rotated, thus giving each
student opportunities to learn and practice many different social skills. With
these social skills, students strengthen weaker skills, reinforce stronger
skills, and learn new skills. However, new roles must be taught and modeled.
Having a badge or paper nameplate for each role assigned with a description
of the role is helpful. This is particularly useful when learners first begin
to work in learning groups. If there is no positive interdependence,

there will be no cooperation.
Principle 2: Individual Accountability

Each individual learner's performance is assessed by the teacher, and
the results are given back to the group and individual. The group must know
who needs more assistance, support, and encouragement in completing the
assignment, but also that to "hitchhike" onto the work of others is
unacceptable. The purpose of CL groups is to make each member a stronger
individual. The methods that use only a group grade or a group product without
making each member accountable, do not consistently produce achievement
gains (Slavin, 1995). To ensure that each member is strengthened, learners are
held individually accountable to complete their share of the assignment.
Common ways to structure individual accountability include the following:
(a) giving an individual test to each learner; (b) randomly selecting one
learner's product to represent the entire group; and (c) having each learner
explain what has been learned to a classmate (Johnson, Johnson, & Holubec,

1993).
Principle 3: Face-To-Face Interaction

There are important cognitive activities and interpersonal dynamics
that only occur when learners promote each other's learning. This activity

includes orally explaining how to solve problems, teaching one's knowledge
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to classmates, checking for understanding, discussing with each other the
nature of the concepts and strategies being learned, and connecting between
present and past learning. Accountability to peers, ability to influence each
other's reasoning and conclusions, social modeling, social support, and
interpersonal rewards all increase as the face-to-face interaction among group
members increases. To obtain meaningful face-to-face interaction, the size
of the groups needs to be small, about two to six members. However, four
members are best for paired work. Each of these activities can be structured
into group task directions and procedures. Positive interdependence creates
the conditions for students to work together to promote learning interest and

assist and encourage each other.
Principle 4: Social Skills

Social skills include ways students interact with each other to achieve
activity or task objectives and the ways learners interact as teammates. The
social skills behavior may not occur spontaneously with all learners, and
teaching those individuals can have a profound impact on attentiveness, spirit,
and motivation (Johnson & Johnson, 1999). Cooperative learning is inherently
more complex than competitive or individual learning. However, social skills
must be taught to learners just as purposefully and precisely as academic
skills. Most learners have never worked together in learning situations and
thus lack the needed social skills. In addition, leadership, decision-making,
trust-building, communication, and conflict-management skills enable

learners to interact effectively with their colleagues in their organization.

Principle 5: Group Processing

Group processing exists when group members discuss how well goals
are being achieved as well as maintaining effective working relationships.
Groups need to describe what member actions are helpful and unhelpful and
make decisions about what behaviors to continue or change. Learners must

also be given the time and procedures for analyzing how learning groups are
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functioning and the extent to which learners are employing social skills to
help all group members. The process includes the following: (a) enabling
learning groups to focus on group maintenance; (b) facilitating the
learning of social skills; (c) ensuring that members receive feedback on
participation; and (d) reminding students to practice collaborative skills
consistently. When difficulties in relating to each other arise, learners have
to engage in group processing and identify, define, and solve the
problems to work together effectively.

Cooperative learning is an effective instructional method and
worldview (Cohen, Brody, & Sapon-Shevin, 2004). In order to effectively
use cooperative learning, trainers should understand the nature of
cooperation and the essential components of a well-structured
collaborative lesson. The essential elements of cooperative learning also
allow trainers to adapt to unique circumstances, needs, and learners and
fine-tune when implementing cooperative learning in classrooms for

learners of all ages.

2.3.3. Adult Learning and Cooperative Learning

The philosophies and theories of adult learning, beginning in the
early 1900’s, have been directed toward improving instructional
effectiveness, and thus, learning. Several theories provided the foundation
for group dynamics that initiated the team-based work environment in the
late 1940°s and 1950’s (Gilliam, 2002). Dewey, Lindeman, and Knowles
provided key philosophical and theoretical foundations for cooperative
learning in the adult setting. Democracy, interactive learning, and learner-
centered education are a few of the themes established by these founding
fathers in the adult education arena that are also found in the cooperative
learning philosophy. While the current emphasis on cooperative learning
originated at the elementary and secondary educational levels, there are

strong philosophical and theoretical ties between cooperative learning and
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adult learning, creating an easy transition and adaptation of the learning

model to the training of adults.

Theoretically, cooperative learning is unique in comparison to other
adult learning models. The result of Thompson and Chapman’s (2004) study
suggest that cooperative learning procedures can be used effectively within
adult education classes, but that their efficacy may depend heavily on the
classroom management skills of the trainer. For example, Galbraith (1990)
identified specific responsibilities for teachers of adults. These include
establishing a climate that fosters adult learning, involving learners in the
planning of the curriculum and the setting of objectives, helping learners
identify their learning needs, facilitating the use of resources to accomplish

their identified goals, and involving learners in evaluating their learning.

The impact of cooperative-learning environments and peer
orientations on student performance has been investigated widely by
educational researchers. However, virtually all of the cooperative-learning
studies undertaken on adults have been at the associate or baccalaureate

levels, or the like (Onwuegbuzie, Collins, & Elbedour, 2003).

Since 1924, there have been more than 168 studies conducted that
have compared the relative efficiency of cooperative, competitive, and
individualistic learning on the achievement of individuals in college and in
adult settings (Johnson & Johnson, 1998). These investigations indicate that
cooperative-learning techniques lead to higher levels of academic
achievement than do either competitive (effect size =.49) or individualistic
(effect size = .53) methods (Johnson et al., 1998). Also, Qin, Johnson, and
Johnson (1995), in a review of 46 studies at the postsecondary level, found
positive effects on problem solving associated with the cooperative-learning

model in 55 of the 63 outcomes.
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Springer, Stanne, and Donavan (1999) also conducted a meta-
analysis of 39 studies in undergraduate science, mathematics, engineering,
and technology (SMET) instruction, and found that various forms of small-
group learning are effective in promoting greater academic achievement,
more favorable attitudes toward learning, and increased persistence through

SMET courses and programs.

In his research, Doymus (2008) found that cooperative learning is
also viewed as a tool for preparing students to work in teams as required in
various employment settings, in the home, and in the community when there
is a need to combine energies and work towards a common goal. In today’s
information age employees need to be able to think creatively and critically,
solve problems, work in teams, and make shared decisions. Accordingly, to
improve their professional skills, employees need to enhance their learning
of problem solving, interpersonal, cooperative, and technical skills. Five
elements of cooperative learning are clearly important aspects of healthy
teams in the workforce (Lewis, Tucker, Tsao, Canaan, Bryant, Talbot, King,
& Flythe, 2001). Those teams would share common goals and would all
have skills from specific trainings to bring to the team (positive
interdependence). They would work in the same room creating management
plans, operating, and solving other problems and challenges together (face-
to-face interaction). Teams would expect each member to make a
contribution and be responsible for his or her part of the work (individual
accountability). Teams need development in teamwork and group skills
(interpersonal and small-group skills). Finally, teams, if they are to function
well and improve, need to reflect on what they are doing and look to ways
they can function more effectively (group processing). The CL model, since
it is a very good match to actual teamwork, can simulate and serve as a

vehicle to train functional, real-life interpersonal teams.
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Gibson and Campbell (2000) examined the training of junior hospital
doctors to identify whether any feature of cooperative learning was present
in the way participants work and learn, and, if it was present, assess whether
it helped the participants to achieve their goals. Results indicate that
participants were positive about working and learning as members of a team
and that communication and cooperation were necessary skills. In addition
to the different learning situations that occur in hospital, the focus group

learning improves patient care and knowledge acquisition.

Team based active learning as a learning experience, can range on a
continuum from collaborative learning (least structured) to cooperative
learning (most structured) (Laverie, 2006). Both collaborative and
cooperative learning is an active, constructive process (Millis & Cottell,
1998) involving a sense of community and is thus inherently social. But,
groups exist for a reason. People join groups to achieve goals they are
unable to achieve by themselves. In cooperative learning, positive goal
interdependence exists when a mutual or joint goal is established so that
individuals perceive that they can attain their goals if and only if their group
mates attain their goals. The essence of CL is to communicate and negotiate
ideas to “improve meaningfulness and retention” and make progress

together.

2.4. Individualistic Learning

Individualistic efforts are working alone to accomplish goals
unrelated to and independent from the goals of the others (Johnson &
Johnson, 1989). Whether an individual accomplishes his or her goal has no
influence on whether other individuals achieve their goals. Within
individualistic situations, individuals seek outcomes that are beneficial to

themselves. Individualistic learning is working by oneself to ensure one’s
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own learning meets a preset criterion independently from the efforts of other

learners (Johnson & Johnson, 1999).

Each learner has his or her own set of materials, works at his or her
own speed, tries not to disturb classmates, and seeks help and assistance
only from the teacher. Learners are expected and encouraged to focus on
their own goals, have a strict self-interest, see their success as dependent on
their own abilities, celebrate only their own success, and ignore as irrelevant

the success or failure of others (Johnson & Johnson, 1999).

In individualistic learning, sometimes referred as traditional methods
of teaching that have been used in most learning settings, the main source of
the learning process in a classroom was the teacher; therefore, learners
should deal mainly with the teacher to acquire knowledge. The results of the
meta-analysis conducted by Johnson, Johnson, and Stanne (2000) provide
evidence that individualistic learning methods have produced lower
achievement than cooperative learning, and the more conceptual approaches
to cooperative learning may produce higher achievement than the direct

methods.

According to Johnson and Johnson (1999), the basic elements of an
individualistic goal structure include each learner’s working on his or her
own materials and space, perceiving the task as relevant and important,
tuning out other learners and distractions, and using the teacher as a
resource. It is most appropriate to use the individualistic goal structure
when the material to be learned is simple, straightforward, and needed for
use in the near future. The primary skill necessary to is to be able to work on
one’s own, ignoring the other learners. The teacher’s role in an
individualistic learning situation is to arrange the room so that learners will
not be distracted by each other, give learners their individual set of
materials, explain that students are to work alone and check only with the

teacher when they need help, set a clear criterion for success that everyone
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could conceivably reach, ask learners to work on their own, circulate among
the learners and monitor their work, intervene to teach skills or help learners
to refocus on their task, and give learners time to evaluate how ell they have

learned (Johnson & Johnson, 1999).

2.5. The Turkish Context

As stated earlier, research studies into the training, cooperative
learning and adult learning in Turkey are limited. Due to the relevance they
bear to the proposed study, some findings of the existing studies carried out
by researchers and reports published by several organizations were
summarized in the following sections. First, labor market, labor force and
working population of Turkey with respect to educational system, and
training opportunities were discussed, and training issues in the Turkish
Development Plans and several studies related to Turkish labor force were
also summarized. Second, some of the cooperative learning studies
published in last decade focusing mainly on the elementary, high school and
undergraduate levels were summarized. Lastly, EU funded program and
plans of Turkish Ministry of Education in adult education were summarized

with some research findings related to adult learning.
2.5.1. Training

Shortage of qualified labor force remains to be a problem. This is
partly due to the fact that newcomers to the labor market are not offered
sufficient guidance in accordance with the needs of the labor market (Toka,

2005).

Although the increase in the working age population represents a
unique opportunity for Turkey for both economic and social developments,
provided that there is a substantial increase in human resources development

through adequate investment in education and training. A continuation of
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the recent acceleration of economic growth will increase the need for

medium and high skilled workers (ETF, 2006).

The Turkish State Institute of Statistics has made projections until
2020 predicting that, by then, 40 million people will be in the 15 — 44 age
group and 10 million in the 45 — 64 age group. This implies that almost 70%
of the population will be working age (15 — 64). Despite positive signs of
becoming a developing society, Turkey has not been able to take full

advantage of this opportunity stemming from its young population.

The overall educational attainment levels of the working population
are very low compared to European countries (nearly 60% of the labor force
is composed of basic education graduates or people who dropped out from
basic education) (ETF, 2006). Besides the newcomers to the labor market
are not offered sufficient guidance in accordance with the needs of the labor
market (Toka, 2005). Basic education (compulsory education) is 8 years in
Turkey and it ends at the age of 14-15. Compulsory education aims to equip
individuals with core competencies that will allow them to be active
citizens. These competencies do not include any vocational competencies
that will prepare them to enter into work life (Corradini & Fragoulis, 2003).
Thousands of young people are trained in the fields that are not needed. The
content of vocational training courses hardly meets the needs of working
life. In higher education the two year diploma program, which aims to
develop working skills of young people, does not emphasize learning
generic competencies that would assist graduates participate in a changing

labor market (ETF, 2006).

Within the non-formal training system, public, non-governmental,
and private organizations like public education centers, Non-Governmental
Organizations (NGOs) and training centers of companies, offer a variety of
social/cultural, vocational, and literacy/numeracy courses in order to

overcome the problems stemming from the shortage of skilled workers.
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Vocational training centers offer apprenticeship, journeymanship, and
mastership programs. Among these, particularly visible are a number of

foundations established by affiliates of employers’ organizations.

Available information suggests that larger companies do organize
training activities for their staff, but since this is done under their own
responsibility and funding, it is largely undocumented and therefore not
reflected in the official statistics. Besides, there is no data available for on-
the-job trainings received by public and private employees on their

occupations or on different subjects.

In a study (Aksoy, 2007) focusing on training levels and career
development behaviors in small and mid-sized firms in the context of
training, employment, and the new economy discourse, the firms’ policies
and attitudes related to changing training and employment issues were
investigated. Subjects of the study were employers and managers within the
firms located in the OSTIM Organized Industrial Region in Ankara, Turkey.
The interviews indicated that a majority of the managers did not participate
in educational or training programs and thus did not focus on life-long
education. Most respondents represented positive attitudes about training for
their employees. Almost all of the respondents said that their company
supports or provides in-service training for their employees, focusing
directly on-the-job requirements. The findings also supported the previous
notions about the gap between what Turkish Vocational Education System
provides in the way of work skills and what small business managers

expect.

Another study conducted by Dénmez (2005) focused on evaluation
of a training program in a private company. The study also aimed at
exploring the learning level of the staff, measuring staff’s reaction to the
training program, finding out behavioral changes of the staff, which may

positively affect the company. In the study, one-day training program was
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conducted in order to improve staff’s communication skills, to define and
solve the existing communication problems, to assist staff to select
appropriate basic communication strategies in their relationships, and to
support them to reflect on their own practice for the working environment.
The researcher used the case study research method to examine the
effectiveness through the perceptions of the staff related to the training
program. Data was analyzed both qualitatively and quantitatively, and the
results indicated that the staff had acquired the skills that the training
program had aimed. On the other hand, the participants complained about
the instructional materials, physical conditions of training, and the

instructional techniques used.
2.5.2. Adult Learning

The Ministry of National Education (MoNE) has the responsibility
for planning, development, execution, monitoring and supervision of all
types and levels of education and training with the exception of higher
education. Compulsory education has been extended to 8 years in 1997 by
combining elementary school and lower secondary school into basic
education. The Law 4702 enacted in 2001 provides the framework for
extending basic education to 12 years from 2004. Vocational and technical
high schools provide training in more than 130 occupations and giving
access/leading to the qualification of specialized worker and technician
respectively. Participation rate in vocational programs at upper secondary
education was of 19.4% in the age group 15-19 in 2001 (Corradini &
Fragoulis, 2003).

Turkish legislation conceives vocational training as a system of dual
inspiration, with its theoretical (school training) and practical (in-company
training) dimensions. Vocational training policies and activities are mostly
carried out by the MoNE with the responsibility of laying down the

principles regarding the training of apprentices, journeymen and masters
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and the vocational training to be organized in schools and enterprises

(Corradini & Fragoulis, 2003).

The National Education Basic Law (no. 1739) defines non formal
education and training (NFE&T) as the collection of education, training,
production, guidance and implementation activities offered throughout
one’s working life. Those have not completed formal vocational education

and training is the main target.

The EU funded program for “Strengthening of Vocational Education
and Training” conducted between the years of 2002 and 2007 with the aim
of assisting the Turkish Government through MoNE (Ministry of National
Education) in the process of modernization and adaptation of the VET
system to the socio-economic needs of the country and to the principles of
life-long learning. Among its main objectives was the strengthening of the
institutional capacity at national, regional and local levels of public

administration, social partners’ representatives and companies.

Another EU funded program for “The Modernization of Vocational
Education and Training” conducted between 2003 — 2007. The objective of
this program, which was complementary to the previous one, was to
strengthen the capacity of Turkish authorities in organizing and delivering a

modern and efficient system of pre-service and in-service teachers training.

Yildiz (2004) analyzed university-based adult education research
perspectives in terms of contents, methodological aspects, quantity and
continuity of survey based on the documentary reviewing of the 110 thesis
which were carried out as graduate research at the Bosporus University and
Ankara University from 1978 to 2001. The studies with the name including
“adult education/public education” and/or advisor specialized in the area of
Public Education were selected as the sample of the study. The limited

number of studies within the time period mentioned was evaluated, as there
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is a need for more research in adult education area in Turkey. In addition to
limited number of studies, researchers focused more descriptive types of
studies like needs assessment and program evaluation. More research
studies in adult education especially focusing on cause-effect relationships
are needed in order to guide practitioners working for both economic and

social development of Turkey.
2.5.3. Cooperative Learning

Acar and Tarhan (2008) studied the effectiveness of cooperative
learning as opposed to a traditional lecture approach, on 57 ninth grade high
school students’ understanding of metallic bonding and on preventing
misconceptions related to this subject. The results of the achievement test
used to identify students’ understanding of metallic bonding indicated that
the cooperative learning group had higher scores compared to traditional

teacher centered group.

In other study in elementary level, cooperative concept mapping was
found as more effective on learning strategy use than individual concept
mapping, which is supporting the issue of that the cooperative learning
promotes use of effective learning strategies (Guvenc, & Acikgoz, 2007).
Similarly, in several other studies of comparing the cooperative learning and
traditionally designed instruction, cooperative learning groups outperformed
the group in traditional learning condition in terms of achievement (Gumus,
& Buluc, 2007; Erdemir, 2006). Additionally, students in cooperative
learning groups enjoyed learning and working in groups, students became
more active in learning activities and preferred cooperative learning
activities in other courses (Gumus, & Buluc, 2007). Cooperative learning
method was also tested as a social skill instruction program for children
with hearing disability in learning the basic social skills (Avcioglu, 2007).
Results indicated that those students were able to learn basic social skills

through cooperative learning.
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Another study conducted in the undergraduate level, the effect of
cooperative learning versus individual learning methods on 68
undergraduates’ understanding of chemical equilibrium was carried out in a
first-year general chemistry course (Doymus, 2008). Students participating
in the cooperative learning group were divided into four “home groups”,
and each of these home groups contained four students. Achievement test
containing multiple-choice and open-ended questions applied to both groups
at the end of the study. The results indicated that the cooperative learning
group was more successful than the individualistic learning group; they

developed an easier understanding chemical equilibrium.

In order to investigate the effectiveness of cooperative learning
activities and STAD technique on students’ vocabulary retention, Duzan
(2006) conducted a study with 22 first year university students at Baskent
University. Their ages ranged between 18 and 20. Two of the 4 reading
lesson plans implemented cooperative learning group work activities, and a
post-test was given to investigate the retention levels. Cooperative learning

activities produced better retention results than group work activities.

In another study (Gomleksiz, 2007), the effects of cooperative
learning method and traditional teacher-centered instruction on 66
engineering students' achievement in learning vocabulary and active-passive
voice in English as a foreign language were studied and their attitudes
towards learning English was explored in the Faculty of Engineering. The
study was designed in such a way as to compare the students' performance
and attitudes towards learning English before and after experiment. The
results revealed statistically significant differences in favor of the
cooperative learning group on the dependent variables of improving
vocabulary knowledge and learning active-passive voice in English. The
attitude scale results showed that the cooperative learning experience had a

significant positive effect on engineering students' attitudes towards learning
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English and promoted better interactions among students as well. Although
cooperative learning has been proven to be a successful method of
instruction in primary to university level, Tatar and Oktay (2008) proposed
that the effect of Relative Evaluation System (RES) in Turkish educational
system on the interaction among students could be an obstacle to the
cooperative learning. Because, in RES, the success of a student is appraised
with a relational way with the success rates of other students in the class
(Keskin, & Ertan, 2001); the potential, which the student has individually is
not important. The excessive competition in the class would affect students’
learning behaviors. Students who believe that their friends’ success may

result to their failing stay away from cooperative activities.

2.6. Summary of Review of Literature

Training is crucial to maintaining optimal performance and adapting
to change in today’s dynamic business world. Turkey has developed certain
policies and initiated particular programs in recent years with regard to the
development of human resources through training, too. Training, however,
is only useful to the employee and organization when it promotes the true
learning and retention of relevant KSAs (Knowledge, Skills, and Abilities),
and assists employees in translating these newly learned KSAs into
improved performance within the work environment. Among the training
design factors, instructional methods and consideration of relevant learning
principles are the most important factors affecting learning, retention, and
transfer of trained material. In order for trainers to be effective in their role
as support to employee development through training, they need to know
how to support adult learners and understand the impact of instructional
methods on the training effectiveness like training reactions and learning
outcomes. Research has found that cooperative learning when compared to
individualistic learning enhances learner achievement, promotes self-

esteem, and improves interpersonal relations. However, cooperative-
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learning studies undertaken on adults have been mostly at the associate or
baccalaureate levels, or the like, not at the organizational settings with older
adults. Similarly, there is limited study focusing on training, adult learning
and cooperative learning in Turkish training organizations. Within this
context, the present study whose method was defined in the subsequent part
in detail was conducted in order to increase the effectiveness of training
programs conducted in the Bank and contribute to the relevant research in

Turkey.
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CHAPTER I1I
METHOD

The purpose of this chapter is to present overall research design and
provides demographic information about the sample investigated in this
study. The description of training program, research design and types of
instruments used are explained, and the procedures followed to carry out the

study are also presented. Finally, the data analysis method is explained.

3.1. Research Design

Throughout the study, an experimental research design was followed
in order to investigate the effect of cooperative and individualistic learning
methods on learning outcomes and training reactions of learners. A
randomized post-test only comparison group design for the main
independent variables was used in this study (Fraenkel & Wallen, 2000).
Experimental group was instructed by cooperative learning method;
comparison group was instructed by individualistic learning method. Then
both groups were posttested on the dependent variables. A pretest was not
used in the study in order to prevent testing effect. Because the treatment
lasted only five days. Usually a pretest is used in order to determine whether
groups are comparable prior to the program, but since random assignment
was used in this study it was assumed that the two groups were

probabilistically equivalent to begin with.

3.2. Research Questions

The purpose of this study was to compare the effects of cooperative
learning method and individualistic learning method on learning outcomes
and reactions to training. This study sought to build on and extend previous

research by examining the effect of utilizing the cooperative learning
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method in comparison to the use of the individualistic learning method with

adult learners.

The major questions and hypotheses the study sought to answer

WEIe:

1. Is there a statistically significant difference between individual
learners and cooperative learners in terms of learning outcomes

(LOT) controlling for age?

H 1. There is a statistically significant difference between
cooperative learning groups and individualistic learning
groups in terms of overall learning outcomes (LOT)

controlling for age.

2. Is there a statistically significant difference between individual
learners and cooperative learners in terms of training reactions

controlling for age?

H 2. There is a statistically significant difference between
cooperative learning groups and individualistic learning

groups in terms of training reactions controlling for age.

3. To what extent do trainees like or dislike the training program?

3.3. Description of Variables

In the study, the dependent variables (DVs) used were the Learning
Outcomes and Training Reactions. The independent variable (IV) was the
method of instruction: the levels were individualistic learning method and
cooperative learning method. A number of extraneous variables were
selected to compare the two samples. These were age, job tenure (number of
years worked in the Bank) and educational level. But, number of subjects in
high school was much higher than other subjects. Hence, this variable was

not included in statistical analysis. Additionally, job tenure variable was
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found to be correlated almost perfectly with the age, so this variable was not

included in the analysis either.

3.4. Subjects of the Study

The study involved 92 employees working in the Printing
Department of Central Bank of Republic of Turkey (CBRT). Assignment

procedure and characteristics of subjects are given in the following sections.
3.4.1. Assignment Procedure of Subjects

Total number of currency inspection and processing clerks was 148
women in the Bank. All employees were planned to participate the study.
Group sizes were fixed as 24 or 25 subjects for each of six groups. Human
Resource Division of Printing Department assigned those employees to one
of the groups randomly according to their organizational ID. But, 5
employees were quitted from the study before trainings started because of
personal and work related problems like workload or annual leave. 4
employees had sick leave during training. Management called back 5
subjects due to workload during the training. As a result, 14 subjects quitted
from the study. Additionally, before starting the trainings, 15 subjects
changed their group due to workload or personal problems. Finally, 134
subjects, 42 in pilot study and 92 in main study fully participated to the
study and completed all instruments. The number of subjects in main study

groups was given on Table 1.
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Table 1
Number of Subjects in Main Study Groups

Cooperative Learning  Individualistic Learning

Groups Groups
Morning 23 24
Afternoon 22 23
Total 45 47

3.4.2. Characteristics of Subjects

Subjects work as “currency inspection and processing clerk”, and are
responsible for doing routine tasks in the Printing Department. They
examine banknotes to detect defects, determine whether these defects are
within allowable standards, and obtain verification of authorizations to
release items for production usage. All subjects are women. Most of
currency inspection and processing clerks have at least high school degree,
because required educational background for this position is vocational high

school.

There were 45 subjects in Cooperative Learning Groups, and 47 in
Individualistic Learning Groups. The mean age of the subjects was 29.15
with the standard deviation of 9.08 and the range of 21 — 54 (Table 2). The
mean job tenure of the subjects was 8.77 with the standard deviation of 8.62
and the range of 3 — 31 (Table 3). In Main Study Groups, 75 subjects had a
high school degree, 16 subjects had two-year higher education degree, and 1
subject graduated from university (Table 4).
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Table 2

Characteristics of Subjects in Terms of Age

M SD Min Max

Cooperative

Learning Groups 27.98 8.31 21 52

(n=45)

Individualistic

Learning Groups 30.28 9.72 21 54

(n=47)

Both Groups 29.15 9.08 21 54
Table 3

Characteristics of Subjects in Terms of Job Tenure

M SD Min Max
Cooperative
Learning Groups 7.76 8.04 3 31
(n=45)
Individualistic
Learning Groups 9.74 9.13 3 28
(n=47)
Both Groups 8.77 8.62 3 31
Table 4
Characteristics of Subjects in Terms of Educational Level

High  2-year Higher . :
School  Education University  Total

Cooperative
Learning Groups 34 11 o 45
(n=45)
Individualistic
Learning Groups 41 5 1 47
(n=47)
Both Groups 75 16 1 92
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3.5. Description of Training Program

The name of the training program was “Training of On-the-Job
Trainer” offered by the Training and Development Department in CBRT for
“currency inspection and processing clerks”. Training Program was
developed by the researcher, in response to the need reported by the Printing
Department. The aim of the training program was to provide knowledge and
techniques about how to teach their job to new clerks in the Printing
Department. The content and length of the training programs taught to the
cooperative learning and individualistic learning groups were held constant,
and duration of training was totally 15 hours (3 hours in each of the five

days).

Specifically two different training programs were developed, one
for individualistic learning, and the other for cooperative learning in order to
test the effect of each method on learning outcomes and training reactions.
Each training program consisted of five units. First unit, small-group skills
development, was same for both groups. In order for cooperative learning
groups function effectively, group members must be taught cooperative
skills or small group skills, like sharing ideas and opinions, asking for facts
and reasoning, directing group’s work, encouraging other’s participation,
paraphrasing other’s statements, and energizing group. The aim of teaching
small group skills to both groups was to equalize the experimental
conditions in terms of duration. Rest of the trainings was differentiated in

terms of the methods used for same objectives.

The rest of the program consisted of four units, one unit for a day.
Training focused on Structured On-the-Job Training (SOJT), which is
defined as “The planned process of developing competence on units of work
by having an experienced employee train a novice employee at the work
setting or a location that closely resembles the work setting”. All groups had

the same content materials on SOJT translated and summarized from R.
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Jacobs’s book of Structured On-The-Job Training (2002) and G. Sisson’s
book of Hands-On Training (2001). The name of units of each day was

given on Table 5.

Table 5

Training Program Details

Day Name of Lesson Details Duration -
Lesson Hours

1 Preparation Small-group Skills 3
Development
Developing Employee

2 Unit 1 Expertise and Competence 3
Through Training
SOJT Steps: Prepare for

3 Unit 2 Training, Open the Session 3

and Present the Subject

SOJT Steps: Practice the
4 Unit 3 Skills, Evaluate Performance 3
and Review the Subject

. Tools to Enhance SOJT and
> Unit 4 Types of SOJT 3

Researcher developed minutely planned lesson scripts for
individualistic learning classes and cooperative learning classes.
Comprehensive lesson plans structured for the experiences of both
individualistic and cooperative learning groups. The lesson plans contained
specific objectives and were designed to facilitate on the job training
knowledge of trainees. An experienced training specialist responsible for
training program development in the Bank, examined the lesson plans,

according to her suggestions, changes were made in the lesson plans.
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The researcher also acted as trainer, instructed all groups. Researcher
has an Adult Education Certificate, and participated courses and training
programs focusing on cooperative learning, and experienced this method for

more than 2 years in the institution where she works.

In both groups, trainer behaved as a facilitator in order to accelerate
participants’ learning by appropriate classroom activities and problems that
have relevance and meaning to participants. Trainer used constructivist
approach in both training groups. Trainees were encouraged to think, ask
questions, test ideas, and explain concepts. Trainees were also encouraged
to build connections between daily work life and the concepts they are
learning. Classroom climate was created to encourage discussions and
negotiation of ideas. At the beginning and end of each day, and when
necessary, trainees had given an opportunity to change and organize their
cognitive structure related to SOJT concepts. But, for example, questions
were directed to individuals in individualistic learning method groups, and
to groups in cooperative learning method groups. Similarly, responding to
questions, brainstorming possible alternatives, looking for information,
discussing solutions, reviewing and critiquing solutions, integrating a
solution with existing knowledge and experiences, and asking new
questions were directed to individuals in individualistic learning groups, and
to groups in cooperative learning method groups. The sample lesson plans
of first and second units of both groups were given in Appendix A. The

summary of each treatment was given in the following sections.
3.5.1. Cooperative Learning Group

Basically five essential elements of cooperative learning were used
to structure lesson plans of CL. In the CL lesson plans, both academic and
social skill objectives were specified, the tasks and goals structures, and

assigned roles within groups were explained, and the procedures for the
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learning activities were described in minute base. Group members often sat

in groups on the floor as they worked on their mutual group goal.

Many different types of cooperative-learning group interactions were
experienced. Base groups, Jigsaw II groups and pair reading groups were
formed for some lessons as participants worked together on their specified
tasks. Examples of those tasks included (a) problem solving — groups
organized to develop solutions to problems given by trainer, and (b)
learning/instruction — groups were given to learn about a particular content
unit and instructing the rest of the learning group. Informal cooperative
learning groups were also formed for rehearsing the information, responding

to questions, and brainstorming possible alternatives for responses.

During the cooperative learning lessons, trainer followed the
cooperative learning lesson plans and guidelines explained in Cooperation
in the Classroom of Johnson, Johnson, and Hollubec (1998) for structuring
heterogeneous cooperative learning groups. Cooperative learning lesson
plans incorporated the basic elements of cooperative learning into the group
experience: positive interdependence, individual accountability, group
processing, small group skills, and face-to-face interaction. How these basic
elements were incorporated in cooperative learning classes explained in the

following sections.

Positive Interdependence

At the beginning of each day (or session or task), the cooperative
elements were explained and made them believe that they are linked in such
a way that they must sink or swim together. They feel responsible for other
group members’ success as well as their own. Positive interdependence was
structured by asking group members to agree on an answer, by making sure

each group member can explain a group’s answer, or by each member
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fulfilling a role that the group needs in order to complete a group task. Other
ways of structuring positive interdependence were used like shared
resources and a division of labor. Group members were assigned roles to
ensure positive interdependence. In addition to their own responsibility to
learn, group members were assigned a role to help group members to work

together effectively. The roles assigned to group members were as follows:
1. Summarizer: Restates the group’s major conclusions or answers,

2. Checker of Understanding: Ensures that all group members are
able to explicitly explain how to arrive at an answer or

conclusion,

3. Recorder: Writes down the group’s decisions and edits the

group’s report,

4. Encourager of Participation: Ensures that all members are

contributing.
Individual Accountability

Individual accountability is the key to ensuring that all group
members are strengthened by learning cooperatively and that they have a
good chance to effectively transfer what they have learned to situations in
which they may be without a group support. In order to enhance individual
accountability,

(1) sizes of groups were kept small (2-4 members), (2) the role of each
learner was kept distinct from other members of the group, (3) learners were
assessed individually, (4) groups were observed while working, (5)
individuals were requested randomly to present what they are learning,
either to trainer or other group members, and (6) trainees were randomly or
systematically asked to teach someone else or whole class what they have

learned.
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Group Processing

Cooperative learning benefits from group processing —that is,
members’ reflecting on their group experience to describe actions that were
helpful and to make decisions about what actions to continue or change.
Adults need to have a dialogue about the quality of their cooperation, to
reflect on their interactions, and to learn from how they work together
(Wlodkowski, 1999). The processing time was given learners in order for
them receive feedback on their participations, understand how their actions
can be more effective and cohesive, plan more helpful and skillful

interaction for the next group session, and celebrate mutual success.
Small-group Skills

One of the five essential elements of cooperative learning is the
appropriate use of interpersonal and small-group skills. In order to
coordinate efforts to achieve mutual goals, people must: 1) get to know each
other, 2) communicate accurately and unambiguously, and 3) accept and
support each other (Johnson & Johnson, 2003). Placing socially unskilled
people in a group and telling them to cooperate does not guarantee that they
have the ability to do so effectively. People must be taught the social skills
required for high quality collaboration and be motivated to use them if
cooperative groups are to be productive (Johnson & Johnson, 2003). The
first day of lesson plans focused on developing small-group skills of
trainees, and ground rules were also discussed in order to create a learning
climate that significantly reduces aggressive conflict. Active listening
behaviors described and asked trainees use those behaviors during their
group mates speaking. When appropriate, trainer intervened in a group to

suggest more procedures for working together.
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Face-to-Face Promotive Interaction

Face-to face promotive interaction is demonstrated when students
explain each other how to solve a problem, or when they discuss a concept
or teach their knowledge to a class mate (Johnson & Johnson, 1999). It
happens as well when students explain to each other the connections
between present and past learning, or when they encourage and support each
other in their learning. Johnson and Johnson (1999) claim that face-to-face
promotive interaction, fostered by positive interdependence, is a powerful
influence both on efforts to achieve and on the provision of a personal
support system of a group. During group works, members of groups were
asked to encourage and assist each other with information and emotional
support and also deliberate to reach relevant goals, they are engaged in

promotive interaction.
3.5.2. Individualistic Learning Group

While the cooperative-learning classes studied SOJT reading
materials using group interaction, individualistic learning classes learned the
same content from SOJT reading materials through instruction in a whole-
class and teacher-directed approach. Participants in individualistic learning
classes listened the instructions of trainer, read the assigned material
silently, completed worksheets independently or engaged in discussions
with the trainer in response to trainer’s questions. They avoided interaction
with other participants, sought help only from the Trainer, worked at a self-
regulated pace, and completed as much work as possible. Interaction among
participants was discouraged. They sat as far apart from each other as the

classroom would allow.

As mentioned before, trainer used constructivist approach during
individualistic learning groups except group work and mediation, which are

frequently used for constructivist learning approach. The theory of
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constructivism maintains that knowledge is acquired an active process in
which individual continually structures and restructures experience through
self-regulated mental activity (Spigner-Littles, & Anderson, 1999). It is
through this interpretive activity that knowledge is created, differentiated
and integrated into more comprehensive forms (Mascolo, Pollack, &
Fischer, 1997). The constructivist learning makes the learner more central to
the overall process. So, in this study, trainees were encouraged to think, ask
questions, test ideas, and explain concepts without creating any social
interdependence among participants. Trainees were encouraged to build
connections between daily work life and the concepts they are learning.
Classroom climate was created to encourage discussions and negotiation of
ideas. At the beginning and end of each day, and when necessary, trainees
had given an opportunity to change and organize their cognitive structure
related to SOJT concepts. But, questions were directed to individuals.
Similarly, they responded questions, brainstormed possible alternatives,
looked for information, reviewed and critiqued solutions, encouraged to
integrate a solution with their existing knowledge and experiences, and ask

new questions individually.

3.6. Procedures of the Study

The study was constituted of two parts, pilot and main study. In the
piloting part, two training programs were held, one cooperative learning
group and one individualistic learning group. In the main study part, two
cooperative learning groups and two individualistic learning groups were

instructed. Details of those parts were explained in the following sections.
3.6.1. Pilot Study

In order to check the training program and instruments, pilot study
was conducted prior to main study. Piloting enabled the researcher to

evaluate the training program, and test instruments and training program

68



lesson plans for both instructional methods. Human Resource Division of
Printing Department assigned those employees to one of the groups
randomly according to their organizational ID. 42 subjects fully participated
to the study and completed all instruments. 24 subjects were in
individualistic learning group, and 18 subjects were in cooperative learning
group. In the morning, individualistic learning group was trained, and in the
afternoon, cooperative learning group was trained. 29 subjects had high
school degree, 12 had two-year higher education degree and one subject
graduated from university. Mean age of subjects in pilot group was 30.74
with the standard deviation of 11.23 and the range of 21 — 53. Mean of
subjects’ job tenure was 10.19 with the standard deviation of 10.2 and the

range of 3 — 28.

Trainings were conducted by using the lesson plans of each group,
Learning Outcomes Tests and Training Reactions Questionnaires were
administered at the end of trainings. Pilot study enabled the researcher to
evaluate the training program and check the training program lesson plans
of both instructional methods and instruments. Several changes in lesson
plans especially in the duration of lessons were made as a result of piloting
the program. Some items in learning outcomes test and Training Reactions
Questionnaire were deleted. The changes made to instruments according to

the results of piloting were explained in Data Collection Instruments Part.
3.6.2. Main Study

In the main study, two cooperative learning groups and two
individualistic learning groups were instructed. Trainings were conducted
on May 2007. First week, during morning sessions cooperative learning
training was conducted; and in the afternoon, individualistic learning group
training was conducted. Second week, time of groups was shifted in order to
control the effect of morning-afternoon effect coming from both trainer and

subjects. The schedule of Groups was given on Table 6.
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Table 6
Time Schedule of Four Groups

Time First Week Second Week

Morning Cooperative Individualistic
9:00-12:00  Learning Group 1  Learning Group 2

Afternoon Individualistic Cooperative
13:30-16:30 Learning Group 1  Learning Group 2

The researcher informed management of the department and got
permission to use different instructional methods and instruments.
Additionally, management was informed about the design of the study and
measurement of learning outcomes and training reactions at the end of
training. Management provided the information about the age, educational

level, and date of beginning to work in the Bank of the subjects.

Standard procedures of training implementation in the Bank were
held for this study. First, training dates were arranged with top management
considering the workload of the department. Then, managers were sent an e-
mail notification of the dates and times of the training sessions through
Learning Management System of the Bank. Besides subjects of six groups
were assured to get a copy of Training Program Schedules including the
aims and content which are same for both conditions (Appendix B).
Program schedules were also delivered to the subjects’ supervisors. In order
to minimize the subject loss, follow-up calls were made to administrative
manager reminding the dates, times and organization schedule of the
trainings and confirm participation of subjects. Management of Printing

Department allocated the training location and provided the refreshments.
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At the end of each day except first day of training, learning
outcomes test related to the content of the lessons of the day was given and
subjects were asked to do it individually. Subjects were monitored during
the test taking in order not to let them cheat from each other. Training
Reactions Questionnaire was administered at the end of fifth day after the

last learning outcomes test’s administration.

3.6.3. Approval of Ethical Committee

A requirement of all dissertation studies is the submittal of the study
to the Ethical Committee of Human Researches (ECHA) for the protection
of human participants in the Research. The intent and purpose of the Ethical
Committee of Human Researches (ECHA) is to protect the rights and safety
of participants in research studies. The METU established a research
protocol for all undergraduate, graduate, and faculty research projects. To
effectively administer the program, ECHA and Applied Ethical Research
Center were appointed to ensure the University meets the requirements for
review and documentation of all research activities involving human
participants. Each researcher is required to complete and submit the
application for ECHA Approval and Research Protocol. This application
verifies that the researcher has completed the review of ECHA. Approval
for the study was granted prior to experiment (Appendix C).

3.7. Data Collection Instruments

The data collection instruments were Training Reactions
Questionnaire and Learning Outcomes Test. In the following sections,

further information about the instruments is provided.
3.7.1. Training Reactions Questionnaire

Level I of Kirkpatrick’s framework for training evaluation represents

the reactions of participants to training, usually collected through
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questionnaires administered at the end of the training program. Reaction
measures of trainees were described as indicants of how well they liked the
training, perceptions of how well organized the training program was, and
whether trainees found the training useful (Kirkpatrick, 1987). These

measures provide feedback on the quality of training delivery.

The Training Reactions Questionnaire used to collect trainee
reactions was developed by Training Department in the Bank. The intent
was to develop a standard form relevant to all courses in Training Center of
the Bank. Questionnaire consisted of the 24 items. Items asked respondents
to rate their overall perceptions of training, the training management and
administration, the Trainer and training materials. Responses to all of the
items on the questionnaire were given on five-point Likert-type scale (1=
“Strongly Disagree”, 5=“Strongly Agree”), and higher scores indicated
greater levels of more positive reactions. The reaction form also included a

section of written comments in response to the open-ended questions.

The psychometric properties of Training Reactions Questionnaire
were not determined prior to the study. It was piloted in the Pilot Training
Groups with 42 subjects. On the basis of the piloting, internal consistency
coefficient and item-total correlations were computed and 4 items with r =
.20 or below deleted. The Questionnaire (Appendix D) with 20 items was
administered in the Study Groups with 92 subjects, and factor analysis,
internal consistency coefficient and item-total correlations were computed

as described below.

Principle component analysis with Varimax rotation was performed
on the 20 items. The Kaiser criterion was applied to the initial solution,
suggesting that five factors with eigenvalues greater than one should be
extracted. Examination of the initial extraction shows that the first five
factors accounted for at total of 71.1 % of the variance. Eigenvalues and

percent of variance accounted for by each of the factors are presented in
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Table 7. In order to guide examination of weights in the pattern matrix, a .40
cutoff for the loading was required to retain the item with the factor. Finally,
all the items that loaded on a given factor were examined in an attempt to
discern what latent construct was underlying each factor. 20 items that were
retained from the factor analysis categorized into five factors. The means,
and standard deviations for items, and the factor loadings were given in

Appendix E.

Factor 1, which appears to represent a “Trainer” dimension, has
seven items that load on it. Trainer also performed as administrator of the
program, so this item naturally loaded on this factor. Seven items appear to
load on factor 2. Examination of these items suggests this factor represents
“training”. Two items load on factor 3, which appears to represent
“administration”. Two items load on factor 4, which appears to represent a
“materials” factor. Finally, two items load on factor 5, which appears to

represent “training environment”.

Table 7
Eigenvalues and Percent of Variance Accounted for the Training

Reactions Questionnaire Factors

Description Eigenvalues %0 (gigﬁgéned
Factor 1 Trainer 7.72 38.59 0.92
Factor 2  Training 2.79 13.95 0.86
Factor 3 Administration 1.38 6.92 0.75
Factor4 Materials 1.33 6.63 0.77
Factor 5 Training 1.00 502 0.64

Environment

Total 71.01 0.89
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The internal consistency coefficient for each dimension was
calculated separately and was found to be 0.92 for Trainer, 0.86 for
Training, 0.75 for Administration, 0.77 for Materials, and 0.64 for Training
Environment. The internal consistency coefficient for the whole test was

found to be 0.89.

Two open-ended questions were asked at the end of the Training
Reactions Questionnaire in order to learn the trainees’ thought about the

training. The trainees were given the following questions:
1. Please write down the aspects of training program that you liked most.

2. Please write down the aspects that can be considered inadequate in

the training program.
3.7.2. Learning Outcomes Test

Level II of Kirkpatrick’s framework for training evaluation consists
of learning outcomes, measures of actual learning in the training program.
This usually involves post-training measures of knowledge, skill, or attitude
change. In this study, cognitive learning outcomes of training have been

assessed by Learning Outcomes Tests administered at the end of each unit.

Cognitive learning outcomes include verbal knowledge representing
the first to be acquired and which serves as the foundation for efficient and
accurate cognitive organization and strategies. Verbal knowledge include
declarative, factual, procedural, strategic, and tacit knowledge, or in other
words, refer to information about what, how, which, when, or why (Kraiger
et al., 1993). Verbal knowledge is typically measured using multiple-choice,
free recall, or true/false tests. In this study, trainees were presented with a
series of questions and were required to indicate whether each stimulus
exists in memory. The test had multiple-choice, true-false, matching or fill-
in-the-blanks with one-word formats, which are best suited for testing the

retention of verbal knowledge (Gagne, 1977). If the answer of the question
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was correct, it was scored as 1. If not, it was scored as 0. The section below
explains the design procedure and the process used in developing the

instrument.

Training program content was determined according to the content
of Structured On-the-Job Training (SOJT) translated and summarized from
R.Jacobs’s book of Structured On-The-Job Training (2002) and G. Sisson’s
book of Hands-On Training (2001). Objectives were written at the

knowledge and comprehension levels as defined by Bloom’s taxonomy.

A table of specifications was prepared and 90 questions were written
in accordance with the table of specifications in the comprehension
category. For providing content related validity evidence for questions, as
adequacy of the sampling and the format of the instrument, Test was
reviewed by three judges working as training specialist in the institution.
Judges determined the validation for the content if the instrument contains
an adequate sample of the domain of content it is supposed to represent,
training objectives and table of specifications. Besides, they evaluated the
format of the test in terms of the clarity of printing, size of type, adequacy of
workspace, appropriateness of language and clarity of directions. On the
basis of their recommendations, the questions and their instructions, which

were identified to be unclear, too long or too general were reworded.

The Learning Outcomes Test had a mixed format consisting of
multiple-choice, true-false, short answer, matching, and ordering. Details of

Learning Outcomes Test are explained in Table 8.
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Table 8

Number and Types of Questions in Learning Outcomes Tests with
Cronbach-Alpha (a) Scores

E[erfss of Unitl Unit2 Unit3 Unit4 LOT
lglfg?cféle 8 13 4 6 31
True-False 3 4 2 2 11
Short Answer 1 3 o 10 14
Matching 5 . 12 . 17
Ordering o 3 o o 3
Total 17 23 18 18 76
g{gﬁgi‘(’x}; 80 82 82 80 93

The responses are either correct or incorrect. Scoring was applied as
correct-for-guessing scoring (+1 for correct answer, 0 for blank statement
and incorrect answer) so all items are equally weighted. The learner’s total

score is then the sum of correct responses.

The Learning Outcomes Test (including 90 items) was piloted in the
Pilot Training Group with 42 subjects. On the basis of the piloting, internal
consistency coefficient and item-total correlations were computed and items
with r = .20 or below deleted. Finally 76 items constituted the Learning
Outcomes Test (Appendix F). Judges again determined the validation for
the content if the remaining items represent an adequate sample of the
domain of content it is supposed to represent, training objectives and table

of specification (Appendix G).

The internal consistency coefficient for LOT was calculated and was

found to be 0.93. The means of discrimination ( r ) and difficulty ( p ) values
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of items were r = 0.46 and p = 0.65. The results of item-total correlations,

and r and p values of items were given on the Appendix H.

3.8. Data Analysis

The data collected for this study were posttest scores from
participants in cooperative learning and individualistic learning groups.
These scores were recorded as interval scale measures, and the group means
became the unit of analysis used to obtain both descriptive and inferential

statistics.

Firstly, descriptive and correlational statistics were calculated in
order to provide the statistical foundation for hypotheses testing. The
preferred statistical methods for analyzing dependent variables (learning
outcomes and training reactions) were ANCOVA and MANCOVA. These
methods are used to determine whether the difference between the mean
scores of two or more groups is statistically significant, after controlling for
initial differences between the groups (Gall, Borg, & Gall, 1996). Using a
covariate increases statistical power by removing any bias that may result
from comparing unequal groups and provides control over many threats to

internal validity.

Confirming the assumptions underlying analysis of covariance is
necessary to prevent a misapplication of this test. These assumptions include
independence of observations, normality of residuals, homoscedasticity,
homogeneity of regression, accurate measurement of covariate and the
dependent variable. If there is a problem satisfying these assumptions,

another more appropriate test must be used.

The means of dependent variables were compared, using the age as a
covariate, to determine if there were any significant differences at the .05
alpha level. Testing for significance provided the researcher with the

support to draw inferences and make recommendations. An effect size was

77



calculated to report the differences in means using standard deviation units
and to estimate power. Effect sizes are useful for making inferences about
the practical significance of research results, for comparing results of

different studies, and for communicating results in percentiles.

Finally, open-ended questions were analyzed by using content
analysis. The answers to open-ended questions were categorized manually
under broader categories, and organized in lists. Next, they were scanned for
and reorganized for relevance to the research questions and category. Two
training specialists with considerable coding experience examined the codes
and categories for validity purposes. Finally, the emerging themes helped to

provide answers to the research questions.

3.9. Limitations

Limitations are factors which cannot be adequately controlled in the
design of the study and which cannot be accounted for when analyzing,
interpreting and generalizing the data. The following were considered

limitations of this study:

e At the beginning of the study, random assignment of the subjects
to conditions was aimed, but there were subject loss before and
during the trainings, besides, some subjects changed their training
group due to several reasons. This condition might threaten the

randomization of the conditions.

e The present study only involved the female adults working in the
Bank, which may not be applicable for learners with different
gender, organization and job. Caution should be exercised in
generalizing these conclusions to different populations and to

conditions different than those in the study.
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made:

¢ One trainer instructed all groups, and this may affect the external

validity of this study.

e The generalizability of the findings to some types of training may
be limited by the subject of training. The training subject, SOJT, is
not directly related to their work and job performance. The
knowledge they had gained during the training will help them
teach the KSA’s of the job to newcomers more efficiently and

rapidly.

e The cooperative learning groups tended to be more similar in their
group compositions than the diverse groups recommended by
Johnson and Johnson (1999). All participants knew each other
prior to beginning their study group. Many worked together in the
same plant, which made it possibly coordinate certain efforts with

less conflict.

3.10. Assumptions

For the purpose of the current study, the following assumptions were

e The researcher made a conscientious attempt to deliver content
material in both groups in order to not bias the results or findings
of the study.

e Participants understood that their participation in the training was
voluntary.

e The participants in the training reported their reactions openly and
honestly on Training Reactions Questionnaire.

¢ The participants did their best to get high scores on the tests.

e The participants understood their responses would remain strictly

confidential.
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CHAPTER 1V
RESULTS

The purpose of this study was to compare the effects of cooperative
learning method and individualistic learning method on learning outcomes
and training reactions of employees in an in-service training course. Two
out of four study classes were instructed with the cooperative learning
method, and the other two classes were instructed with the individualistic
learning method to teach the same training content, which covered the
subject of structured on-the-job training. The dependent variables used were
the Learning Outcomes and Training Reactions. The independent variable
was the method of instruction: the levels were individualistic learning
method and cooperative learning method. Age and job tenure were selected
to compare the two samples. This chapter first presents descriptive and
correlational statistics and then the results of the data analysis based on the

statistical hypotheses and the research questions.

4. 1. Descriptive Statistics

In this section, preliminary statistical analysis was used to lay
groundwork for hypotheses testing by establishing the measures of central
tendency of each of the variables in the study. Descriptive statistics with the
correlational statistics provided the statistical foundation for hypotheses

testing.

Descriptive statistics explained each of the independent variables in
terms of measures of central tendency (mean) and measures of variability
(standard deviation) (Table 9). To assess normality, the Kolmogorov-
Smirnov statistic was used to test the null hypothesis that the population was
normally distributed. For the majority of the items, standardized skewness
and kurtosis values on all dependent variables and covariate were in the

excellent range, with values between +/— 1.0, indicating a normal
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distribution of the data. Although there are a few items (trainer, training and
materials) that slightly violated the assumption of normality, the large
sample size and robustness of the chosen analytical procedures indicate that

it was still appropriate to proceed with data analysis as planned.

Table 9

Descriptive Statistics of Learning Outcomes and Training Reactions
with respect to Instructional Method

Scale/Subscale Mean SD

Cooperative Learning Group (n=45)

LOT 53.02 11.26
Overall Taining 20,57 273
Trainer 4.59 0.56
Training 4.14 0.71
Administration 3.49 1.18
Materials 4.47 0.73
Training Environment 3.88 0.97
Individualistic Learning Group (n=47)
LOT 46.66 14.57
Overall Training 2112 278
Trainer 4.69 0.41
Training 4.17 0.67
Administration 3.56 1.28
Materials 4.55 0.61
Training Environment 4.15 0.74
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The higher the mean score, the more common the phenomenon was
observed. In comparing the CL (Cooperative Learning) group and IL
(Individualistic Learning) group, the mean score was typically higher for
Learning Outcomes Test (LOT) in the CL Group (M=53.02, SD=11.26)
than IL Group (M=46.66, SD=14.57). The lower the standard deviation, the

less the variance occurred among the distribution of the scores.

The mean of overall training reactions was 20.85 on total score of
25. When the reactions of subjects were examined in terms of subscale,
subscale with highest mean and lowest standard deviation was “Trainer”, M
= 4.64, sd=0.48. The second highest mean and lowest standard deviation
was belong to “Training”, M = 4.51, SD= 0.67. The next were “Materials”
with M=4.16, SD= 0.69, and “Training Environment” with M= 4.02,
SD= 0.85. The lowest mean and highest standard deviation was belong to

“Administration”, M=3.48, SD=1.23.

4. 2. Correlational Statistics

As a second part of the preliminary analysis, correlational
relationships of the variables used in the study indicated comparative
associations (direction and significance) and established the foundation for
variance analysis used for hypothesis testing. In order to determine which
data need to serve as covariates, the relationship between independent
variables (age and job tenure) and dependent variables (LOT and Training

Reactions) were tested.

There was a statistically significant relationship between the
dependent and independent variables explored in the study at lest .05 alpha
level, as indicated in Table 10. The p-value of a number of the variables was
below the alpha level 0.05, and some were measured at less than the alpha
level 0.01. A highly significant association was found between Learning

Outcomes, Training Reactions, age and job tenure of the subjects. The
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relationships of LOT with age and job tenure were significant at the alpha
level .01. The relationships of overall training reactions, age and job tenure

variables were statistically significant at the alpha level .05.

Table 10

Correlations of the Dependent Variables (LOT and Training
Reactions) and the Independent Variables (Age and Job Tenure)

(n=92)
Scale/Subscale Age Job Tenure

LOT -.39%* -.39%*
Trainer 24%* 22%
Training .09 .09
Administration 23% 24%*
Materials .19 .16
gi:irﬁ)nfment 11 10

*p <.05. **p<.01.

The directions of the correlational relationships are different for
learning outcomes and training reactions. The learning outcomes test scores
are increasing while the age and job tenure decreasing. On the contrary,

training reaction scores, age and job tenure are positively correlated.

Although the job tenure and its relationships with other variables
were explored, age was highly colinear with job tenure (r=.98, p<.01) and
did not contribute anything unique beyond duration of working in the Bank,
and therefore only one independent variable, age, was used as covariate in

subsequent analyses or in the final model.
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In addition, correlations were conducted on training reactions and
learning outcomes to determine whether they were significantly related
before proceeding to analyze the differences between groups. The results of
the analysis corresponded to the pattern predicted that all of the dependent
variable correlations were significant except for learning outcomes (Table

11).

Table 11
Intercorrelations Between Training Reactions and Learning
Outcomes
(n=92)
Scale/Subscale 1 2 3 4 5 6 7
I Learning 120 .02 02 19 01 -08
Outcomes —
2. Overal‘l Training TeEE  E3EE TREE TSk ST
Reactions — ' ' ' ' '
3. Trainer 0 36%k 40k 65k 36%*
4. Training 0 35%k 42%% (16
5. Administration I Ve
6. Materials ) b
7. Training
Environment —

*p <.05. **p<.0l.
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4. 3. Hypotheses Testing

The major questions and hypotheses the study sought to answer were

given and analyses were explained in the following parts.
4.3.1. Research Question One

Research question one investigated the impact of instructional
methods (cooperative learning or individualistic learning) on learning

outcomes controlling for age.
The Hypotheses One

The Hypotheses One (H.1.) (alternative — H;) stated that there is a
statistically significant difference between cooperative learning groups and
individualistic learning groups in terms of learning outcomes (LOT)

controlling for the age.

In the preliminary analysis, correlational relationships were found to
be negative and significant between LOT and age as noted in Table 10. The
strength of the associations and the significance at the .01 and .05 level were
very positive indicators of the strong relationship between the Learning
Outcomes Tests and age. Therefore, age was used as the covariate for
testing the differences between groups in order to eliminate systematic bias

and reduce the within group error variance.

The preferred statistical method for analyzing the learning outcomes
test was Univariate Analysis of Covariance (ANCOVA) using the age as
covariate. This method is a test to determine whether the difference between
the mean scores of two or more groups is statistically significant, after
controlling for initial differences (i.e. age) between the groups. The LOT
means were compared in terms of instructional methods, using the age as a
covariate, to determine if there were any significant differences at the .05

alpha level.
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The appropriate use and interpretation of ANCOVA required an
assessment of whether the assumption of homoscedasticity was valid for the
analysis. Homoscedasticity refers to the assumption that the variability in
the scores for one continuous variable is similar to the variability in scores
for other continuous variables, in other words, the assurance that the
variance of errors is the same at all levels. Homoscedasticity was confirmed
with the results of Levene’s test (F=0.77, p=.38 ). This test indicated that

there was no significant difference in variances (p > .05).

Support for the assumption of homogeneity of regression came from
the lack of a significant interaction between the age (covariate) and the
method of instruction for the LOT (F= 1.58, p=.21). This important
assumption requires that the regression slopes for each of the groups is the
same and is satisfied when it has been established that a common regression
coefficient was used to determine the differences between means. If the
interaction between the covariate and the group factor in the prediction of
the dependent variable is significant, the interpretation of main effect of

ANCOVA will not be helpful.

With the confirmation that an ANCOV A was the appropriate test for
determining if an observed difference in learning outcomes between
cooperative learning and individualistic groups was statistically significant,
these groups’ LOT means were compared with the age used as a covariate.
A difference in group means was considered statistically significant if it
exceeded the .05 alpha level. Table 12 contains the results of the ANCOVA

for the LOT in terms of instructional method.
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Table 12

Analysis of Covariance for Learning Outcomes Test — LOT

(Instructional Method)

Source SS df MS F p
Age (Covariate) 2110.29 1 211029 1420 .00 **
Instructional Method

*
(Between Groups) 596.08 1 596.08 4.01 .048

Error

(Within Group) 13225.24 89  148.60

*p <.05. **p<.01.

It is apparent from Table 12 that the difference in group means on
the LOT between the cooperative learning groups and individualistic
learning groups was statistically significant, F (1, 89) = 4.01, p=.048
(p<.05), with the cooperative learning method producing the higher group

means.

To better convey the magnitude of the difference, the effect size was
computed using specific test results from the ANCOVA. Several important
factors influence the magnitude of the effect size: the measures used, the
absolute difference among group means, the shape of the score distribution,
and the individuals included in the sample (Gall et al., 1996). A positive
effect size indicates that the average learner receiving the experimental
treatment did better than the average leaner not receiving it. Cohen (1988)
defined effect sizes as "small, d = .2," "medium, d = .5," and "large, d = .8".
The effect size for the difference in LOT means between cooperative
learning and individualistic learning groups was computed at .48. This
effect size supports findings in earlier meta-analysis conducted on

cooperative learning (Johnson, & Johnson, 1989).
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The Cooperative Learning and Individualistic Learning groups were
instructed in the morning or afternoon, and then time of trainings were
shifted next week in order to control the effect of timing coming from
morning or afternoon. Although time of trainings were shifted, as a second
check the effect of training time was tested by using statistical methods too.
The statistical method was 2 (instructional methods) x 2 (time of training)
ANCOVA using the age as covariate. The LOT means were compared in
terms of instructional methods (cooperative learning and individualistic
learning) and time of training (morning and afternoon), using the age as a
covariate, to determine if there were any significant differences at the .05

alpha level.

Homoscedasticity for ANCOVA was confirmed with the results of
Levene’s test (F=1.90, p=.14 ). This test indicated that there was no
significant difference in variances. Support for the assumption of
homogeneity of regression came from the lack of a significant interaction
between the age and the method of instruction (F=.70, p=.41) and between
the age and time of training ( F=1.03, p=.31) for the LOT.

With the confirmation that an ANCOVA was the appropriate test for
determining if an observed difference in LOT between instructional
methods and time of training was statistically significant, these groups’ LOT
means were compared with the age used as a covariate. A difference in
group means was considered statistically significant if it exceeded the .05
alpha level. Table 13 contains results of the Analysis of Covariance for the

LOT in terms of instructional methods and time of training.
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Table 13

Analysis of Covariance for Learning Outcomes Test— LOT

(Instructional Method x Time of Trainings)

Source SS df MS F p
Age (Covariate) 2170.75 1 2170.75 17.80 .000*
Instructional Method

skk
(Between Groups) 540.23 1 540.23 443 038

Time of Trainings
(Between Groups) 299.88 1 299.88 2.46 12
Error

Within Group 10610.48 87  121.96

*p <.05. **p<.01.

It is apparent from Table 13 that the difference in group means on
the LOT between the cooperative learning groups and individualistic
learning groups was statistically significant, F(1, 87) = 4.43, p=.038, with
the cooperative learning methods producing the higher group means. But,
the difference in group means on the LOT between the morning and

afternoon groups was not significant, F (1, 87) = 2.46, p=.12.
4.3.2. Research Question Two

Research Question Two investigated the difference between the two
groups, Cooperative Learning and Individualistic Learning, with regard to

training reactions by using the age variable as covariate.
The Hypotheses Two

The Hypotheses Two (H.2.) (alternative — H;) stated that there is a
statistically significant difference between cooperative learning groups and

individualistic learning groups in terms of training reactions controlling for
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age. Correlations determined whether independent variables were
significantly related before proceeding to test differences between groups
(Table 11). The results of correlations indicated that a separate ANCOVA

should be performed on the dependent variable of Training Reactions.

The preferred statistical method for analyzing the Training Reactions
Questionnaire was Univariate Analysis of Covariance (ANCOVA) using the
age as covariate. The Training Reactions means were compared in terms of
instructional method, using the age as a covariate, to determine if there were
any significant differences at the .05 alpha level. The results of descriptive
statistics related to Training Reactions with regard to Instructional Methods

were given on Table 9.

Homoscedasticity, the assurance that the variance of errors is the
same at all levels, was confirmed with the results of Levene’s test (F=.01,
p=94). This test indicated that there was no significant difference in
variances. Support for the assumption of homogeneity of regression came
from the lack of a significant interaction between the age (covariate) and the
method of instruction for the Training Reaction Questionnaire (F=.05,
p=-83). As mentioned before, this important assumption requires that the
regression slopes for each of the groups is the same and is satistied when it
has been established that a common regression coefficient was used to

determine the differences between means.

With the confirmation that an ANCOV A was the appropriate test for
determining if an observed difference in Training Reactions between
cooperative learning and individualistic groups was statistically significant,
the Training Reactions means were compared with the age used as a
covariate. A difference in group means was considered statistically
significant if it exceeded the .05 alpha level. Table 14 contains results of the
Analysis of Covariance for Overall Training Reactions. It is apparent from

the Table that the difference in group means on the Training Reactions
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between the cooperative learning groups and individualistic learning groups

was not statistically significant, F(1, 89) = .46, p=.50.
Table 14

Analysis of Covariance for Overall Training Reactions

(Instructional Method)
Source SS df MS F p
Age (Covariate) 39.61 1 39.61 5.49 02%
Instructional Method
(Between Groups) 3.34 1 3.34 46 .50
Error
Within Group 642.57 89 7.22

*p <.05. **p<.0l.

To better convey the magnitude of the difference, the effect size was
computed using specific test results from the ANCOVA. The effect size for
the difference in overall training reactions means between cooperative

learning and individualistic learning groups was computed at .20.

In order to analyze the differences on subscales of training reactions,
MANCOVA was conducted by using age as covariate to determine if there
were any significant differences at the .05 alpha level. Homoscedasticity for
each factor was confirmed with the results of Levene’s test; homogeneity of
regression of each factor was supported by the lack of a significant
interaction between the age (covariate) and the method of instruction for
each subscale (p< .05). Support for the assumption of homogeneity of
regression came from the lack of a significant interaction between the age

(covariate) and the method of instruction for each subscale (p<. 05).
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With the confirmation that a MANCOVA was the appropriate test
for determining if an observed difference in Training Reactions Subscales
between cooperative learning and individualistic groups was statistically
significant, the means of instructional groups were compared by using the

age as covariate (Table 15).
Table 15

MANCOVA of Training Reactions Subscales by Cooperative
Learning and Individualistic Learning Groups

Multivariate Univariate ANCOVA®
ANCOVA?
Source F°¢ TR TRG ADM MT TE
Groups .39 F 41 .01 .00 A3 17

* df’s=(5,85); ° df’s=(1,90); ¢ = Pillai’s Trace; * p <.05. ** p<.01.;
TR=Trainer; TRG=Training; ADM= Administration; MT=Materials; TE=
Training Environment

A difference in group means was considered statistically significant
if it exceeded the .05 alpha level. It is apparent from Table 15 that the
differences in group means between the cooperative learning groups and

individualistic learning groups were not statistically significant.
4.3.1. Research Question Three

Research Question three investigated the subjects’ responses to
open-ended questions in the Training Reactions Questionnaire related to
“the aspects of training program that you liked most” and “the aspects that
can be considered inadequate in the training program”. A content analysis
was used to examine responses to the open-ended questions about the
training reactions of participants. The researcher categorized each response

according to the themes represented. A training researcher checked theme—
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response match and several changes made according to those results. Then,
frequencies in each theme were computed for cooperative learning and
individualistic learning groups. It should be noted that there was missing
data for the open-ended responses when compared to the quantitative
measures. About 70 subjects out of 92 responded to either one of two
questions. Answering open-ended questions may place greater cognitive

demands on the respondent and takes additional time.

The first question was about the aspects of training program that
they liked most. There were 127 responses from 77 subjects about this
question totally. 36 subjects in cooperative learning group identified 70
most liked aspects; 41 subjects in individualistic learning group identified
57 most liked aspects. Eight themes were identified from their responses by
using content analysis. The names and explanations of each theme are given
on Table 16; several sample responses related to those themes were given

on Table 17.

Table 16

Themes and Frequencies of Responses Related to the Most Liked
Aspects of Training Program

NameorTheme | Coopeuve G o
1. Method 26 4 30
2. Presentation 10 17 27
3. Trainer 14 10 24
4. Learning 6 8 14
rgelogal T
6. Enjoyment 2 7 9
7. Being Valued 5 3 8
8. Subject of

Training Program 3 ! 4
Total 70 57 127
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Table 17

Samples of Responses Related to the Most Liked Aspects of
Training Program

Theme 1 (Method)

“Learning exercises done as a group are more enjoyable. People know
each other better and methods (subjects) are kept in the mind more. It
is very good to explain someone and listen to her presentation. You feel
yourself responsible to them. I enjoyed a lot.”

“Working as a group and in accordance with others’ ideas and
learning were very nice.”

’

“Helping each other to learn.’

“Learning as a group was a very good practice. I believe it contributes
to understanding and comprehension very much.”

“Explaining each other the topic , learning as a group helped our
learning and teaching.”

“Participation of everyone.”

“Coming to a conclusion through discussing openly.”

Theme 2 (Presentation)

“I understood more easily because subjects were explained very
clearly and fluently.”

“... explained in a very simple and understandable way.”
“The flow of training, explanation and presentation were very good “

“We learned the subjects in this program explained in a simple and
clear language.”

“... explained by a simple, easy and understandable language.”

“I was very content with her presentation style, she presented the
lesson very clearly.”
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Table 17 (continued)

Samples of Responses Related to the Most Liked Aspects of
Training Program

Theme 3 (Trainer)

“She is sensitive to participants’ needs, nice looking, pleasant
sympathetic, friendly, active, sincere, speaks fluently and clearly
and communicates well.

“Naturally, I came to the lessons and participated because our
trainer’s nice attitudes and behaviors and friendly manners
encouraged me.”

“... trainer’s behaviors, methods, and that she listens to what we
say.”
“That the lessons are carried out in a joyful manner by the trainer.”

“Trainer’s friendly and nice behaviors increased our participation
during the lessons.”

“Trainer’s fluent and accurate talk and friendly manners, the way
s/he motivates the participants, conducts the program with ease and
peace, manages the class smoothly , and being trustworthy are very
important for us.”

Theme 4 (Learning)

“We learned our work with its full dimensions and also found out how
to transfer it into practice perfectly. “

“«“

t was good to be informed about our work.”

“I have become fully aware of what we should do in the future. I
learned what orientation training and coaching mean, and how they
are put into practice. “

’

“I gained the skill of presenting something to others.’

“The subject of training will help us teach our job to newcomers
adequately.”

“I will teach my work to others perfectly, and training an employee
perfectly will affect me very positively.”
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Table 17 (continued)

Samples of Responses Related to the Most Liked Aspects of
Training Program

Theme 5 (Psychological Climate)

“Everyone’s speaking about themselves very comfortably, a very cozy
environment.”

“We were able to speak about our ideas very easily in the classroom.”
“Expressing our ideas very explicitly for the first time.

“The classroom environment encouraged everyone speak about their
ideas, complaints, and criticisms very easily.”

Theme 6 (Enjoyment)

“It was the most joyful training that I have ever participated.”

(13 . . . . .
1 enjoyed working as a group and entertaining learning
environment.”’

‘

“Examples were very enjoyable. *

Theme 7 (Being Valued)

“This training made me remember that [ am not an ordinary person in
the Bank. It increased my self-esteem.”

“It has made us feel that ourselves and what we do are very
important.”

“«

“This activity was done to teach something and gives us a value.

The Second Question was about the aspects of training program that

can be considered inadequate in the training program. There were 65

responses from 58 subjects about this question totally. Three themes were

identified as “physical conditions”, “time of training”, and ‘“other”.

11 subjects in cooperative learning group identified 22 inadequate aspects;

22 subjects in individualistic learning group identified 43 inadequate

aspects. 8 subjects of cooperative learning groups and 17 subjects of
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individualistic learning group answered the question with indicating “no
insufficiency”, “aims and objectives were achieved” or “there wasn’t any
drawback.” The names and explanations of three themes are given on Table
18; several sample responses of those themes translated into English were

given on Table 19, and original versions were given on Appendix —J.

Table 18

Themes and Frequencies of Responses Related to the Inadequacy of
Training Program

Name of Theme Le(e:u(‘)r?il;l egrag;i;/cla 1 I}::gf;?ﬂigg) Total
1. Physical Conditions 3 14 17
2. Time of Training 7 4 11
3. Other 4 8 12
Total 22 43 65

Table 19

Samples of Responses Related to the Inadequacy of Training

Program

Theme 1 (Physical Conditions)

“The room for the training was very small and cramped.”

“Training with group learning activities could be carried out in a larger
place.”

“Training room was very small and boring.”

“Physical environment was very bad.”
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Table 19 (continued)

Samples of Responses Related to the Inadequacy of Training

Program

Theme 2 (Time of Training)

“It was a belated training. We were not trained in this way, but we will
apply it to the newcomers.”

“I think it was late for senior colleagues/ friends. We would have been
more comfortable during the orientation phase of the job if they had been
trained like this.”

“Trainings are not insufficient but belated. I think it would have been
more helpful if such training and application had been done earlier.”

“It would have been more helpful when newcomers started to work three
years ago.”

Theme 3 (Other)

“The duration of the training is too long, 3 days could be enough.
Because, it is not a difficult training.”

“Participation was low, there was not a whole active class
participation.”

...... the target group was employees. Managers/employers should
receive such training as well.”

“Using more visual materials could have prevented routine use of similar
materials every day.”

“Trainer did not know our job very well.”
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CHAPTER V
DISCUSSION

In this chapter, the results obtained from the statistical analyses will
be discussed along with the general findings, and the implications for

practice and research will be presented.

5.1. Discussion

Discussions are presented under the headings including learning

outcomes and training reactions.
5.1.1. Discussions Related to Learning Outcomes

The first question focused on the difference between cooperative
learning and individualistic learning in terms of learning outcomes. The first
hypotheses of the study stated that there is a statistically significant
difference between cooperative learning groups and individualistic learning
groups in terms of overall learning outcomes controlling for the age. In
order to test this hypothesis, correlational relationships of the variables used
in the study were examined firstly. The results of the analyses indicated
comparative associations and established the foundation for further analysis
used for hypothesis testing. The relationships between independent variables
(age and job tenure) and dependent variable-LOT were tested. A highly
significant association was found between Learning Outcomes, age and job
tenure of the subjects. The relationship of learning outcomes and age was
r = - 0388, p<.0l. The correlational relationships between learning
outcomes and job tenure are very similar to the relationships between
variables with respect to the age of subjects, r = - 0.386, p<.01. Although the
job tenure and its relationships with other variables were explored, age was
highly colinear with job tenure (r=.98) and did not contribute anything
unique beyond duration of working in the Bank, and therefore only one

independent variable, age, was used as covariate in the final model.
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The preferred statistical method for analyzing the learning outcomes
was Univariate Analysis of Covariance (ANCOVA) using the age as
covariate. The difference in group means on the learning outcomes between
the cooperative learning groups and individualistic learning groups was
statistically significant, F (1, 89) = 4.01, p=.048, with the cooperative
learning methods producing the higher group means. To better convey the
magnitude of the difference, the effect size was computed using specific test
results from the ANCOVA. The effect size for the difference in LOT means
between cooperative learning and individualistic learning groups was
computed at 0.48. This result shows that first hypotheses was confirmed by
that training of adults in an in-service training program by cooperative
learning method has been more effective in learning when compared to

individualistic learning method.

These findings were consistent with 168 research studies conducted
between 1924 and 1997 comparing the relative efficacy of cooperative,
competitive, and individualistic learning on individual achievement of
participants 18 years or older (Johnson, Johnson, & Smith, 2007). The
results of these studies indicated that cooperative learning promoted higher
individual achievement than did competitive (effect size=0.49) or
individualistic (effect size=0.53) learning. This large effect size also
supports findings in earlier meta-analysis conducted on cooperative learning
(Johnson, & Johnson, 1989). Other researches have also reported higher
achievement for classes practicing cooperative learning methods than for
classes taught with competitive or individualistic learning methods (Slavin,
1990). These results are valid for all age levels, for all subject areas, and for
tasks involving concept attainment, verbal problem solving, categorization,
spatial problem solving, retention and memory, motor performance, and

guessing-judging-predicting (Johnson, Johnson, and Holubec, 1993).
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The growing body of support for the effectiveness of cooperative
learning in general and the Johnson and Johnson cooperative learning model
in particular continues to strengthen the social interdependence theory upon
which this study was based, designed, and tested. In the present study, two
types of interdependence were used. Cooperative learning groups have been
structured using positive interdependence where individuals perceive that
they can reach their goals if and only if the other individuals with whom
they are cooperatively linked also reach their goals and, therefore, promote
each other’s efforts to achieve the goals. On the other hand, no
interdependence was encouraged in individualistic learning groups, and they
tend to function individualistically. Demonstrating the transition from self-
interest to mutual interest is one of the most important aspects of social
interdependence theory (Johnson, Johnson, & Smith, 2007). No
interdependence results in a situation in which individuals perceive that they
can reach their goal regardless of whether other individuals in the situation
attain or do not attain their goals. No interdependence detaches a person
from others; self-interest and the motive to succeed are maintained

(Johnson, Johnson, & Smith, 2007).

The duration of cooperative learning activities can be considered as
too short to lead the occurrence of the cooperative learning impact on
learning. Because, Slavin (1990) stated that over 70 high-quality studies
have assessed the impact of cooperative learning strategies on learning over
a period of at least four weeks. All these studies compared the impacts of
the use of cooperative learning and traditional methods of teaching on
students’ academic achievement. But, some other researches demonstrated
superior learning effects on performance after a very short period of time.
For example, Ellison and Boykin (1994) compared the outcomes from
differential cooperative and individualistic learning methods in controlled

laboratory setting with college students. Cooperative learning group had
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higher performance on the vocabulary test after 30-minute word-study when
compared to individualistic learning group. As shown in similar studies
(Davidson, & Versluys, 1999), if the groups work and learn together
efficiently, the time interval may not have an effect on the results because it
is for gaining small group working skills. After learners have gained those
skills, have some teamwork experience and learned the cooperative
procedures they perform better than the participants working individually
(Ortiz, Johnson, & Johnson, 1996). Although data concerning the effect of
group maturation on member productivity are scarce, most social scientists
would predict that only relatively mature and well-developed groups will be
able to outperform individuals (Johnson & Johnson, 2003). In the present
study, subjects work in the same plant and do the parts of same tasks during
the day. Additionally, they have received the small group working skills
training on the first day of training. These two factors might be the major
factors that affect the effectiveness of cooperative learning method within
this period of time. The present study provides direct evidence that
cooperative learning groups were able to work and learn together efficiently
although time of training is relatively shorter when compared to researches

done with one semester or longer duration.
Learning Outcomes and Age

A highly significant association was found between Learning
Outcomes and age of the subjects as mentioned before. The relationship of
learning outcomes and age was r = - 0.39 (p< .01), indicating the older the
participant, the lower their Learning Outcomes Tests score. This finding is
consistent with the results of research studies on aging and cognitive
processes and memory. Cognitive psychologists have been investigating the
relationship between age and memory functioning for many decades. The
findings from laboratory studies of age-related changes in memory have

been unequivocal on one major point-that age related declines are prominent
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and practically universal in some situations but insubstantial in others
(Chelminski, 1999). For example, older adults typically, perform less well
on tasks involving unaided recall of material no longer “in mind”, such as
prose or list recall. However, cognitive skills such as regarding and
arithmetic decline very little as long as they are practiced. Consequently,
since the age-related memory losses are quite variable, it is concluded that

some memory functions decline and others remain stable.

Investigations conceived within the information processing
framework have typically focused on linking age differences in memory
performance to changes in either specific structures or the efficiency of
processing and control mechanisms (Hess, 2005). For example, dominant
theoretical orientations have linked aging declines in memory to cognitive
problem solving, problems in inhibitory functions, reductions in processing

resources, and deficits in reflective processes.

Aging also affects the capacity to perform operations or the
efficiency of the actual operations, which in turn reduces the functional
capacity of working memory (Salthouse, 1996). The age effects are
characterized in terms of impairments in controlled processing mechanisms.
Specifically, the components of functioning hypothesized to be affected by
aging — self-initiation of memory operations, monitoring and controlling the
contents of working memory, and performing when resource demands are
great — are all characteristics typically associated with controlled processing

(Hess, 2005).

Linking aging-related variations in memory to underlying changes
in neural systems is gaining attention too. Aging has a disproportionate
impact on neural loss in cortical areas supporting those memory functions
most adversely affected by aging. Aging related changes in memory

performance, to some extent, are based in systematic changes in memory
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performance, to some extent, are based in systematic changes in underlying

biological mechanisms (Christensen, Mackinnon, Korten, & Jorm, 2001).

In addition to the extension of the information-processing
framework, the life span perspective which can be adaptable to the
organizational settings like in the present study, has an influence within the
study of aging. Age-related changes in behavior are multidimensional and
multidirectional, with development characterized at all points of the life
span by both gains and losses (Baltes, 1987). Genetics, experience, health,
personality, job experience, motivation, vulnerability to depression, and
culture all contribute to changes in mental abilities across the adult life span
(Shinamura, Berry, Mangels, Rusting, & Jurica, 1995). Implicit in this
assertion is the assumption of multiple determinants of performance and
behavior change. The life span perspective also emphasizes the adaptive
nature of development as individuals adjust their behavior in response to
normative and nonnormative changes in life events. Context effects on
behavior and behavior change are conceptualized in terns of interactions
between an individual’s characteristics and the environment in which he or
she functions. It is the assumed pluralism of these characteristics and the
implication of multiple influences that represent the complementary
contributions from adopting a contextual perspective in the study of aging
and cognitive functioning. Age differences in memory performance may
also be affected by contextual factor that influence the operation of this
system, such as motivation, goals, and emotion that energize and direct
cognitive system, and the context is defined as the set of variables that affect
cognitive performance in a given situation (Hess, 2005). In the present
study, subjects are performing manual jobs, and the physical activity the job
requires is tiring. Employees working in manual jobs prefer to retire earlier
when compared to their counterparts working in the offices. In this context,

older subjects do not have any goal related to their career and development
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except from retirement, so their motivation and energy to learn might be
low, and consequently their learning was affected negatively by being older.
They might have motivated to learn less in addition to the effects of

decrease in their cognitive processes and memory.
5.1.2. Discussions Related to Training Reactions

The second question focused on the difference between cooperative
learning and individualistic learning in terms of training reactions. The
Hypothesis Two stated that there is a statistically significant difference
between cooperative learning groups and individualistic learning groups in

terms of training reactions controlling for age.

Training reactions in this research were described as indicants of
how well they liked the training, perceptions of how well organized the
training program was, and whether trainees found the training useful
(Kirkpatrick, 1987). Training Reactions Questionnaire on five-point Likert-
type scale with 20 items was administered and higher scores indicated
greater levels of more positive reactions. Principle component analysis with
Varimax rotation was performed on the 20 items that were retained from the
factor analysis categorized into five factors as trainer, training,

administration, materials and training environment.

Two open-ended questions were also asked at the end of the
Training Reactions Questionnaire in order to learn the trainees’ perceptions
related to the training. A content analysis was used to examine responses to

the open-ended questions about the training reactions of participants.

In order to test second hypothesis, correlational relationships of the
variables used in the study were examined firstly. The results of the analyses
indicated comparative associations and established the foundation for
further analysis used for hypothesis testing. The relationship between age

and training reactions was tested. A highly significant association was found
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between training reactions and age of the subjects. The relationship of

training reactions and age was r = (.25, p<.05.

The mean of overall training reactions was 20.85 on total score of 25
with the standard deviation of 2.76. This indicated that subjects had positive
reactions to training program. The preferred statistical method for analyzing
the difference between group means in terms of training reactions was
Univariate Analysis of Covariance (ANCOVA) using the age as covariate.
The difference in group means on training reactions between the
cooperative learning groups and individualistic learning groups was not
statistically significant, F(1, 89) = .46, p=.50 (p > .05). This result shows
that second hypothesis was not confirmed by that training of adults in an in-
service training program by cooperative learning method has not created

more positive reactions when compared to individualistic learning method.

The first question was about the aspects of training program that
they liked most. There were 127 responses from 77 subjects about this
question totally. Eight themes were identified, method, presentation, trainer,
learning, psychological climate, enjoyment, being valued, and subject of

training program.

The second question was about the aspects of training program that
can be considered inadequate in the training program. There were 65
responses from 58 subjects about this question totally. Three themes were
identified, as physical conditions, time of training and others. 8 subjects of
cooperative learning groups and 17 subjects of individualistic learning

group answered this question with indicating “no insufficiency”, “aims and

objectives were achieved” or “there wasn’t any drawback.”

In order to analyze the difference between two groups in terms of
each factor, separate ANCOVAs were performed using the age as a

covariate, to determine if there were any significant differences at the .05
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alpha level. The results of variance analyses indicated that the differences in
group means between the cooperative learning groups and individualistic
learning groups were not statistically significant at the .5 alpha level. The F
and p values for trainer factor was 0.41 and 0.51 (p > .05), for training factor
was 0.01 and 0.92 (p > .05), for administration factor 0.00 and 0.99 ( p >
.05), for materials factor 0.13 and 0.72 (p > .05) and for training
environment 1.92 and 0.17 ( p > .05). The results indicated that groups

responded the Training Reaction Questionnaire in the same manner.

Cooperative learning has been established as a promising
instructional method that may improve the cognitive, social, and affective
outcomes of learning like learning outcomes and training reactions (Slavin,
1995). Cooperative learning was supported by a strong base of empirical
research that demonstrates its superiority to other forms of competitive and
individualistic instruction in improving the cognitive and non-cognitive
outcomes (Slavin, 1995; Johnson, Johnson, & Maruyama, 1983). But, in the
present study, the difference between two groups was not statistically
significant. This may be due to the use of constructivist learning approach
focusing on the adult learning principles in individualistic learning groups

unlike the traditional learning methods, like information presentation.

When the reactions of subjects were examined in terms of each
factor, the factor with highest mean and lowest standard deviation among
factors was “Trainer”, M=4.64, SD=0.48. The factor with the second highest
mean and lowest standard deviation was “Training”, M=4.51, SD= 0.67.
The next factors were “Materials” with M=4.16, SD= 0.69, and “Training
Environment” with M= 4.02, SD= 0.85. The factor with the lowest mean
and highest standard deviation was “Administration”, M=3.48, SD= 1.23.

The trainer factor had the highest mean, and was determined as the
third most liked aspect of training program by the subjects. 24 subjects

wrote that they liked the training program because trainer was sensitive to
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participants’ needs, friendly, communicates well, speaks fluently and
clearly, and increased participation during training. As the results indicated
trainer has an important role in conducting trainings, applying effective
instructional methods, applying adult learning principles, respecting for
adults’ experiences and differences, being sensitive to their needs, listening

to what they say and creating a positive learning climate.

Second factor identified as a result of factor analysis was training
with the second highest mean. Subjects evaluated the training as high in
utility, and meeting their expectations and their needs, and triggering their
desire to learn new subjects. In their responses to open-ended questions,
learning and subject of training with 14 and 4 frequency levels were stated

as most liked aspects among others.

Materials and training environment were among the next highest
most liked aspects of the training. The quality and efficiency of training
materials were evaluated as satisfactory. The training environment and
services during training were evaluated as good enough for effective
training generally. But, in their open-ended responses 17 subjects
determined the physical conditions of training, especially the classroom, as

least liked aspect.

Administration of training was evaluated less positively when
compared to other factors in Training Reactions Questionnaire. The
information supplied, especially before the training started, was evaluated as
inadequate. This implies the importance of trainee preparedness, which
encompasses (1) readiness to learn, including the degree to which trainees
possess the requisite KSAs prior to entering training, (2) motivation to learn
or motivation to engage in a specific training program, or (3) awareness of
(or mental preparation for) the forthcoming training material and its
complexity, structure, and potential application (Cannon-Bowers,

Rhodenizer, Salas, Bowers, 1998; Goldstein & Ford, 2002).
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The rest of their responses to open-ended questions included the
method, presentation of training, psychological climate, enjoyment, and
being valued. 26 of the subjects in cooperative learning groups and four
subjects in individualistic learning groups presented the most liked aspect of
training as “learning as a group”. It is not surprising that subjects in
individualistic learning groups stated this aspect, because the first day of
both groups focused on developing small-group skills through cooperative
learning in both groups. Responses of the subjects in cooperative learning
groups indicated that cooperative learning had an impact on their
satisfaction with the training program; they liked learning as a group. This
study was not a direct testing of the validity of andragogy, but it suggests
that cooperative learning procedures can be used effectively within adult
education classes. Both learning outcomes and training reactions of subjects
provide evidence for the effectiveness of cooperative learning in the present
study. Cooperative learning environments allow adult learners not only to
confirm their ideas and interpretations but also to develop their critical
thinking and self-regulation abilities in relation to specific educational goals
(Garrison & Archer, 2000). In order for trainers to be effective in their role
as support to employee development through training, they need to know

and understand how to support adult learners.

On the other hand, 10 subjects in cooperative learning group and 17
subjects in individualistic learning group indicated the most liked aspects of
training as presentation. They stated that they understood the topics more
easily, and subjects were explained very clearly and fluently in a simple and
clear language. In both trainings, power point slides were used, and those
slides were used to either start the lesson or summarize the topics; but
individualistic learning groups had higher frequency in this theme. Both
statistical analysis and narrative responses indicated that both groups liked

their method, but the difference occurred in their learning performance,
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cooperative learning group outperformed individualistic learning group in
terms of learning outcomes. This result also supports the social
constructivism, which emphasizes that knowledge is constructed by social
interaction and collaborative learning (McDonald, & Gibson, 1998). That is
experienced individuals can help inexperienced learners by collaborative
learning. Creating a social negotiation environment can foster reflective

response and support collaborative construction (Jonassen, 1994).

The next most liked aspects of training were psychological climate,
and enjoyment. 11 subjects stated that there was a very positive
environment, and 9 subjects stated the most liked aspect as enjoyment.
Creating a safe environment for adult learners to express themselves freely
in appropriate ways, to share ideas and to ask questions in both groups may
lead positive reactions. Almost ten percent of the subjects presented the
most liked aspect of training as “psychological climate” that they speak
about their ideas very easily in the classroom, express their ideas very
explicitly for the first time, and stated that the classroom environment
encouraged everyone speak about their ideas. Many adult learners may be
skeptical of group work at first because it is nontraditional and different
from their previous schooling. However, after they have experienced
success with group work in one course, they may become wholehearted
supporters of it. Furthermore, face-to-face promotive interaction seems to be

the most powerful influence on caring and committed work relationships.

The last theme was very interesting; 8 subjects stated the most liked
aspect as feeling themselves very valuable; they felt themselves as being
valued and important in the Bank at the end of training. Although such
feelings were not stated by many participants, verbalizing them can be
considered as one of the important results of the training. The self-concept
of adults is heavily dependent upon a move toward self-direction. Adults

prefer learning situations that promote their positive self-esteem. Even one
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employee feel valued at the end of any intervention, both this employee and
organization would gain a lot through increase in commitment, involvement,
performance etc. In the present study, delegation of the supervisors might be
accounted as one of the possible reasons of feeling valued. Because, at the
beginning of trainings, participants were explained that supervisors
delegated “on-the-job training” responsibilities to them, and they were
empowered and expected to teach their job to newcomers. Empowering
employees is defined as the key way to demonstrate their value (McFarland,
Senn, & Childress, 1994). Effective delegation means clearly
communicating the specific results expected, then empowering and
motivating the employee to achieve the results, monitoring the person’s
progress, and evaluating performance upon completion of the task. When

employees are delegated and empowered, they feel themselves more valued.

Another reason for feeling valued might be social exchange between
organization and participants, “My organization was doing something for
me by having me participating training, so it values me”. In social exchange
theory, Eisenberger, Fasolo, and Davis-LaMastro (1990) noted: A positive
relationship has been established between employees’ perceptions of being
valued by organizations and conscientiousness, involvement, and
innovation, as caused by a social exchange occurring between the individual
and the organization. In terms of organizational commitment, for example,
social exchange suggests that committed employees perceive the
relationship between themselves and the organization as favorable to the
extent that the organization supports and values the individual. This, in turn,
facilitates reciprocity from the employee in the form of increased
commitment, involvement, and even performance or other benefits to the

organization.

The variation of the instructional approach to cooperative learning

may have enough justification in the fact that it encourages participation,
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cooperation, and helpfulness in learners--skills that research has shown are
highly valued in the workplace today. Based on the needs of the adult
learner to participate, to share, and to cooperate, and based on the trends of
employers to form work groups and teams, it would appear that cooperative
learning is a logical method of instruction for adults. Cooperative learning
may take different forms, but it always involves groups of learners working

together to help one another learn academic material (Slavin, 1990).

While Kirkpatrick acknowledged that the training reaction level of
training evaluation does not provide any measure of learning, a more
favorable reaction may lead trainees to pay attention during the training,
resulting in greater learning. In the present study, the interaction between
two variables was tested in order to examine the role of training reactions on
learning. No significant correlation was found at the .05 alpha level (r=.25).
This result supports the findings in earlier research founding no or weak
relationships between reactions and learning (Noe & Schmitt, 1986; Alliger

& Janak, 1989).
Contribution to SOJT Literature

Training reactions of subjects were very positive about training and
they have scored high in learning the basic concepts of Structured On-the-
Job Training (SOJT). Some of the trainees have written on the Training
Reactions Questionnaire that they feel themselves responsible for teaching
the job to newcomers and develop their skills. These results indicated that
the present study also contributed to the SOJT research and practice area
that is generally ignored by employers and training practitioners. On-the-job
trainings constitute almost half of the trainings in organizational settings,
and there is a considerable need for planned on-the-job training processes.
Traditional OJT is generally perceived as inconsistent, inefficient, and
ineffective (Sisson, 2001). What should be learned is often seldom learned

in traditional OJT. Training outcomes may differ from job expectations.
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Those charged with the training function may be unable to communicate
effectively and experienced employees may fear sharing knowledge because
of a perceived threat to job security. In addition to the differences in the
preparation of the trainers and their training abilities, different training
methods are used each time creating inconsistencies in the program. Finally,
management all too often fails to follow up on the results and effectiveness
of traditional on-the-job training process (Jacobs, 2002). In order to improve
the effectiveness of on-the-job trainings, a structured training process, SOJT
concept was developed, and it is defined as the planned process of
developing competence on units of work by having an experienced
employee train a novice employee at the work setting or a location that
closely resembles the work setting (Jacobs, 2002). This type of training is
appropriate when those being trained are to use the information learned to
meet specific job expectations. Major benefits of SOJT are defined as
shortening unproductive breaking-in periods for newcomers, relief of
employee anxiety, employee turnover reduction, evaluation of employee’s
basic skills, and continuous improvement in production or services of
organization (Jacobs, 2002). Research has also shown that, compared with
unstructured training, structured OJT results in fewer quality errors,
substantial positive financial impact on organizations, reductions in training
time, and training objectives that are achieved faster and more completely
(Walter, 2002). The training used for the present study focus on developing
SOJT knowledge of employees, and results indicated that participants
benefited from the training instructed by using cooperative learning
methods. Adults prefer to learn the subjects if it is useful and meaningful to
their lives, and in this respect, cooperative learning was successful to create
a meaning for the subject, and ownership for the role of being a trainer of

newcomers.
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5.2. Implications

In this section, implications were given under the headings of

research and practice.
5.2.1. Implications for Research

This study dealt with the impact of cooperative learning on learning
outcomes and training reactions of adult learners in an in-service training
program. The sample of the study does not represent the adult population in
general. But, it was the only choice the researcher had. The researcher was
careful to include information on demographic and other characteristics of
the sample studied. But, the study should be replicated with a number of
similar samples to decrease the likelihood that the results obtained were
simply a one-time occurrence. Future research could include the study of
men with different types of jobs in different organizational settings for
different training content using similar approach as undertaken by this study

to determine if significant differences occurred.

The future research should also compare the effectiveness of
cooperative learning methods and traditional training methods, like
information presentation methods which are very widely used instructional
method in training settings as mentioned before. In this study, the researcher
used constructivist approach in all groups, and compared the individualistic
learning and cooperative learning. Although individualistic learning did not
include group work and mediation, most of the adult learning principles
were applied during the individualistic learning lessons. Trainees in
individualistic learning groups were encouraged to participate actively
learning process, and think, ask questions, test ideas, and explain concepts.
Trainees were also encouraged to build connections between daily work life
and the concepts they are learning. Classroom climate was created to

encourage discussions and negotiation of ideas. They responded questions,
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brainstormed possible alternatives, looked for information, reviewed and
critiqued solutions, encouraged to integrate a solution with their existing
knowledge and experiences, and ask new questions individually. With those
characteristics, individualistic learning is different from traditional training
methods and thus, comparison of cooperative learning with traditional
training methods like information presentation methods may add greater

value to cooperative learning in training literature.

It would also be interesting to see how the same study would be
replicated in a course setting where the results of learning outcomes are
used as criteria for promotion in the organization employees work. But, the
comparison should be done between the lessons not the groups. Because,
generally the results of such training courses include promotion, and using
an instructional method proven to have resulted in more learning in many
settings may favor the group whom instructed by cooperative learning,

resulting in inequity across trainees.

The impact of cooperative learning would be evaluated on the
retention of knowledge, the third and fourth level of Kirkpatrick’s
evaluation criteria whether trained knowledge, skills or behaviors have been
transferred to the work environment, and organization-level outcomes or
results. The results indicated that cooperative learning increased trainees’
knowledge. However, increased knowledge does not predict how well
people are able to perform actual tasks. Besides, attitudes and reaction
measure are not linked to later performance. Training is a continuous
process; participant reactions and knowledge acquisition provide two
sources for continuous improvement of the training effort. Thus, the effect
of cooperative learning on employee performance and organizational

outcomes should be examined through research studies.

In accordance with the previous suggestions, the impact of

cooperative learning on the development of work teams can be examined
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through design of adequate learning environments. Cooperative learning is
viewed as a tool for preparing employees to work in teams as required in
various employment settings when there is a need to combine energies and
work towards a common goal (Doymus, 2008). Five elements of
cooperative learning are clearly important aspects of healthy teams in the
organizations (Lewis, Tucker, Tsao, Canaan, Bryant, Talbot, King, &
Flythe, 2001). Those teams would share common goals and would all have
skills from specific trainings to bring to the team. The cooperative learning
model, since it is a very good match to actual teamwork, can simulate and
serve as a vehicle to train functional, real-life interpersonal teams.
Indicating those benefits of cooperative learning on team’s actual
performance through research studies would contribute both to training

work teams and organizational development.
5.2.2. Implications for Practice

The findings of this study may assist trainers, especially working in
institutions for developing knowledge, skills and abilities of employees in
accordance with the present days’ work life requirements, or for life-long
learning activities. The practical significance of the results of the present
study should not be overlooked, because many training programs are

packaged in brief time periods as well.

Cooperation, compared with competitive and individualistic efforts,
tends to result in higher achievement, greater long-term retention of what is
learned, more frequent use of higher level reasoning (critical thinking) and
meta-cognitive thought, more accurate and creative problem-solving, more
willingness to take on difficult tasks and persist (despite difficulties) in

working toward goal accomplishment, more intrinsic motivation, transfer.

This study indicated that cooperative learning appears to be a

method of instruction that is well suited to the needs of adult learners and
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one that adults respond to positively. Subjects of the study learned more
through the cooperative learning method than individualistic learning
method that was used. Discussions among group members during the group
learning provided an additional feature to the learning process. Adults prefer
face-to-face promotive interaction referring that group members challenge
the conclusions and opinions of others, along with clarifying, paraphrasing
or elaborating on the ideas and suggestions of other members; adult learners
prefer to exchange what they learn in a discussion format (Knowles, 1984).
Johnson et al. (1999) reports that relevant ideas, conclusions and resources
are exchanged and utilized in ways that promote collective and individual
insights, and energy is increased to complete the task. Kaufman, Sutow, and
Dunn (1997), assert that cooperative learning techniques give learners the
opportunity to clarify their ideas and misgivings on a topic in a non-

threatening environment.

The results of studies suggest that cooperative learning procedures
can be used effectively within adult education and specifically training
settings. Although training methods may depend on the goals and contextual
effects, information presentation methods are very widely used in
professional training programs in Turkey. These methods do not require
interaction between trainees, so trainees learn material independently of
each other. Training practitioners should take into consideration the
effective instructional methods and adult learning principles. Because,
presenting large amount of information within a limited time without any
consideration of effective instructional methods and adult learning
principles may lead only to waste of time and money in the short term, and
negative attitudes toward trainings, and mistrust to human resource
development professionalism in the long run where it began to grow several

decades ago in Turkey.
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Cooperative learning is the instructional procedure of choice to
maximize employee learning (especially of highly complex or difficult
material) and long-term retention in organizational settings. In addition,
cooperative learning 1is a central procedure for creating positive
interpersonal relationships and personal support promoting greater
psychological health and well-being (including self-esteem and social
competencies), and developing positive attitudes. Here are some of the

reasons (Johnson, Johnson, & Smith, 2007).

First, cooperative learning is a very cost-effective instructional

procedure. It affects many different instructional outcomes simultaneously.

Second, the research on cooperative learning has a validity and a
generalizability rarely found in the educational literature. It has been
conducted over eleven decades by numerous researchers with markedly
different orientations working in different organizations and countries.
Research participants have varied as to economic class, age, sex, nationality,
and cultural background. The researchers have used a wide variety of tasks,
subject areas, ways of structuring cooperative learning, and ways of

measuring dependent variables.

Third, cooperative learning method creates a learning climate that
fosters adult learning. Involving learners into the lessons, face-to-face
interaction, increasing self-esteem and sharing life experiences are among
the several common features of cooperative learning method and adult

learning principles of Knowles.

But, trainers should be aware of that only getting together and
studying does not mean cooperative learning, and does not lead to effective
learning. Cooperation will only develop under a certain set of conditions.
These conditions, which were identified by social interdependence theory

and mentioned in previous chapters, are positive interdependence,
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individual accountability, promotive interaction, social skills and groups
processing (Johnson, & Johnson, 1989). Understanding how to implement
the five essential elements enables trainers to (a) structure any lesson in any
subject area with any set of curriculum materials cooperatively, (b) fine-tune
and adapt cooperative learning to their specific circumstances, needs and
learners, and (c¢) intervene to improve the effectiveness of any group that is
malfunctioning. (Johnson, Johnson, & Smith, 2007). Thus, the findings of
the present study and many others suggested that trainer development for
using cooperative learning method is necessary and appropriate to engage
the adult learner in the learning process. Although, cooperative learning has
the advantage of using this method in different subjects and levels starting
from elementary school to university and professional settings, the
cooperative learning approach requires very experienced and well-trained
trainers. Trainer expertise in using cooperative learning depends on the
ability to structure these five basic elements in cooperative lessons. Trainers
should know how and when to assign learning objectives to learners and
how to monitor each learner within each small group. Previous studies have
suggested the trainer management skills to be a key element of effective
cooperative learning programs. Intensive trainer training may be more
critical for teachers of adult learners, because these learners often bring to
the group situation mixed histories of success within group activities and
competitive attitudes from the workplace (Thompson, & Chapman, 2004).
For example, using effective probing to draw out comprehensive and
elaborated answers on theoretical assumptions and applications during the

task may motivate learners to learn.

This study provided an opportunity to investigate how instructional
strategies, such as cooperative learning, and the learning environment
impact learning and instruction. Structuring positive social interdependence

in the classroom, through cooperative learning, improved learners’ team
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skills that are valuable in their workplace. If adults can learn cooperatively,
then they can work cooperatively. Kirkpatrick’s third training evaluation
criteria, transfer of what has been learned is of the utmost importance to
training programs in organizational settings. The interconnectedness
between learning situations and real-life situations increases the learners’
ability to transfer their learning. The cooperative learning method since it is
a very good match to actual teamwork can simulate and serve as a vehicle to

train functional, real-life interpersonal teams.

Researchers agree, however, that learning will not automatically
result following the implementation of a specific training design technique
(Machin, 2002). Beyond the training method employed to present training
content (whether by lecture, computer, readings, case studies, etc), it is also
important to consider how best to organize training content (e.g.,
incorporating relevant principles of learning and considering the complexity
of training content) and how best to prepare trainees for receiving it.
Research suggests that when trainees are ill-prepared for training, they will
be less motivated to learn and therefore less likely to master training content
(Tannenbaum, & Yukl, 1992). Logically, this causal relationship between
motivation and preparation may operate in the reverse. Nevertheless, proper
preparation for training has been shown to yield more efficient learning

training content (Baldwin & Ford, 1988; Cannon-Bowers et al., 1998).

Trainee preparedness encompasses (1) readiness to learn, including
the degree to which trainees possess the requisite KSAs prior to entering
training, (2) motivation to learn or motivation to engage in a specific
training program, or (3) awareness of (or mental preparation for) the
forthcoming training material and its complexity, structure, and potential
application (Cannon-Bowers et al., 1998; Goldstein & Ford, 2002). Six
types of pre-training interventions have been identified as having the

potential to prepare trainees for learning training content and to improve the
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potential that practice during training will be efficient and effective in
promoting learning (Cannon-Bowers et al., 1998). These interventions
include attentional advice, meta-cognitive strategies, advance organizers,
goal orientation, preparatory information and pre-training briefs. Each of
these interventions is thought to promote learning by orienting trainees to
the nature, structure, and/or complexity of the forthcoming training material,
or by providing strategies trainees might use to monitor their learning during
training and their performance during practice. For example, attentional
advice offers trainees a process or strategy will optimize learning from
training. This intervention primes existing knowledge with the goal of
creating a general schema or mental model that might be applied across a
variety of situations (Phye, 1989). On the other hand, an advance organizer
may promote learning by providing advanced knowledge of the content and
structure of the training material, facilitating an understanding of the
interrelationships among training concepts, and laying the groundwork for
the development of appropriate mental models of training material (Cannon-
Bowers et al., 1998; Mayer, 1989). With the exception of pre-training briefs,
which are specifically designed for team-training situations, each
intervention has the potential to positively impact individual learning
outcomes and training performance. Pre-training briefs are meant to impact

team-level learning outcomes.
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APPENDICES

APPENDIX A

SAMPLE LESSON PLANS

IS BASINDA EGITIiM DERS PLANI Giin 1
Grup : Ortak Ders Plani

Konu

Okuma ve Anlama Cahsmalar

Ders Icerigi

Tanisma, egitimin amacinin ve yiiriitiliisiiniin agiklanmasi

Katilimeilarin grup becerilerini gelistirme amagh
etkinliklerin uygulanmasi

Grup calismasi sirasinda diger grup tiyelerinin goriislerini
dikkate alir.

Grup arkadaslariin verilen metni anlama durumlarini

i)Iel;ls fleri kontrol eder.
edefleri ,
Grup arkadaslarini ¢alismaya tesvik eder.

Grup arkadaglarini ¢alismaya yonlendirir.

Ogrendiklerini dzetler.
Malzemeler | Katilimer Listesi , Calisma sayfalari, ppt Slaytlari-GUN 1
T.(.) plam 3 saat
Siire
Konu: Tanigsma Stire: 20 dk.
Malzeme: Katilimer Listesi, Yaka Isimlikleri Saat: 13.30 - 13.50

Egitmen kendini tanitir. Listeden katilimci isimlerini okur ve katilimcilarin

kendini tanitmasi istenir (¢alistig1 servis, hiz. yili vb.)

Isimlikler dagitilir. Sadece isimlerini, karsidan okunabilecek biiyiikliikte

yazmalart istenir.
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IS BASINDA EGITIM DERS PLANI Giin 1
Grup : Ortak Ders Plani

Konu: Egitime Giris Stire: 25 dk.

Malzeme: PPT Slayt # 2-4 Saat: 13.50 — 14.15

Egitimin adindan ne anladiklari sorulurak “Is Basinda Egitim”in tanimi
verilir;

Kendi yaptiklar1 isi nasil ve kimden 6grendikleri sorulur, verilen cevaplar
dogrultusunda 6rnekler de verilerek agiklanir,

Egitimin amac1 ve hedefleri anlatilir,
Ogrenilecek konu baslikarinin genel olarak neler oldugu agiklanir,
Egitimin yiiriitilistiyle ilgili bilgi verilir:

e Her ders baslangicinda o giin islenecek konularin verilecegi,

e Ders bitiminde islenen konularin tekrarinin yapilacagi,

e Katilimecilarin konular1 ders notlarindan okuyacagi, okumalar bittikten
sonra ya katilimcilardan soru hazirlamalarinin istenecegi ya da
egitmenin tesadiifi olarak bir katilimeci segerek okuduklart konular
Ozetlemeleri isteyecegi, en sonunda da egitmenin konular1 tekrar edecegi
belirtilir.

Katilimcilardan beklenenler agiklanir:

e Derse zamaninda gelme,

e Ders notlarini ve dosyalarini derse getirme,
e Derse aktif olarak katilma.

Egitim sonunda degerlendirme yapilacagi, sonuglarin sadece egitim
programinin degerlendirilmesi amaciyla kullanilacagi ve egitmenden
baska hi¢ kimse tarafindan goriilmeyecegi sdylenir. Verecekleri bilgilerin
programin  gelistirilmesi amaciyla  kullanilacagindan  yansiz
davranmalarinin ¢ok dnemli oldugu belirtilir.

Birinci giin okuma-anlama ve zamani etkin kullanma becerilerinin
gelisiminin hedeflendigi, bunun i¢in de is basinda egitim degil genel
kiiltiir agirlikli konular {izerinde ¢alisilacag: belirtilir.

Sormak istedikleri konular sorulur, varsa cevaplanir.

ARA Saat: 14.15 — 14.30
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IS BASINDA EGITIM DERS PLANI Giin 1
Grup : Ortak Ders Plani

Konu: Okuma-Anlama Calismas1 — 1 Siire: 15 dk.

Malzeme: Calisma-1, PPT Slayt# 5 Saat: 14.30 — 14.45

Verilen siire icerisinde bireysel ¢alisarak “Insanlar” siirini okumalari, her
soru i¢in en az ii¢ cevap bulmalar1 ve verdikleri cevaplarin arasindan
birini segmeleri istenir.

Her sorunun cevabinin katilimcilar arasindan bir kisinin rasgele secilerek
almir ve sinifla birlikte tartigilir.

Konu: Okuma-Anlama Caligmasi — 2 Siire: 20 dk.

Malzeme: Calisma-2, PPT Slayt # 6 Saat: 14.45 —15.05

Verilen siire icerisinde bireysel olarak “Fakirlikle Cahillik Atbas1”
yazisini okumalar1 ve her sorunun cevabmi bulmalar1 istenir.
Soruldugunda bunu sinifa aciklayabilmelerinin beklendigi sdylenir.

Her sorunun cevabin katilimcilar arasindan bir kisi rasgele segilerek alinir
ve sinifla birlikte tartigilir.

Konu: Okuma-Anlama Calismasi — 3 Siire: 25 dk.

Malzeme: Calisma-3, PPT Slayt # 7 Saat: 15.05 — 15.30

Verilen siire icerisinde bireysel olarak “Ug Biiyiik Kentimizde Okumaz-
Yazmalar” yazisini okumalari ve her sorunun cevabini bulmalar1 istenir.
Soruldugunda bunu sinifa agiklayabilmelerinin beklendigi sdylenir.

Her sorunun cevabin katilimcilar arasindan bir kisi rasgele secilerek alinir
ve sinifla birlikte tartisilir.

ARA Saat: 15.30 — 15.45
Konu: Okuma-Anlama Calismasi — 4 Siire: 30 dk.
Malzeme: Calisma-4, PPT Slayt # 8 Saat: 15.45 - 16.15

Verilen siire igerisinde bireysel olarak “Dost Kazanma Sanat1” yazisini
okumalar1 ve her sorunun cevabin1 bulmalar istenir. Soruldugunda bunu
sinifa agiklayabilmelerinin beklendigi sdylenir.
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Her sorunun cevabin katilimcilar arasindan bir kisi rasgele secilerek alinir
ve sinifla birlikte tartisilir.

KAPANIS Stire: 16.15 - 16.30

O giin yapilan uygulamalarin tekrar edilmesi, Ertesi giin islenecek konu
basliklarinin verilmesi.

ORNEK CALISMA
DERS ADI: Okuma — anlama ¢alismasi 1 (Insanlar Siiri)

DERS ICERIGI: Katilimcilar gruplar halinde bir siiri analiz eder ve sorulari
cevaplarlar.

MALZEMELER:

Malzeme Adet

Siirin ve sorularin yazili oldugu calisma | Her katilimci i¢in bir adet
sayfasi

Rol kartlar1 Her grup icin bir adet

SURE: 15 dakika GRUP BUYUKLUGU: 3 kisi

GRUP OLUSTURMA: Sniftaki katilimci sayist 3’e boliiniip ¢ikan say1
sirayla saydirilarak gruplar tesadiifi olarak olusturulur. Bir ya da iki kisinin
kalmasi durumunda son bir ya da iki grup dorder kisi ¢alisir.Bu gruplarin,
katilimcilarin destek grubu oldugu agiklanir. Her ders baslangicinda bu
gruplarin birarada oturacagi, birbirlerine hem akademik hem de sosyal

yonden destek olacaklari belirtilir.

ROLLER: Katilimeilar, rol kartlarin1 karistirip arasindan segerek rolleri

tesadiifi olarak dagitirlar.
Okuyucu: Siiri yliksek sesle gruba okur.

Sorular1 Soran ve Kontrol Eden: Siirin sonunda verilen sorular1 yiiksek

sesle okur ve sorularin cevaplandigini kontrol eder.
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Yazici: Sorular igin grup olarak belirledikleri ii¢ cevabi not eder, en son

karar verilen cevabi arkadaslarinin kendi defterlerine yazmalarini saglar.

GOREV: Katilimcilar, (a) verilen her soru igin en az 3 cevap yazilmasini
saglamak, (b) her soru i¢in tek bir cevap belirlemek ve (c) grup olarak

belirlenen cevabi agiklamakla gorevlidir.

OLUMLU BAGIMLILIK: Grup hedefi, cevaplar iizerinde fikir birligine
varmig olmalar1 ve grup olarak verdikleri cevabi her bir grup {liyesinin

aciklayabiliyor olmasidir.

“Grup olarak ¢alisabilmeniz i¢in her birinize ayri bir gorev verilmistir.
Okuyucu, siiri diger grup iiyelerine yiiksek sesle okur. Soru soran ve kontrol
eden kigi, verilen sorulari yiiksek sesle okur ve sorularin cevaplandigini
kontrol eder. Yazici, sorular igin grup olarak belirledikleri ii¢ cevabi not

’

eder ve en son karar verilen cevabi isaretler.’

BIREYSEL KATILIM: “Sorularin cevaplarimi tartisirken, her birinizin
bunlart not etmesi gerekmektedir. Calisma sonunda, ben icginizden birini
rasgele secip sorular iizerinde nasil ¢alistiginizi ve hangi cevaplari

verdiginizi soracagim.”

BASARI OLCUTU: “Biitiin grup iiyeleri sorulari cevaplayabilmeli ve

verdikleri cevaplar: siniftaki bir arkadasina agiklayabilmelidir.”

BEKLENEN DAVRANISLAR: “Grup iiyeleri ¢alisirken sunlart yapmalar
beklenmektedir:

v’ Her bir grup iiyesi kendi goriisiinii soylemelidir.
V' Grup iiyeleri anlamadiklart konulart sormalidur.

v' Grup iiyeleri  birbirlerinin  sorularin  cevaplarmi  anlayip

anlamadigin sorarak kontrol etmelidir.

140



Kontrol etme davranisi, bir T-gosterimi ¢izilerek hangi davranislari icerdigi,
nasil goriindiigii ve ne sOylenmesi gerektigi aciklanmalidir. (Nasil
Gorilintir=Go6z temast, grup tyelerine dogru egilme, ilgili bir sekilde dinleme
+ Nasil sdylenir= Bana bir daha anlatir misin? Nerede buldugunu gosterir

misin? Bu cevabi nasil buldun? Bunu nasil agiklarsin?)

GRUPLARARASI ISBIRLIGI: “Grup olarak ¢calismanizi bitirince, yandaki

grupla cevaplarinizi kontrol ediniz.”

GRUPLARIN [ZLENMESI: Egitmen, gruplar ¢alisirken, sorularmn
cevaplari1 bulmak i¢in gosterdikleri ¢abay1 ve grup olarak nasil isbirligi
yaptiklarim1 gozler. Eger bir soru gelirse katilimcinin bu sorusu simnifa

yoneltilir, ya da yandaki grupla kontrol etmesi istenir.

ARAYA GIRME: Bir grubun calismadigi ya da calisirken zorlandig
goriiliirse, dogru zaman beklenir ve araya girilir. Sorularin nasil bir

yontemle cevaplanabilecegi gruba sorulur.

DEGERLENDIRME: Siniftan her soru igin birer kisi segilerek grup olarak
verdikleri cevabi agiklamasi istenir. Ders sonunda da bir test verilerek

bireysel olarak testi yanitlarlar.
GRUP DEGERLENDIRMESI : Calisma sonunda grup iiyeleri birlikte

v’ grup olarak iyi yaptiklari, kendilerini basarih  olarak

degerlendirdikleri bir alani

v' hangi alanda gelismeye ihtiya¢ duyduklarini, bir dahaki sefere neyi

daha i1yi yapacalaklarini belirlerler.

SINIF DEGERLENDIRMESI: Egitmen, sinif olarak neyi iyi yaptiklarini,

izleme sirasindaki davranislarindan 6rnekler vererek agiklar.

KUTLAMA: Grup iiyeleri, birbirlerini yaptiklar1 calismadan dolay1

kutlarlar.
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IS BASINDA EGITIM DERS PLANI Giin 1
Grup : Ortak Ders Plani

Konu

Cahisan Uzmanhginin Gelisimi ve
Yetkinliklerin Hizmet ici Egitimle
Gelistirilmesi

Ders Icerigi

Orgiitlerde, calisan uzmanhigmin onemi, degisim ve
gelisimde hizmet i¢i egitimin rolii, hizmet i¢i egitim
yontemleri ve is basi egitimlerin yapilandirilmasinin

Onemi

Ders

Hedefleri

Orgiitler i¢in ¢alisan uzmanligiin énemini agiklar,
Insan yetkinliginin diizeylerini tamimlar,

Degisime neden olan faktorleri siralar,

Hizmet i¢i egitimi ve uzmanlig1 tanimlar,

Hizmet i¢i egitimin hedefini tanimlar,
Yapilandirilmis Is Basinda Egitimi (YIBE) tanimlar,

Smif egitimlerinin olumsuz sonuglarindan ii¢ tanesini
siralar,

Geleneksel is basinda egitimlerin temel 6zelliklerinden
li¢ tanesini siralar,

Geleneksel is basinda egitimlerin olumsuz sonuglarindan
iki tanesini1 siralar.

Malzemeler

Ders Notlari, ppt slaytlar1 -GUN 2

Toplam Siire

3 saat 15 dakika
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IS BASINDA EGITIM DERS PLANI Giin 1
Grup : Ortak Ders Plani

Konu: Girig Siire: 15 dk.

Malzeme: ppt Slayt # 2 Saat: 13.30 — 13.45

Yoklama, 1sinma-ideal yonetici Ozellikleri sorulur ve tartigilir-, 6nceki
giinkii konular tekrar edilir ve o giin 6grenilecek konularin basliklar:
verilir.

Konu: Calisan Uzmanhiginin Gelisimi — 1 Stire: 15 dk.

Malzeme: Ders Notlar1 & ppt Slayt # 3-8 Saat: 13.45 - 14.00

Orgiitler igin ¢alisan gelisiminin énemi agiklanr.

Hizmet i¢i egitimin Orgiitiin ve calisanin gelisimindeki rolii ve hedefi
tanimlanir,

“Gelisen Diinyada Uzmanlik” g¢ercevesinde uzmanli§in ve uzmanin
tanimi yapilir.

Uzmanligin orgiitler i¢in 6nemi acgiklanir.

Konu: Calisan Uzmanlhiginin Gelisimi — 2 Siire: 15 dk.

Malzeme: Ders Notlar1 & ppt Slayt # 9-15 Saat: 14.00 — 14.15

“Insan yetkinliginin diizeyleri” béliimiinii okumalar1 ve soruldugunda
cevap verebiliyor olmalarinin beklendigi sdylenir.

Ders notunu kapatip defterlerine yetkinlik diizeylerinin isimlerini sirasiyla
yazmalar1 istenir.

Katilimcilarin arasindan segilerek
e Diizeylerin isimlerini ve siras1 sorulur ve agiklamasi istenir.
Verilen cevaplar dogrultusunda insan yetkinliginin diizeyleri aciklanir.

Caligmalarindan dolay1 sinif kutlanir.

ARA Saat: 14.15 — 14.30
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i$S BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : Bireysel Ogrenme

Konu: Orgiitlerde degisim ve sonuglar Siire: 20 dk.

Malzeme: Ders Notlar1 PPT Slayt #16 - 25 Saat: 14.30 — 14.50

“Orgiitlerde degisimi yaratan faktorler” boliimiinii okumalar1 ve
soruldugunda cevap verebiliyor olmalarinin beklendigi sdylenir.

Ders notunu kapatip defterlerine degisimi yaratan faktorlerden
hatirladiklarin1  yazmalar1 istenir.  Katilimcilarin arasindan segilerek
degisime neden olan faktdrlerin isimleri sorulur.

Verilen cevaplar dogrultusunda bu faktorler agiklanir. Caligmalarindan
dolay1 sinif kutlanir.

Konu: Hizmet i¢i egitim gesitleri Siire: 25 dk.

Malzeme: Ders Notlar1 PPT Slayt #16 - 25 Saat: 14.50-15.15

Hizmet i¢i egitimin gesitleri — “Simf egitimleri” ve “Is basinda egitim”
tanimi aciklanir.
Su anda yapmakta olduklar isi nasil 6grendikleri ve aldiklar1 egitimin ne

tiir oldugu sorulur. Sinif egitimleri ve is basinda egitim igin O6rnekler
verilir. Yapilandirilmis is basinda egitimin tanimi verilir.

Yapilandirilmis is basinda egitimin geleneksel is basinda egitimden farkli
oldugu temel noktalar aktarilir.

ARA Saat: 15.15-15.30
Konu: Smif Egitimleri Siire: 15 dk.
Malzeme: Ders Notlari, PPT Slayt #26 - 38 Saat: 15.30-15.45

“Smif egitimlerinin baz1 olumsuz sonuglar1” boliimiinii okumalar1 ve
soruldugunda cevap verebiliyor olmalarinin beklendigi sdylenir.

Katilimcilarin arasindan segilerek olumsuz sonuglar tek tek sorulur ve
tahtaya yazilir.

Verilen cevaplar dogrultusunda smif egitiminin olumsuz sonuglari
aciklanir. Caligsmalarindan dolayi sinif kutlanir.
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i$S BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : Bireysel Ogrenme

Konu: Geleneksel Is Basinda Egitim - 1 Siire: 15 dk.

Malzeme: Ders Notlari, PPT Slayt #39 — 48 Saat: 15.45- 16.00

Geleneksel 15 baginda egitimin tanimi agiklanir.
“Geleneksel is basinda egitimin temel 6zellikleri” siralanir.

Bu ozelliklerden hangilerinin kendilerinin aldig1 is basinda egitim ic¢in gecerli
oldugu sorulur, verilen cevaplar dogrultusunda agiklanir.

Konu bitiminde ders notlarini kapatip hatirladiklar1 temel 6zellikleri yazmalari
istenir.

Katilimcilarin arasindan secilerek bu o6zellikler sorulur ve sirayla tahtaya
yazilir. Calismalarindan dolay1 sinif kutlanir.

Konu: Geleneksel is Basinda Egitim - 2 Stire: 15 dk.

Malzeme: Ders Notlari, PPT Slayt #39 — 48 Saat: 16.00- 16.15

Banka’da goreve ilk basladiklarinda ve yaptiklari igi 6grenirken ne tiir zorluklar
yasadiklar1 sorulur.

Verilen agiklamalar dogrultusunda Geleneksel is basinda egitimin bazi olumsuz
sonuclar1 agiklanir.

Konu: Ogrenilenlerin Hatirlanmasi Siire: 5 dk.

Malzeme: Slayt #2 Saat: 16.15 -16.20

Basliklar kisa aciklamalar verilerek gosterilir.

ARA Saat: 16.20 -16.30
Konu: Degerlendirme Siire: 5 dk.
Malzeme: Test 1 Saat: 16.30 — 16.45

Yonerge okunur. Sinav uygulanir.
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

Konu

Calisan Uzmanhginin Gelisimi ve
Yetkinliklerin Hizmet i¢i Egitimle
Gelistirilmesi

Ders icerigi

Orgiitlerde, calisan uzmanh@ginin &nemi, degisim ve
gelisimde hizmet i¢i egitimin rolii, hizmet i¢i egitim
yontemleri ve is bas1 egitimlerin yapilandirilmasinin
Oonemi

Ders

Hedefleri

Orgiitler icin ¢alisan uzmanligmin dénemini agiklar,
Insan yetkinliginin diizeylerini tamimlar,

Degisime neden olan faktorleri siralar,

Hizmet i¢i egitimi ve uzmanlig1 tanimlar,

Hizmet i¢i egitimin hedefini tanimlar,

YIBE’yi tanimlar,

Smif egitimlerinin olumsuz sonuglarindan ii¢ tanesini
siralar,

Geleneksel is basinda egitimlerin temel 6zelliklerinden
li¢ tanesini siralar,

Geleneksel is basinda egitimlerin olumsuz sonuglarindan
iki tanesini siralar.

Malzemeler

Ders Notlari, ppt slaytlart — GUN 2

Toplam

Siire

3 saat 15 dakika
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

Konu: Girig Siire: 15 dk.

Malzeme: ppt Slayt # 2 Saat: 13.30 - 13.45

Yoklama, destek gruplariyla biraraya gelme ve 1sinma  (ideal yonetici
ozelliklerini belirleme ve tartisma-6nce grup sonra sinifca).

Onceki giiniin tekrar1 ve o giin dgrenilecek konularin verilmesi

Konu: Calisan Uzmanliginin Gelisimi — 1 ve 2 Stire: 30 dk.

Malzeme: Ders Notlar1 & ppt Slayt # 3-8 Saat: 13.45 - 14.15

Grup Olusturma:

e ikiserli gruplar “sayilarak” olusturulur. 1.kisi ve 2.kisinin kim olacagini
gruplar kendi karar vererek belirler.

Gorev: Gruplarin gorevi, sorumlu olduklart bolimii 6grenip esine 6gretmek.

Uygulama:

e “Calisan Uzmanhginin Gelisimi” bolimiindeki 5. ve 6. sayfadaki
aciklamalar1 1. kisi, Tablo 1.1°deki “Insan Yetkinliginin Diizeyleri’ni de
2 .kisi 6grenip, digerine verilen siire icerisinde 6gretmekle sorumludur.

e Eslerinin 6grenme durumunun soru sorularak kontrol edilecegi belirtilir.

e Verilen siire bitiminde ders notlarini kapattirip uzmanligin tanimimi ve
yetkinlik diizeylerini yazmalari, hatirlayamadiklarini eslerinden kontrol
etmeleri istenir.

Degerlendirme ve Sonuclandirma:

e Orgiitler igin calisan gelisiminin ve uzmanlhigin énemi kisaca agiklanir.
e Egitimin, orgiitiin ve ¢alisanin gelisimindeki rolii ve hedefi tanimlanir.

e Katilimcilarin  arasindan  segilerek insan yetkinliginin  diizeylerini
siralamalart ve kisaca agiklamalari istenir.

Grup degerlendirmesi ve kutlamasi yaptirilir.

ARA Saat: 14.15 — 14.30
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

Konu: Orgiitlerde degisim ve sonuglar Siire: 20 dk.

Malzeme: Ders Notlar1 PPT Slayt #16 - 25 Saat: 14.30 — 14.50

Grup Olusturma:

e Bir saat sekli ¢izdirilerek her saat i¢in smif arkadaslarindan randevu
almalar1 ve isimlerin saat {izerine not edilmesi istenir.

e Saat 5’e¢ randevu aldiklar1 arkadaslarini bulup birlikte calismaya hazir
olmalar istenir.

Gorev: Gruplarin gorevi, sorumlu olduklar1 bolimii esiyle birlikte okuyup
o0grenmek ve esinin 6grenip 6grenmedigini kontrol etmek.

Uygulama:

e “Orgiitlerde degisimi yaratan faktdrler” Oku ve Egsine Anlat yontemiyle
Ogrenirler.

e Okuma bittikten sonra ders notlarin1 kapatip dnce bireysel sonra da grup
olarak 7 faktorii yazmalari istenir.

¢ Hatirlayamadiklar1 faktorleri yan gruplardan tamamlamalar1 istenir.

Degerlendirme ve Sonuc¢landirma:

e Katilimcilarin arasindan segilerek degisime neden olan faktorlerin isimleri
sorulur.

e Verilen cevaplar dogrultusunda bu faktorler kisaca agiklanir.

e Grup degerlendirmesi ve kutlamasi yaptirilir.

Konu: Hizmet i¢i egitim gesitleri Siire: 25 dk.

Malzeme: Ders Notlar1 PPT Slayt #16 - 25 Saat: 14.50-15.15

Grup Olusturma: Bir 6nceki uygulamadaki arkadaglariyla ¢alismaya devam
ederler.

Gorev: Gruplarin gorevi, konular anlatilirken not tutmak ve anlatim bitince
notlarini esiyle karsilastirip eksiklerini tamamlamak.

Uygulama: Hizmet ici egitimin gesitleri — “Siif egitimleri” ve “Is basinda
egitim” tanimlanir.
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

Konu: Hizmet i¢i egitim gesitleri (devam) Siire: 25 dk.

Malzeme: Ders Notlar1 PPT Slayt #16 - 25 Saat: 14.50-15.15

¢ Su anda yapmakta olduklari isi nasil 6grendikleri ve aldiklar1 egitimin
ne tiir oldugu bir egitim oldugu sorulur.

e Sinif egitimleri ve is basinda egitim i¢in 6rnekler verilir.
¢ Yapilandirilmis is baginda egitimin tanimui verilir.

e Yapilandirilmis is basinda egitimin tanimindan yola ¢ikarak
geleneksel is basinda egitimden farkli oldugu temel noktalar anlatilir.

Degerlendirme ve Sonuclandirma:

e Katilimcilar arasindan secilerek aldiklar1 notlar sorulur, verilen
cevaplar dogrultusunda kisa agiklamalar yapilir.

e Grup degerlendirmesi ve kutlamasi yaptirilir.

ARA Saat: 15.15-15.30
Konu: Smif Egitimleri Siire: 15 dk.
Malzeme: Ders Notlari, PPT Slayt #26 - 38 Saat: 15.30-15.45

Grup Olusturma:

e Saat 9’a randevu aldiklar1 arkadaslarini bulup birlikte ¢calismaya hazir
olmalari istenir.

Gorev: “Sinif egitimlerinin baz1 olumsuz sonuglar1” bdliimiinii 68renip
soru soruldugunda cevap verebiliyor olmalarinin beklendigi soylenir.

Uygulama:

e “Sinif egitimlerinin bazi olumsuz sonuglar1” boliimiinii Oku ve Esine
Anlat yontemiyle 6grenirler.

Degerlendirme ve Sonuclandirma:

e Katilimcilarin arasindan segilerek olumsuz sonuglar sorulur ve
tahtaya yazilir.

e Verilen cevaplar dogrultusunda sinif egitiminin olumsuz sonuglari
aciklanir. Grup degerlendirmesi ve kutlamasi yaptirilir.
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

Konu: Geleneksel Is Basinda Egitim — 1 ve 2 Siire: 15 dk.

Malzeme: Ders Notlari, PPT Slayt #39 — 48 Saat: 15.45- 16.00

Grup Olusturma:

e Ayni esleriyle ¢aligmaya devam ederler. 1. ve 2. kisi belirlenir.
Gruplarin gorevi, sorumlu olduklar1 boliimii 6grenip esine dgretmek.
Uygulama:

¢ Geleneksel i baginda egitimin tanimu verilir.

o 1. kisi “Geleneksel is basinda egitimin temel ozellikleri”, 2.kisi
“Geleneksel 15 basinda egitimin bazi1 olumsuz sonuglar1” 6grenme ve
esine 0gretmekten sorumlu oldugu belirtilir-Jigsaw yaptirilir.

e Banka’da goreve ilk bagladiklarinda ve yaptiklari isi 6grenirken ne
tiir zorluklar yasadiklarini grup arkadaslariyla paylagmalari istenir.

Degerlendirme ve Sonuclandirma:

e Katilimcilarin arasindan segilerek Geleneksel is basinda egitimin
temel Ozellikleri ve bazi olumsuz sonuglar1 sorulur, eksik kalan
boliimler agiklanir.

Grup degerlendirmesi ve kutlamasi yaptirilir.

Konu: Ogrenilenlerin Hatirlanmasi Siire: 5 dk.

Malzeme: Slayt #2 Saat: 16.15 -16.20

Basliklar siralanir ve kisaca agiklanir.

ARA Saat: 16.20 -16.30
Konu: Degerlendirme Siire: 5 dk.
Malzeme: Test 1 Saat: 16.30 — 16.45

Yonerge okunur. Sinav uygulanir.
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

BIiRLIKTE OGRENME ILKELERIi VE BUNLARIN
UYGULAMASI

1. OLUMLU BAGIMLILIK:

Ders baglarinda ve grup calismalari 6ncesinde sunlar sdylenir:

“U¢ sorumlulugunuz var. Birincisi, konulart 6grenmekle sorumlusunuz.
Ikincisi, grubunuzdaki herkesin 6grenmesinden sorumlusunuz. Ugiinciisii,

biitiin sinifin 6grenmesinden sorumlusunuz.”
Grup calismalarinda asagidaki bagimlilik olusturma yontemleri uygulanir.

v Hedef Bagimlihigi: Gruplarin hedefi, her bir iiyenin grup ¢alismasi

kapsaminda verilen biitlin boliimleri 6grenmesini saglamaktir.

Basar1 Olgiitii: “Biitiin grup iiyeleri sorulari cevaplayabilmeli ve

verdikleri cevaplar siniftaki bir arkadasina agiklayabilmelidir.”

v' Gorev Bagimhligi: Gruplarda gorev dagilimi yapilarak bir iiyenin

gorevini tamamlayabilmesi i¢in digerinin de kendine verilen gorevi
mutlaka  tamamlamast  gerekir.  Ogrenme-O6gretme  gorevleri
paylastirildiginda grubun 6grenme hedefini gergeklestirebilmesi igin

her grup iiyesinin 6grenmis ve dgretmis olmasi gerekir.

v' Kutlama Bagmmhhgi: Her grup calismasinin bitiminde grup

iiyeleri 6grenme hedefini gerceklestirdikleri i¢in birbirini kutlar.

2. BIREYSEL KATILIM: Her bir grup iiyesinin &grenmis olmasi ve

sorulacak sorulara cevap verebilir olmasi.

3. SOSYAL BECERI: ilk giin 6grendikleri grup calisma becerileri — anlayip
anlamadigin1 kontrol etme, tesvik etme, grup calismasini yonlendirme ve

Ozetleme- her uygulamada sirasiyla hatirlatilir.
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IS BASINDA EGITIM DERS PLANI Giin 2 — Unite 1
Grup : isbirligine Dayah Ogrenme

4. YUZ YUZE CALISMA: Grup iiyelerinin birbirine doniik ve yakin ama

diger gruplardan uzak oturmasi saglanir.
5. GRUP DEGERLENDIRMESI : Grup calismasi sonunda grup iiyeleri;
v grup olarak iyi yaptiklari, kendilerini  basarili  olarak

degerlendirdikleri bir alani

v hangi alanda gelismeye ihtiya¢ duyduklarini, bir dahaki sefere
neyi daha iyi yapacalaklarini belirlerler.

SINIF DEGERLENDIRMESI: Egitmen, smif olarak neyi iyi yaptiklarini,

izleme sirasindaki davranislarindan 6rnekler vererek acgiklar.

BEKLENEN DAVRANISLAR: “Grup iiyeleri ¢alisirken sunlart yapmalar
beklenmektedir:

V' Grup iiyeleri anlamadiklar: konulart sormalidr.

v’ Grup iiyeleri her grup iiyesinin konulari anlayip anlamadigin
sorarak kontrol etmelidir.

GRUPLARARASI ISBIRLIGI: “Grup olarak ¢calismanizi bitirince, yandaki

)

grupla cevaplarinizi kontrol ediniz.’

DEGERLENDIRME: Siniftan her soru igin bir veya iki kisi segilerek grup
olarak verdikleri cevabi1 agiklamasi istenir. Ders sonunda da bir test

verilerek bireysel olarak testi yanitlarlar.

GRUPLARIN IZL ENMESI

Egitmen, gruplar ¢alisirken, sorularin cevaplarini bulmak i¢in gdsterdikleri
cabay1 ve grup olarak nasil isbirligi yaptiklarini gézler. Eger bir soru gelirse
katilimcinin bu sorusu sinifa yoneltilir, ya da yandaki grupla kontrol etmesi
istenir.

ARAYA GIRME: Bir grubun ¢alismadigi ya da calisirken zorlandig

goriiliirse, dogru zaman beklenir ve araya girilir. Sorularin nasil bir

yontemle cevaplanabilecegi gruba sorulur.

152



APPENDIX B

TRAINING PROGRAM SCHEDULE

3.IS BASINDA EGITIM SEMINERI

14 — 18 Mayis 2007

AMAC: Goreve yeni baslayan personele isi 6gretmekle gorevlendirilmis
personelin, yapilandirilmis is basinda egitim plani hazirlama, uygulama ve
performansi izleyip geri bildirim verme konularinda bilgi ve becerilerini
gelistirmektir.

KATILIMCILAR:
Seminere inceleme ve sayim memurlar1 katilacaktir.

SEMINER YERI:
Banknot Matbaasi1 Genel Miidiirliigii

ACIKLAMALAR:
Seminerin agilis1 08:45-09:00 saatleri arasinda yapilacaktir.

OGRETIM ELEMANI ve PROGRAM SORUMLUSU:
Stiheyla G6kmen

Oda no:204

31053 00/124

suheyla.gokmen@tcmb.gov.tr
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PROGRAM ICERIGi:
14 Mayis 2007 Pazartesi

08:45-09:00 Acilis
09:00-12:15 Grup Calismasi Becerilerinin Gelistirilmesi

15 Mayis 2007 Sah

09:00-12:15 Calisan Uzmanliginin Gelisimi ve
Yetkinliklerin Hizmet I¢i Egitimle Gelistirilmesi
Orgiitlerde ¢alisan uzmanligimin dnemi
Degisim ve gelisimde hizmet i¢i egitimin rolii
Hizmet i¢i egitim yontemleri
[s basi egitimlerin yapilandirilmasimin énemi

16 Mayis 2007 Carsamba

09:00-12:15 YIBE Basamaklart:
Egitim I¢in Hazirlik
Egitimin Baglatilmasi
Isin Gosterilmesi

17 Mayis 2007 Persembe

09:00-12:15  YIBE Basamaklar:
Ogrenilenlerin Uygulanmasi
Performansin Degerlendirilmesi
Gozden Gegirme

18 Mayis 2007 Cuma
09:00-12:30 YIBE Gelistirme Araglar
Gostermek ve Anlatmak
Sorular ve Cevaplar
Kogluk
Oz elestiri
YIBE Cesitlerini
Oryantasyon
Is Tanitimi
Malzemelerle Tanistirma
Gorevlerle ilgili egitim
Kapanis
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APPENDIX C

APPROVAL OF ETHICAL COMMITEE
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APPENDIX D

TRAINING REACTIONS QUESTIONNAIRE

TCMB
IS BASINDA EGITIM SEMINERI
PROGRAM DEGERLENDIRME FORMU

1.

ACIKLAMA

Bu formda toplam 20 adet ifade bulunmaktadir. Her ifadeyi katilmig
oldugunuz seminerle iliskilendirerek diisiiniiniiz ve ifadelerin size
gore ne kadar dogruyu yansittigini asagidaki oOlgegi kullanarak
degerlendiriniz. Cevaplarinizi, olmasi gerekeni ya da digerlerinin
sizden duymak istediklerini degil, size su an en iyi uyan duruma gore

veriniz.

Her ifadeyi sadece kendi i¢inde degerlendiriniz ve bu ifadenin ne
kadar dogru oldugunu belirtiniz. Diger ifadelere verdiginiz

cevaplardan etkilenmeyiniz.

Tepkinizi en 1yi yansitan numaranin iizerini ¢arpi isareti ile kapatiniz.
Ifadeleri asagidaki tepki seceneklerinin sayisal karsiliklarii

kullanarak veriniz:

1: Hi¢ Katilmryorum

2: Biiyiik Oranda Katilmiyorum
3: Orta Diizeyde Katiliyorum

4: Biiyiik Oranda Katiliyorum

5: Tamamen Katiltyorum
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IS BASINDA EGITIM SEMINERI - DEGERLENDIRME FORMU

Programin amaci, yapilandinlmis is basinda egitim, egitimin hazirlanmasi,
baglatilmasi, yiiriitiilmesi ve degerlendirilmesi hakkinda bilgi ve beceri kazandirmaktir.

DEGERLENDIRME KRiTERLERI 1|23 |4]s

Program sorumlusu;

1. Programin etkin bir sekilde yiiriitiilmesini sagladi.

2. Konular1 agik ve anlasilir bir sekilde sundu.

3. Dersi 6grenme istegimi artiracak sekilde sundu.

4. Etkin bir sekilde derse katilim1 sagladi.

5. Ogretim hizim katilimcilarim ihtiyaclarina gore ayarladi.

6. Igerikle dogrudan ilgili sorulara tatmin edici yamtlar verdi.

7. Derslerin siiresini verimli kullandi.

8. Egitim programi, “Programin amac1”na uygundur.

9. Igerik teorik diizeyde egitim ihtiyacim karsiladi.

10. igerik uygulama diizeyinde egitim ihtiyacimi karsilad1.

11. Yeni konularda 6grenme ihtiyacimi tetikledi.

12. Ogrendiklerimi isimde kullanma olanag1 bulacagimi
diistiniiyorum.

13. Egitim programini diger Birim ¢alisanlarina da 6neririm.

14. Egitim programi beklentilerimi karsiladi.

OJ|J]OoOfOof O |[O]J]O]J]O]J]Of[OfO]JO]|]O]O|]O|O
OJ|J]OoOfOof O |[O]J]O]J]O]J]Of[Of[O]JO]|]O]OC|]O|O
OJ|J]OoOfOof O |[O]J]O]J]O]J]Of[Of[O]JO]|]O]OC|O|O
OJ|J]OoOfOof O |[O]J]O]J]O]J]OfOf[O]JO]|]O]OC|O|O
OJ|J]OoOfOof O |[O]J]O]J]O]J]OfOf[O]lO]|]O]J]O|O|O

15. Program Oncesi verilen 6n bilgi (duyuru yazisi, program
bosiirii vb.) yeterliydi.

16. Program sirasinda verilen bilgi (pano duyurulari veya
sOzli yonlendirmeler vb.) yeterliydi.

O
O
O
O
O

17. Kullandig1 egitim materyalleri (veri, dokiiman vb.) ololololo
ogrenmeyi kolaylagtirict nitelikteydi.

18. Egitim materyalleri program sonrasinda kaynak olarak ololololo
kullanilabilir niteliktedir.

19. Egitim ortanu (sinuf diizeni, gorsel isitsel araglar, bloknot, [ o | 0l O[O | O
kalemler vb.) programin uygulanmasi i¢in yeterliydi.

20. Program sirasinda sunulan hizmetler (ikramlar, temizlik olololo]lo
vb.) yeterliydi.
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ASAGIDAKI KONULARLA iLGIiLi GORUSLERIiNiZi LUTFEN BELIiRTINiZ.

1. Egitim programinin en ¢ok begendiginiz yonlerini belirtiniz.

2. Egitim programinin yetersiz gordiigiiniiz yonlerini belirtiniz.
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APPENDIX E

Training Reactions Questionnaire Items, Associated Factors, and Item
Description Statistics

Item

M

SD

Factor

Factor
Loading

The program coordinator-trainer
has enabled the training to run
smoothly and effectively.

4,68

0,53

0,74

The instructur presented the topics
in a clear and comprehensible
manner.

4,76

0,48

0,83

The instructor presented the topics
in a way which increased
motivation to learn.

4,54

0,68

0,88

The istructor encouraged
participants to actively participate
to the lessons.

4,73

0,58

0,72

The instructor adjusted the speed
of her presentation to the needs of
participants.

4,54

0,70

0,75

The instructor gave satisfactory
answers to the questions which
were directly related to the content.

4,58

0,63

0,75

The instructur used the allocated
time effectively.

4,66

0,58

0,74

The training has accorded with the
aims of the program stated above.

4,59

0,63

0,55

The content served the needs of
the training in terms of theoretical
background .

4,10

0,96

0,73

10.

The content served the needs of
the training in terms of application

3,82

1,02

0,75

11.

The training has triggered my
desire towards new learning areas.

3,99

1,00

0,65

159




Item

SD

Factor

Factor
Loading

12.

I think I can find the opportunity to
use what I learned in the training
when I’m doing my job.

4,03

1,13

0,79

13.

I can reccomend this training
program to my colleguages in my
department.

4,32

1,00

0,83

14.

The training program has met my
expectations.

4,24

0,67

0,60

15.

The information supplied before
the training (announcement of the
program, written directions etc.)
was adequate.

3,20

1,53

0,79

16.

The information supplied during
the training (announcements,
written and oral directions) was
adequate.

3,86

1,19

0,82

17.

The training materials (data,
documents etc.) were of a quality
which facilitated easy learning.

4,56

0,65

0,76

18.

The training materials can be used
as a source (reference material)
after the training.

4,46

0,83

0,61

19.

The training environment was
good enough for effective training
in terms of seating arrangements,
audio-visiual equipments etc..

3,95

1,09

0,79

20.

Services provided during the
training such as refreshments,
cleaning services etc. were
sufficient.

4,09

0,92

0,84
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APPENDIX F

LEARNING OUTCOMES TEST

TCMB
IS BASINDA EGITIM SEMINERI
BILGI TESTI

Size sOylenmeden soru kitap¢igini kesinlikle agmayiniz.

Ag¢iklamanin okunmasini bekleyiniz.

ACIKLAMA

Bu kitapciktaki sorular sizin is basinda egitim ile ilgili bilginizi
Olgmek tizere hazirlanmistir. Soru kitap¢iginda toplam ... soru vardir

ve cevaplamaniz i¢in toplam ... dakika siire verilmistir.

Sorular1 cevaplamadan 6nce verilen agiklamalar1 dikkatli bir sekilde
okuyunuz. Coktan se¢meli sorularda cevabinizi, soru kitapc¢igindaki
ilgili boliimlere ¢arp1 isareti (X) koyarak isaretleyiniz. Diger sorularin
cevaplarin1 verilen bosluklara yaziniz. Sorulari cevaplarken kursun

kalem kullaniniz.

Soru kitapciginin agiklama sayfasi haric ... sayfa olmasi
gerekmektedir. Eksik sayfali soru kitap¢igi olan varsa elini kaldirarak

bildirsin liitfen.

BASARILAR
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TEST 1

Soru 1 : Calisanlarmin bilgisi, becerisi ve tutumlar1 bir Orgiitte
asagidakilerden hangisini dogrudan etkiler? Bir tanesini carpi isaretiyle
belirtiniz.

a) e Calisanlarin sosyal giivence diizeylerini

b) ........ Calisanlarin kullandig1 yillik izin siirelerini
() IR Orgiitiin gelismisligini ve rekabet giiciinii
d) ... Orgiit yoneticilerinin yonetim becerilerini

Soru 2 : Asagidaki siitunlarda yetkinlik diizeyi tanimlar1 ve isimleri karisik
olarak verilmistir. Tanimlarin ait oldugu yetkinlik diizeyini bulunuz ve
basindaki harfi yetkinlik diizeyinin yanindaki kutuya yaziniz.

Tanim Yetkinlik
Diizeyi

Bir isin yapilabilmesi i¢in gerekli olan
A | bilgi ve deneyimden daha fazlasina
sahiptir. Rutin ve rutin olmayan islerle Baslayan
ayni diizeyde caba sarfederek basedebilir.

Yeni

Daha once, isle ilgili ya ¢cok az ya da hig
B | bir deneyimi olmamistir. Kisi, isi
yapabilmesi icin gerekli olan bilgi ve Olan
beceriden yoksundur.

Gelismekte

Isin belirli pargalarim tek basina ve tekrar
C | tekrar yapabilen kisidir. Kisi dogru bir
sekilde ve kolaylikla bu rutin igleri Calisan
yapabilir.

Deneyimli

Sahip oldugu degerler, bilgi ve deneyimin,
D diger calisanlar ve kurumu i¢in standart Uzman
olusturabilecegi diisiiniiliir.

Gozetim olmaksizin isin sadece belirli
parcalarint dogru bir sekilde yapabilen
E | kisidir. Genellikle, bu diizeyde en iyi Usta
performanst gosterebilmesi icin
yonlendirmeye ihtiyaci vardir.
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Soru 3 : Orgiitlerde degisime neden olan 3 faktdrii isaretleyiniz.

a) ceeene Teknoloji

b) ..o Uzmanlagma-Uzmanlik
(o) Rotasyon-Transferler
d) .o Yeni ise alim

€) o Orgiitlerin kiiciilmesi

1) I Verimliligin artmasi

Soru 4 : YIBE’nin a¢ik yazilis1 nedir?

Soru 5 : YIBE egitimlerinden farkli olarak smif egitimlerinde ortaya
cikabilecek olumsuz sonuglardan 2 tanesini bulunuz ve isaretleyiniz.

a) e Katilimcilarin egitmenle tartigmast

b) ........ Edinilen bilgi ve becerilerin kaybedilmesi

() Egitim hedefinin yapilan isten farkli olmasi

d) .. Egitime katilanlarin, egitimden sonra isten ayrilmasi

Soru 6 : Geleneksel is basinda egitimlerin temel 6zellikleri nelerdir?
2 segenek isaretleyiniz.

a) ceens Geleneksel is baginda egitim ise odaklidir.

b) ..oce.e. Geleneksel is baginda egitim yapilandirilmastir, is akis1 egitim
akisini etkilemez.

C) coreenen Geleneksel i basinda egitimde egitmenler isin yapilisiyla
ilgili standart yontemleri 6gretir.

d) e Is baginda egitim ydntemi egitmen tarafindan belirlenir.

Soru 7 : Geleneksel is basinda egitimin sonuglari tutarsizdir.

Soru 9 : Geleneksel is basinda egitimin sonuglariyla ilgili bir
degerlendirme yapilir.
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TEST 2

Soru 1 : Asagida verilen Yapilandirilmis Is Basinda Egitim (YIBE)
basamaklarinin uygulama sirasini, ilk yapilacak ise 1 vermek iizere
baslarindaki bosluklara yazniz.

........... Egitimin Baglatilmasi
........... Isin Gosterilmesi
........... Egitim I¢in Hazirhk

Soru 2 : Asagidakilerden hangisi is basinda egitimin basarisindaki en
onemli basamaktir?

a) ... Egitim I¢in Hazirlik
b) ...... Egitimin Baglatilmasi
[ Isin Gosterilmesi

d) .. Isin Uygulanmasi

Soru 3 : Is basinda egitimin basarrya ulagsmasinda sorumluluk isi 6grenen
kisiye aittir!
Dogru ( ) Yanlis ()

Soru 4 : Arastirmalarda, asagidakilerden hangisinin ¢ogu kisinin
yasaminda strese neden oldugu bulunmustur?

a) ... Evlenmek

b) ...... Yeni bir eve taginmak
C) e Egitmen olmak

d ... Yukaridakilerin hepsi

Soru 5 : Asagida verilen secenekler arasindan “YIBE-Egitim I¢in Hazirlik”
basamaginda yapilmasi gereken 2 tiir hazirligi bulunuz ve isaretleyiniz.

a) ... Is analizleri e) ...... Cay, kahve gibi
ikramlar

[5) R Isi 6grenecek kisi ) .. Materyaller

C) e Yoneticiler g) ... Calisma arkadaslari

d) ...... Egitim Ortam1
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Soru 6 : YIBE egitmeninden egitime baslamadan once gerceklestirmesi
gereken en temel iki davranisi asagidaki segenekler arasindan bulunuz ve
isaretleyiniz?

;) IR Giilimsemek

b).cennee. Egitim sorumlulugunu iistlenmek
() T Dost¢a davranmak

d)..ceen. Kendini hazirlamak

() [ Soru sormak

Soru 7 : Egitmenin, egitim vermenin yarattig1 stresi ortadan kaldirip iyi bir
egitmen olabilmek yapmasi gereken en temel uygulamanin ismini yaziniz.

Soru 8 : Egitmenin, egitim sirasinda notlarina sik sik bakmasi ve yazili
materyallerden okuyarak anlatmasinin sonucunda asagidakilerden hangisi
meydana gelir?

a) Egitim alan kisinin dikkati dagilir
b) ... Zaman kayb1 olur
) I Egitim aksar
d ... Yukaridakilerin hepsi
Soru 9 : Egitim materyalleri egitime baslamadan Once hazirlanmali,
cogaltim isi ise egitim sirasinda yapilmalidir.
Dogru ( ) Yanlis ()

Soru 10 : Is basinda egitimin yiiriitiilecegi alanda aranacak en temel
ozelliklerden iki tanesini yaziniz?

a)
b)

Soru 11 : Egitim i¢in hazirlik asamasina en fazla 6nemi, yeni egitmen olan
kisiler verir.

Dogru ( ) Yanlis ()
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Soru 12 : Egitimin baglatilmas1 asamasinda yapilmasi gereken uygulamlar
nelerdir? 3 segenek isaretleyiniz.

a)..... Isi yaparken kullanilacak materyallerin hazirlanmasi
b) ...... Egitim alacak kisinin rahatlatilmasi

(o) I Is analizleri ve gérev tanimlarinin okunmasi

d) ... Hedeflerin agiklanmasi

€) e Ogrenmek icin sebepler olusturulmasi

f)....... Isin asama asama anlatilmas1

2)....... Kisinin, isi en 1yi sekilde goriilebilecegi yerde
konumlandirilmasi

Soru 13 : Egitmen once isin yapilisini gdstermeli sonra da kisiyi 6grenmeye
hazirlamalidir.

Dogru ( ) Yanlis ()

Soru 14 : Isin gosterilmesi asamasinda yapilmasi gereken uygulamlar
nelerdir? 3 secenek isaretleyiniz.

a) e Isin yapilis1 gosterilirken kestirme ydntemler de mutlaka
gosterilmelidir.

b) ........ Isi 6grenecek kisinin isi izleme pozisyonu iyi
ayarlanmalidir.

C) e Egitmen isi gosterirken bir yandan da isi anlatmalidir.

d)....... Egitmen, igi 6nce hizl bir sekilde gostermeli sonra da kisiden
uygulamasini istemelidir.

€) e Her asama tamamen 6grenildikten sonra bir sonraki
asamaya gecilmelidir.

f)....... Isi gdsterme asamasinda egitmen, isin yiiriitiiliisiine
odaklanmalidir.

Soru 15 : Uygulamaya hazirlik asamasinda yapilmasi gerekenlerden en
onemlisi nedir?

a) e Uygulamanin nasil yapilacaginin acik bir sekilde
anlatilmasi

b) ....... Egitmenin rahat olmasi

(<) I Kisiye soru sorularak bilgi seviyesinin belirlenmesi

d) ... Isin yapilistyla ilgili bilgilerin tamaminin verilmesi
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TEST 3

Soru 1: Egitim alan kisinin uygulamay1 kag kere tekrar etmesi gerekir?

) R Her uygulama en fazla 2 kere tekrarlanir.

b) e Egitim alan kisi yoruluncaya ya da sikilincaya kadar
tekrar edilir.

C) e Egitmen, kisinin performansindan tatmin oluncaya kadar tekrar
edilir.

d) ... Egitim alan kisi istedigi kadar uygulama yapabilir.

Soru 2 : Uygulama basamagiyla ilgili olarak asagidakilerden hangisi
yanlistir?

a) ... Egitim alan kisinin ilk denemesinde yaptig1 isi agiklamasi
beklenmez.
b) ...... Yeni baglayan er gec tek basina isi yapacagindan

denemeler ne kadar gercekei olursa o kadar iyidir.

) BT Biitiin islerde isin tamami pargalara boéliinmeden bir
defada uygulattirilmalidir.

d) ... Uygulama basamagiyla degerlendirme basamagi es
zamanli yani ayni anda yriitiiliir.

Soru 3 : Hangi is olursa olsun mutlaka gercek ortamlarda uygulama
yaptiriimalidir.

Soru 4 : Isi 6grenen kisinin uygulama performansinin degerlendirilmesinde
egitmenin ilk yapmasi gereken nedir?

a) ... Soru sormak

b) ...... Tesvik etmek

C) e Gozlemek

d) ... Geri bildirim vermek

Soru 5 : Egitim alan kisiye uygulama sirasinda yaptigi hatalarla ilgili
yonlendirmenin ne zaman verilmesi gerekirr?

a) ... Hatay1 yapar yapmaz

b) ...... Bir sonraki uygulamaya baglamadan hemen 6nce
() IR Uygulamay1 tekrar yaparken

d) ... Gozden gecirme basamagina gegmeden Once
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Soru 6 : Asagidaki siitunlarda performansi degerlendirme basamaginda
yapilmast gerekenlerle ilgili aciklamalar ve bu aciklamlara iligskin
yontemlerin isimleri karigik olarak verilmistir. Her bir agiklamanin ait
oldugu yontemi bulunuz ve basindaki harfi yontemin yanindaki kutuya
yaziniz.

Performansin degerlendirme

basamaginda yapilmas: gerekenler Yontem

Egitim alan kisinin, s6z konusu isi,
belirlenen siire icerisinde ve kalite
A | standartlarina uygun bir sekilde Kogluk
zamaninda yapabilecek beceriye
ulastigini kanitladigi bolimdiir.

Egitmenler elestirel yakasimdan

B tamamen uzaklasmali ve bu yontemle Deneyim
kisinin gelisimine katkida Artist
bulunmalidirlar.

Isin zor kisimlarinimn diger kolay

C | boltimlerden ayrilmasi ve tekrar tekrar Soru
1 Sormak
uygulanmasiyla elde edilir.
Egitim alan kisi uygulama yaparken, .
- .. PR Tesvik
D | dogru yonde gerceklestirdigi
S . Etmek
performans i¢in sdylenir.
Egitim alan kisinin bilgi birikimini “Solo”
E belirlemeye yarar. Uygulama

Soru 7: Ilerideki performansinin yiiksek olabilmesi igin egitim alan kisi
uygulamaya baglar baglamaz hizli yapmasi i¢in yonlendirilmelidir.
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Soru 8 : Asagidaki siitunlarda goézden gecirme basamaginda yapilmasi
gerekenlerle ilgili agiklamalar ve bu agiklamlara iligkin yontemlerin isimleri
karigik olarak verilmistir. Her bir ac¢iklamanin ait oldugu yontemi bulunuz
ve basindaki harfi yontemin yanindaki kutuya yaziniz.

Gozden Gegirme basamaginda )
Yontem
yapilmasi gerekenler
Egitim alan kisiye bir sorun ¢ikarsa Performansi
A | nerede olunacag belirtilir. Gozden
Gegirmek
Egitim alan kisinin isi ne kadar iyi
B yapt1g1131 ve her “sey%rvl'yolunda olup izlemek
olmadigini bir siireligine sik sik
kontrol etmek.
Kisinin gepsmem gerf:ken Yardim
C | alanlardaki hem giiglii hem de zay1if .
.1 . Onermek
yonlerinden bahsedilir.
Kontrollerin ne kadar siireceginin, ne
siklikla olacaginin ve ne zaman Egitimi
D|,. .2 .
biteceginin, egitmenin yargisina Sonlandirmak
kaldig1 bolim.

Soru 9 : Asagida YIBE icin belirlenen hedeflerle ilgili 6rnekler ve hedef
tiirleri karisik olarak verilmistir. Orneklerin, hangi hedef tiiriine ait oldugunu
bulunuz ve basindaki harfi hedef tiirliniin yanindaki kutuya yaziniz.

YIBE Hedefleri icin Ornekler Hedef Tiirii
A Baski makinelerini kullanabilecek Performans
calisan sayismni %75 artirmak. Hedefi
B | Ise devamsizhigr %40 azaltmak. Egitim Hedefi
C | Uretimi %25 artirmak. iqsag Unsuruna
Iliskin Hedefler
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4, GUN

Soru 1 : YIBE Gelistirme Araclariyla ilgili asagidakilerden hangisi
dogrudur?

a) ... Isin yapilis1 icin gerekli materyallerle birlikte dnceden
hazirlanmalidirlar.

b) ...... Egitim alan kisiler de bu araglar1 kullanabilirler.

C) e Deneyimli egitmenler kullanacaklar1 araglar1 kendileri
gelistirirler.

d) ... Karmagik bir yapida olmadiklari i¢in kolayca
Ogrenilebilirler.

Soru 2 : YIBE Gelistirme Araglarmm ............... kullanilacagi degil ne

zaman kullanilacagi 6nemlidir.

Soru 3 : Egitmen, fiziksel beceri gerektiren hareketleri ya da takip etmesi
zor olabilecek diger hareketleri gosterirken nasil hareket etmesi gerektigini
tek bir kelimeyle tanimlay1mniz. .........ccccceeveniinininnnennn.

Soru 4 : Egitmenin, isin yapilisin1 gosterirken giinliik isleriyle de ugragsmasi
egitim alan kiginin igin yuriitiiliisiinii daha 1yi anlamasina neden olur.

Soru 5 : YIBE sirasinda sorulan sorularla ilgili asagidaki ifadelerden
hangisi yanlistir?

) Soru sormak en iyi geri bildirim verme ve alma yontemidir.

b) ...... En iyi sorular egitim alan kisileri diistinmeye sevk eden
sorulardir.

() I “Evet” ya da “Hayir” ile yanitlanabilen sorular sik sik
sorulmalidir.

d) ... Takip sorulari, bir dnceki cevabin daha derinlerine iner ve

onu genisletir.

Soru 6 : Egitim alan kisileri utandiran ve konudan uzaklagsmalarina neden

(13

olan sorulara “............. Sorular” denir.
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Soru 7 : Egitim veren kisi suglayici ses tonuyla soru sorarsa egitim alan
kisi genellikle nasil bir tepki verir?

a) ... Konu hakkinda heniiz bilgisinin olmadigini sdyler.
b) ... Performansinin degerlendirilmesini ister.
() I Kendini savunmaya gecer.

d) ... Egitmeni sikayet eder.

Soru 8 : YIBE kapsamindaki kogluk cogunlukla ne zaman uygulanir?

a) ... Egitim tamamlandiktan sonra

b) ... Uygulama ve izleme sirasinda

() I Isin gdsterilmesi ve soru sorulmasi asamalarinda
d ... Performans degerlendirme i¢in gézlem yapilirken

Soru 9 : Kocluk uygulamasi dogru kullanildiginda egitim alan kisiler daha
AZ e, yapip daha ................. bir sekilde dgrenirler.

Soru 10 : Bir kisinin kendi performansini degerlendirmesini saglayan teknik
...................... olarak adlandirilir.

Soru 11 : Egitmen, egitim alan kisinin kendi performansiyla ilgili
degerlendirmesinde olumlu kismi gegistirip olumsuza odaklanmasinda izin
vermez.

Soru 12 : Asagida tammlar1 verilen YIBE cesitlerinin isimlerini bos
birakilan yerlere yaziniz.

Tanimlar YIBE Cesitleri

Yeni ¢caligmaya baslayan kisiye isi, kurumu,
servisi ve calisma arkadaglarini planl bir
sekilde tanistirma siirecidir.

Isle ilgili temel bilgilerin verildigi egitimdir.

Is yerinde kullanilan malzeme ve “dil” ile
tanistirma egitimidir.

Kisinin yapacagi isin 6gretildigi egitimdir.
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Soru 13 : Oryantasyon egitminin amaglar1 nelerdir? 2 secenek
isaretleyiniz.

a) . Gorevinde hata yapma olasiligini azaltmak

b) ....... Olumsuz davranisi gegistirip olumluya odaklanmak
C) e Yeni baglayanda olumlu izlenim yaratmak

d) .. Olumlu tutum gelistirmek

€) oo Isi 6gretmek
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APPENDIX G

TABLE OF SPECIFICATION

Number of
Content Questions [tems
(Comprehension)
NI
Levels of employee competence 5 2,3,4,5,6
Developing employee N 3 10, 11, 12, 13,14,
competence through training 15,16, 17
SOJT steps 4 18, 19, 20, 21
Characteristics of SOJT trainer 3 22,23,33
Training preparation 8 24,25, 26, 27, 28,
30,31, 32

Opening the training session 4 34, 35, 36, 37
Presenting the subject 5 29, 38, 39, 40, 41
Practicing the skills 3 42,43, 44
Evaluating performance 8 2(5): g?’,4572’ 48,49,
Reviewing the subject 4 53, 54, 55, 56
Specifying training objectives 3 57, 58,59
Tools to enhance SOJT 2 60, 61

Show and tell 2 62, 63

Questions and answers 3 64, 65, 66

Coaching 3 67, 68, 69,

Self-critique 2 70,71
Types of SOJT 6 72,73,74,75,76
Total 76
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APPENDIX H

ITEM ANALYSIS RESULTS -
LEARNING OUTCOMES TEST
r
NlIltlfllll)lel‘ c(;tril;;t(::f:) (Discrintination) (Difﬁlzulty)
1. 0,37 0,42 0,81
2. 0,53 0,42 0,81
3. 031 0,49 0,74
4. 0,37 0,61 0,60
5, 0,36 0,57 0,57
6. 0,47 0,75 0,62
7. 0,34 0,32 0,86
8. 0,43 0,32 0,86
9, 0,37 0,45 0,67
10. 0,28 0,41 0,33
1. 0,48 0,47 0,79
12. 0,38 0,32 0,86
13. 0,39 0,37 0,83
14. 031 0,44 0,71
15. 0,52 0,68 0,69
16. 0,37 0,32 0,86
17. 0,5 0,64 0,67
18. 0,46 0,53 0,76
19. 0,53 0,53 0,76
20. 0,48 0,47 0,79
21. 0,32 0,32 0,86
22. 0,36 0,42 0,81
23. 0,3 0,29 0,74
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ITtem . r r p
Number c(;trer‘g;t‘:f::) (Discrimination) |  (Difficulty)

24, 0,46 0,53 0,76
25, 0,3 0,26 0,88
26. 0,29 0,38 0,74
27. 0,36 0,42 0,55
28, 037 0,39 0,48
29, 0,24 0,28 0,83
30. 0,42 0,55 0,62
31 0,53 0,58 0,74
32. 0,49 0,59 0,69
33. 037 0,45 0,67
34. 0,2 0,19 0,79
35. 0,3 0,5 0,64
36. 0,35 0,54 0,40
37. 0,28 0,44 0,45
38. 0,24 0,32 0,86
39, 0,22 0,16 0,93
40. 0,3 0,46 0,62
41, 0,43 0,63 0,45
42. 0,39 0,42 0,81
43. 0,32 0,41 0,33
44, 0,27 0,48 0,52
45. 0,42 0,6 0,64
46. 0,36 0,57 0,52
47. 0,4 0,45 0,67
48. 0,48 0,59 0,69
49, 0,5 0,76 0,52
50. 0,41 0,49 0,69
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r

Item . r P
Number f&ﬁ’ﬁ:ﬁfﬁﬂ) (Discrimination) |  (Difficulty)
51. 0,45 0,47 0,79
52, 0,3 0,35 0,45
53, 0,24 0,32 0,60
54, 0,27 0,28 0,52
55. 0,23 0,25 0,71
56. 0,36 0.4 0,43
57, 0,41 0,49 0,43
58. 0,51 0,61 0,60
59, 0,25 03 0,21
60. 0,24 0,33 0,50
61. 0,34 0,39 0,48
62. 0,4 0,38 0,79
63. 0,26 0,21 0,90
64. 0,35 0,46 0,36
65. 0,38 0,45 0,67
66. 0,33 0,62 0,50
67. 0,46 0,53 0,76
68. 0,36 0,65 0,36
69. 0,54 0,75 0,62
70. 031 0,26 0,88
71. 0,52 0,63 0,71
72. 0,52 0,78 0,48
73. 0,57 0,85 0,57
74, 0,38 0,48 0,26
7. 0,3 0,33 0,81
76. 031 0,53 0,50
0,46 0,65
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APPENDIX J
Samples of Responses (Turkish)

Egitim Programimin En Begenilen Yonlerine Iliskin Verilen
Cevaplardan Ornekler

Tema 1 (Yontem)

Grup halinde olan calismalar daha eglenceli oluyor.Insanlar birbiriyle
daha iyi kaynasiyor, akilda kalici bir yontem. Bir kisiye anlatmak ve onun
anlattiklarint - dinlemek ¢ok iyi oluyor. Ona karsu kendini sorumlu
hissediyorsun. Ben ¢ok zevk aldim.

Grup olarak c¢alismak ve karsilikli fikirler dogrultusunda c¢alismak ve
ogrenmek ¢ok hostu.

Birbirimize 6grenme konusunda yardimci olmamiz.

Grup olarak egitim almak c¢ok giizel bir uygulamaydi. Anlamada ve
kavramada ¢ok faydasi olduguna inantyorum.

Karsilikl konu anlatmak yani grup calismasi ogrenmemize ve ogretmemize
daha etkili oldu.

Herkesin katiliminin saglanmasi.

Acik bir sekilde tartisilarak sonu¢landirmak.

Tema 2 (Sunum)

Konular a¢ik ve anlasilir bir sekilde anlatildigi icin daha kolay kavradim.
Basit ve anlasilir bir diizeyde anlatildh.

Egitimin akisi, anlatis ve sunus sekli ¢ok iyiydi.

Yalin bir dille bu programdaki anlatilan seyleri 6grendik.

Sade, kolay ve anlasilir bir dille aktarild.

Anlatim tarzindan ¢cok memnun kaldim, anlasilir nitelikte dersi sundu.

Tema 3 (Egitici)

Giileryiizlii, akict ve anlasilir konusmasi, samimi, sempatik, aktif, iletisim,
katilimcilarin ihtiyaglarina diyarh.

Tabii egitmenimizin giiler yiizlii ve sempatik davramislari beni daha ¢ok
derse gelmeye sevk etti.

Egitmenimizin davraniglari, yontemleri ve bizi dinlemesi.

Derslerin egitmen tarafindan zevkli hale getirilmesi.
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Hocamizin sempatik olusu derse katilimimizi artirds.

Egitmenin anlasilir, akici, motivasyonu yiikseltici giileryiizlii olmasi,
programi aksatmadan emin bir sekilde yiiriitmesi, sinif kontrolii ve giivenilir
olmast bizim i¢in onemli.

Tema 4 (Ogrenme)

Yaptigimiz isin boyutlariyla 6grenmek ve yapmamiz gerekeni en iyi sekilde
uygulamaya gegirmeyi ogrendik.

Isimizle ilgili bize bilgi verilmesi giizeldi.

Ileride yapicagim seyin farkina vardim. Oryantasyon egitimi, kocluk ne
demek nasil olur gibi seyleri daha iyi 6grendim.

Baskalarina anlatma yetenegi kazandim.

Konusu, bizden sonrakilere yeterli bir bigimde isi 6gretmemize yardimci
olacak.

Isimin bilingli bir sekilde Ogretilmesini saglayacagim ve iyi bir eleman
yetistirmek beni olumlu yonde etkileyecek.

Tema 5 (Ortam)

Herkesin kendini rahat bir sekilde kendini ifade edebilmesi, samimi bir
ortam olmasi.

Sinif igerisinde fikirlerimizi rahat bir sekilde dile getirebilmemiz.
Fikirlerimizi ilk kez acik sekilde birilerine aktarmamiz.

Herkesin ozgiirce fikirlerini, sikayetlerini, elestirilerini soyleyebilecegi bir
ortamd.

Tema 6 (Eglenceli)

Aldigim en zevkli egitimdi.
Eglenceli bir sekilde ve grup olarak ¢alismak ¢ok hosuma gitti.
Orneklemeler ¢ok eglendirdi.

Tema 7 (Degerli hissetme)

Bu program, banka'da siradan bir insan olmadigimi hatirlatti. Kendimi
degerli bir insan gibi hissettim.

Yaptigimiz isin ve bizim aslinda ¢ok onemli oldugumuzu hissettirdi.

Bu faaliyetin bize birseyler vermek ve bizi onemsemek icin yapilmis olmasi.
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Egitim Programinin Yetersiz Goriilen Yonlerine Iliskin Verilen

Cevaplardan Ornekler

Tema 1 (Fiziksel Kosullar)

Egitim verilen alanin darligi ve kalabaliklig.

Grup ¢alismalart igerisinde devam eden egitimlerin daha genis alanlarda
olabilirdi.

Egitim yeri kiiciik ve sikicrydi.
Ortam ¢ok kotiiydii.

Tema 2 (Egitim Zamani)

Geg¢ kalinmis bir egitim programi. Biz goremedik ama bizden sonrakilere
uygulayacagiz.

Eski arkadaslarimiz i¢in ge¢ kalindigimi diistiniiyorum. Belki daha once
boyle bir egitim alinsayd bizler isi 6grenim sirasinda daha rahat ederdik.

Egitim programlar: yetersiz degildi, zamansizdi. Yani eger biz ise yeni
basladigimizda bu uygulama, program olsaydi daha yarar saglardi diye
diistintiyorum.

Egitim programint 3 yil once yeni arkadagslar basladiginda almis olsaydik
cok yararli olurdu.

Tema 3 (Diger)

Egitim stiresi ¢cok uzun, 3 giin yeterlidir diye diistiniiyorum. Ciinkii ¢ok zor
bir egitim degil.
Katilimin az olmasi, grup olarak aktiv(f) bir bigimde katilim olmadi.

Sadece ¢alisanlara yonelik olmasi. Ayni egitim yoneticilere de verilmeli.

Daha fazla gorsel seyler kullanilip katilimcilarin her giin rutin bir sekilde
ayni seyleri kullaniyo(r) olmasi engellenebilirdi.

Egitmenin igimizi ¢ok iyi bilmemesi
Katilmak istemiyorum ¢iinkii ¢ok ge¢ kalinmig durumda

Bu egitim programlarina katilmak istemiyorum. Ciinkii emekli olma
zamamm geldi. Bu program yeni ise alinmis ve alinacak geng insanlar igin
gerekli.
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TURKISH SUMMARY

GIRIS

Calisan uzmanh@ ve gelisiminin, Orgiitin verimliligindeki ve
degisen diinyaya ayak uydurmasindaki katkisi, orgiitler tarafindan gittikge
daha iyi anlasilmaktadir ( Holton & Collins, 2004 ). Calisanlarin bilgi ve
becerisinin, uzmanliginin geligiminde ise hizmeti¢i egitim en sik kullanilan
araclardan biridir. Hizmeti¢i egitim, calisanin bilgi ve beceri gelisiminin
yanisira motivasyon ve benlik gelisimi tlizerinde de olumlu etkilere sahiptir
( Wexley & Latham, 2002 ). Orgiit, bilgi agirlikli bir yapiya gereksinim
duyduk¢a hizmeti¢i egitimin rolii de artmaktadir ( Marchington &
Wilkinson, 2002 ).

Tiirkiye’deki calisanlarin uzmanliginin  gelisimi konusunda da
onemli bir egitim ihtiyaci s6z konusudur; bu dogrultuda hem orgiitler hem
de ulusal diizeyde calismalar yapilmaktadir ( ETF, 2006 ). Tirkiye’deki
insan kaynagmin gelisimine yonelik bazi politikalar ve programlar
gelistirilmektedir. Ulkenin ¢ok gen¢ niifusa sahip olmasi ve calisma
yasindaki kisi sayismin gittikge artmasi insan kaynaginimnn gelisimi
konusunda yapilmasi gerekenlerin 6nemini daha da artirmaktadir. Ancak,
ozellikle Avrupa iilkeleriyle karsilastirildiginda temel egitime sahip niifus
oraninin oldukg¢a diisiik oldugu gorilmektedir. Temel egitime katilim
oraninin diisiik olmasinin yanisira verien egitimlerde kisilere is giicii
piyasast icin gerekli ve degisen kosullara uygun bilgi ve beceriler
kazandirilmamasi da 6nemli bir sorundur. Sekizinci ve Dokuzuncu Bes
Yillik Kalkinma Planlarinda insan kaynaginin gelisimi ve degisen kosullara
uyum saglayacak nitelik kazandirilmasi tizerinde durulmus ve temel

hedefler arasinda yer almigtir.

Is giicii piyasasina uygun nitelikte eleman yetistirilebilmesi igin

mesleki egitim kuruluslarinin yanisira rgiitler kendi egitim merkezlerinde
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calisanlarina gerekli bilgi ve becerileri kazandirmak amaciyla egitim
programlart diizenlemektedirler. Calisanlar, bu egitim programlarinda
gerekli bilgi ve becerileri kazanmakta ve kendi verimliliklerinin artmasiyla
calistiklar1 Orgiitlin  verimliliginin artmasina katkida bulunmaktadirlar.
Ancak, hem ¢alisan hem de 6rgiit gelisimi i¢in dneme sahip hizmeti¢i egitim
programlari, bilgi ve beceri gelisimini sagladigi ve edinilen bu bilgi ve
becerilerin ise transferi gerceklestigi zaman hizmeti¢i egitimin etkililiginden
bahsedilebilmektedir ( Goldstein & Ford, 2002 ). Hizmeti¢i egitimin
etkililiginin gostergesi olan 6grenme, tutundurma ve edinilen bilgi ve
becerilerin ise transferini etkileyen bazi unsurlar bulunmaktadir. Bunlar
sirastyla egitim programinin tasarimi, egitime katilanlarin ozellikleri ve is
ortaminin Ozellikleri olarak gruplanmaktadir ( Baldwin & Ford, 1988 ).
Bunlar arasindan egitim programi tasarimi, egiticilerin digerlerine kiyasla
daha fazla kontrol edebildikleri unsurdur. Ozellikle katilimeilarin
yetkinliginin gelistirilmesinde uygun egitim yontemlerinin kullanilmasi

egiticiler i¢in biiylik 6nem tagimaktadir.

Hizmetigi egitim i¢in uygun 6gretim yontemlerinin belirlenmesinde
temel kuramlar ve modeller, egiticiler i¢in yol gdsterici olmaktadir. Temel
o0grenme kuramlarinin yanisira yetigkin egitimi ilkelerinin de yetiskin
egitimi programlarinin tasarimi ve uygulanmasinda dikkate alinmasi, egitim
etkililiginin artmasma katkida bulunmaktadir ( Knowles, Holotn, &
Swanson, 1998 ). Galbraith ( 1990 ) yetiskin egiticisinin bazi sorumluluklari
oldugunu belirtmistir. Bu sorumluluklar, program gelistirme ve hedef
belirleme asamalarinda, 6grenenlerin slirece dahil edilmesi ve goriislerinin
dikkate alinmasi, 6grenenlerin kendi gelisim ihtiyaglarini belirlemelerine
yardimct olunmasi, 6grenmeyi kolaylastirict bir iklimin olusturulmasi ve
egitim sonuglarin1 degerlendirme siirecine katilimlarinin saglanmasi olarak

belirtilmektedir.
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Ogrenme kuram ve modelleri ile yetiskin egitimi ilkelerinin program
tasarim1 sirasinda uygulamaya aktarilmasinda daha oOnce yapilmisg
arastirmalarin sonuglar1 egiticilerin karar vermesini kolaylagtirmaktadir.
Ancak, ozellikle Tiirkiye’de yetiskinler {izerinde yapilan deneysel arastirma
sayisinin ¢ok az olmasi ( Yildiz, 2004 ), egiticilerin uygun oOgretim
yontemini belirleme siirecini zorlastirmaktadir. Bu ylizden, orgiitlerde insan
kaynaginin gelismesi ve degisen kosullara uyum saglamasinda etkili bir arag
olarak kullanilan hizmeti¢i egitimin etkiliginin saglanabilmesi i¢in etkili
ogretim yoOntemleriyle ilgili deneysel arastirmalara ihtiya¢ duyulmaktadir.
Hizmetigi egitim ve yetigskin egitimi alanlarinda &gretim ydntemleri
aragtirilmakta, grup olarak 6grenmenin etkililigi bu arastirma konulari

arasinda yerini almaktadir ( Gilliam, 2002 ).

Bu caligmanin amaci, isbirligine dayali 6grenme ve bireysel
O0grenme yoOntemlerinin hizmeti¢i egitim programina katilan yetigkinlerin
O0grenme TUriinleri ve egitime iliskin tepkileri tizerindeki etkilerini
karsilastirmaktir. Yetiskin egitimi alaninda 6n plana ¢ikarilan demokrasi,
etkilesimli 6grenme ve Ogrenen merkezli egitim kavramlari, isbirligine
dayali 6grenme yaklasiminin da temelinde yer alan temel unsurlardir.
Isbirligine dayali 5grenme daha ¢ok ilk ve orta 6grenim diizeyini iceren okul
ortamlarinda yaygin olarak arastirilmasi ve kullanilmasina ragmen yetiskin
egitimiyle benzer felsefi temelleri paylagsmasi nedeniyle yetigkin egitimi ve

hizmetici egitim alanlarina kolayca uyarlanabilmesini saglamaktadir.
Hizmetici Egitimin Etkililigi ve Degerlendirilmesi
Orgiitler, hizmetici egitim icin belli bir kaynak ayirmakta, ayrilan bu
kaynaktan daha fazlasinin da geri donmesini beklemektedir. Bu geri doniis,
verimlilik olabilecegi gibi ¢alisanlarin is yasami kalitesinin artmasi da orgiit
igcin bir geri doniis olarak degerlendirilmektedir. Hizmeti¢i egitimin
etkililiginin degerlendirilmesinde en Onemli asama ise kullanilacak

Ol¢iitlerin belirlenmesidir. Hizmetgi egitimin degerlendirilmesi, hedeflenen
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sonuclarin ulasgilma durumunun belirlenmesidir ( Kraiger, Ford, & Salas,
1993 ). Egitimle hedeflenen ogrenme davraniglarina ulagilma ve
Ogrenilenlerin ise transfer durumu degerlendirilmektedir. Hizmeti¢i egitimin
degerlendirilmesinde farkli yaklasim ve modeller bulunmasina ragmen hem
aragtirmacilar hem de alandaki uygulamacilar arasinda en yaygin kabul
goren model Kirkpatrick tarafindan gelistirilen dort asama modelidir. Bu
model, her ne kadar “dort asama” olarak adlandirilsa da birbirini takip
etmeyen, birbirinden bagimsiz ve biri digerinden daha az ya da daha ¢ok
bilgi icermeyen dort farkli alandan olusur ( Alliger & Janak, 1989 ). Bu dort
alan, degerlendirme sirasina gore tepki, 6grenme, davranis ( ise transfer ) ve
orgiitsel sonuglar1 igermektedir ( Kirkpatrick, 1994 ). Bu arastirmada sadece
tepki ve O6grenme alanlariyla ilgili degerlendirmeler yapildigindan asagida

bu alanlarla ilgili arastirma bulgularia yer verilmistir.

Hizmetigi egitime iliskin tepkiler, genellikle egitim programinin
hemen sonunda dagitilan degerlendirme fromlar1 ile Olgiilmekte ve
katilimcilarin, egitim programina ve organizasyona iliskin begeni diizeyleri
ile egitimde edindikleri bilgi ve becerilerin kullanilabilme durumuna iliskin
algilarin belirlenmesi amaglanmaktadir ( Kirkpatrick, 1987 ). Ogrenme
alanindaki degerlendirmeler ise, egitime katilanlarin bilgi, beceri ve tutum

diizeylerindeki degisimlerin belirlenmesine yoneliktir.

Egitime iligkin tepkiler, ¢ok sik kullanilmasina ragmen tek bagsina
egitim etkililiginin belirlenmesi i¢in yeterli degildir. Egitime iliskin
tepkilerin, 6grenme ve ise transfer ilizerinde dolayli bir etkisinin oldugu
belirlenmistir ( Mathieu, Tannenbaum, & Salas, 1992 ). Uygunabilirlik ve
yararlanmaya iliskin sorulan sorularin begeni diizeyini belirlemeye yonelik
sorulan sorulardan daha fazla 6grenme ve ige tranfer diizeyini tahmin ettigi

belirtilmektedir ( Tannenbaum, & Yukl, 1992 ).

Egitime iligskin tepkiler ve Ogrenme arasinda yiiksek bir iliski

olmamasima ragmen, ii¢lincii asamadaki ise transferin olusabilmesi i¢in
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O6grenmenin gerceklesmesi gerekmektedir ( Kraiger, Ford, & Salas, 1993 ).
Ogrenme iiriinleri ise ii¢ temel alanda tanimlanmaktadir: bilissel, beceri ve
duyussal. Biligsel 6grenme triinleri sozel bilgi, bilginin organizasyonu ve

biligsel stratejileri igermektedir.
Isbirligine Dayali Ogrenme

Isbirligi en genel tamimu ile ortak hedeflere ulasmak igin birlikte
calismak anlamina gelmektedir. Bu ¢alisma bigiminde bireyler, hem
kendileri hem de tiim grup iiyeleri icin yararli sonuglara ulagmak isterler.
Isbirligine dayali 6grenme ise, iki - dort kisiden olusan gruplarin birlikte
kazandigi ya da Dbirlikte kaybettigi, ortak amagclar c¢ercevesinde
yardimlasarak Ogrendikleri 6gretim yontemini ifade etmektedir ( Johnson,
Johnson, & Holubec, 1993 ). Isbirligine dayali 6grenme, verimliligi
artirdig1 icin kiiciik gruplarda etkili olmaktadir. Isbirligine dayali 6grenme,
egitimin kuram, arastirma ve uygulama alanlarinda en yogun calisilan
konularindan biridir. Rekabet¢i ya da bireysel O6grenme yoOntemlerininin
sinirliliklari tasimamakta ve her duruma uyarlanabilimektedir. Simdiye
kadar yapilan 550°den fazla arastirmanin sonucu, igbirligine dayali
O0grenmenin,  rekabet¢i  ve  bireysel = Ogrenme  yoOntemleriyle
karsilastirildiginda pek c¢ok alanda daha {istiin oldugunu gdostermistir
(Johnson, Johnson, & Stanne, 2000; Johnson, & Johnson, 1989). Isbirligine
dayali 6grenmeyle ilgili yapilan arastirmalarin sonuglarmin gruplandig: ti¢
temel alan sunladir: ( a ) basar1 ve verimlilik, ( b ) sosyal iliskiler, ve
( ¢ ) psikolojik saglik. Isbirligine dayali 6grenme ydnteminde basari igin
daha ¢ok caba sarf edilmekte, motivasyon daha yogun yasanmaktadir. Bu da
her diizeydeki ve yastaki 6grenenin verimini artirmakta, basartya ulasmasini
saglamaktadir. ikinci olarak, dgrenenler arasinda daha olumlu iliskilerin
gelismesine katkida bulunmakta; 6grenenlerin grup arkadaslarindan hem
akademik hem de sosyal destek almasini kolaylastirmaktadir. Diger bir alan

ise, 0grenenlerin psikolojik sagligma olumlu etkileri olarak belirlenmistir.
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Isbirligine dayali &grenme ydntemiyle &grenenlere, psikolojik etkenler
acisindan daha iyi bir 6grenme ortami sunulmaktadir. Benlik kabiilii, sosyal
gelisim, kendine giiven ve zorluklarla basedebilme konularinda kisi

giiclenmektedir.

Isbirligine dayal: 6grenmenin etkililiginin yiiksek olmasinda kurama
dayali olmasi, aragtirmalarla etkililiginin kanitlanmasi1 ve uygulama
siireclerinin operasyonel olarak tanimlanmasi biitiik rol oynamaktadir
( Johnson, Johnson, & Stanne, 2000 ). Isbirligine dayali 6grenmenin en
temelinde yatan kuram Koffka, Lewin ve Deutsch’un ¢aligmalarina dayanan
“sosyal baglilik” kuramidir ( Johnson, Johnson, & Smith, 1998 ). Sosyal
baglhlik kuramina goére, grup iiyelerinin hedeflerinin yapilandirilma bigimi
tiyelerin birbirleriyle iletisimini, iletisim Oriintiileri ise grubun elde edecegi
sonuglar1 belirlemektedir ( Johnson & Johnson, 2003 ). Sosyal baglilik
kurami, sosyal bilimlerde az rastlanan bir gegerlige ve genellemeye sahiptir.
Sosyal bagliligin iki tiirii olan olumlu ve olumsuz sosyal bagliligin olmadigi
0grenme  durumlart  ise  bireysel Ogrenme  durumlar1  olarak

adlandirilmaktadir.

Isbirligine dayali &grenmenin agiklanmasinda kullanilan ikinci
kuram ise i¢sel motivasyonun 6nemini 6n plana ¢ikaran ve bilginin 6Zrenen
tarafindan yapilandirildigini 6ne siliren bilissel Ogrenme kuramidir;
isbirligine dayali 06grenme smiflarinda Ogrenenler bilgiyi birlikte
yapilandirirlar. Ugiincii kuram ise, davramiser dgrenme kuramudir. Grup
calismasmmin o6diil ve gorev odakli olarak yapilandirilmasinda 6neme

sahiptir; 6grenme i¢in digsal motivasyonu olusturur ( Johnson & Johnson,

2003).

Isbirligine dayali 6grenme, 6grenenlerin fiziksel olarak yakin olma,
materyalleri paylagsma, yardim etme ya da grup olarak tartismadan 6te anlam
tasimaktadir (Johnson, Johnson, & Holubec, 1993 ). Isbirligine dayali

O0grenmenin basarili olabilmesi i¢in operasyonel olarak tanimlanan bes
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temel Ogenin uygulamaya aktarilmasi1 gerekmektedir. Bu temel Ogeler,
olumlu baglilik, bireysel sorumluluk, yiizyiize etkilesim, sosyal beceri ve

degerlendirme olarak adlandirilmistir.

Olumlu baghlik: “Olumlu” baghlik kavrami, dayanigmanin bireysel
cikarlar i¢in degil, sadece ve sadece gruptaki her iiyenin en iyi sekilde grup
calismasindan yararlanmasi sorumlulugunun herkes tarafindan tasinmasini
ifade etmektedir. Her grup tliyesi kendi basarisinin grubun diger {iyelerinin
basarisina bagl oldugunun farkindadir; grup tyeleri, gruptaki digerlerinin

de 6grenmesinden sorumlu olduklarinin bilincinden hareketle ¢alisirlar.

Bireysel sorumluluk: Grup amaglarinin gergeklesebilmesi igin, her
bir grup iiyesinin kendine diisen goérevi en iyi sekilde yerine getirmesi ve
grup amagclarin1 gerceklestirmek i¢in katkida bulunmasi gerekmektedir.
Bireysel sorumluluk 6gesi, grup basarist kadar, bireylerin sorumluluklarinin
Oonemine isaret ederek egiticinin grup bireylerini ayr1 ayr1 degerlendirmesi

gerektigini vurgulamaktadir.

Yiizyiize etkilesim: Bu 6ge, 6grenmenin etkili olabilmesi i¢in grup
tiyelerinin birbirini cesaretlendirmesi, desteklemesi ve yardim etmesini ifade
etmektedir. Grup iyeleri karsilastiklari sorunlart nasil ¢dzdiiklerini
birbirlerine agiklamali, edindikleri fikirleri grup arkadaslariyla tartismali ve
bunun icin birbirlerini cesaretlendirmeli, desteklemeli ve yardim

etmelidirler.

Sosyal beceri: Isbirligine dayali 6grenme ¢abalarinin etkili
olabilmesi i¢in grup iiyelerinin sosyal becerilerinin de gelismis olmasi ve bu
becerilerin grup olarak 6grenme asamalarinda kullanilmasi gerekmektedir.
Grup iiyelerinin birbirlerini tanimasi, giivenmesi, etkin iletisim kurabilmesi
birlikte O6grenmelerini olumlu etkileyeceginden, isbirligine dayali
0grenmenin bu 6gesi de biiylik 6enm tagimaktadir. Gruplar arasi1 ve grup i¢i

etkili iletisim egitici tarafindan desteklenmeli ve 6zendirilmelidir.
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Degerlendirme:  Grup iyelerinin  birlikte  gerceklestirdikleri
etkinlikleri degerlendirmesi, olumlu ve olumsuz yanlari paylasmasi ve
verimliligi  artirma  yOniinde yapilacak degisiklikleri  belirlemesi
gerekmektedir. Bu 6ge, grup bilinci ve grup calismasinin daha etkili olmasi

icin vurgulanmaktadir.
Bireysel Ogrenme

Bireysel 0grenme, diger 6grenenlerin ¢abalarindan bagimsiz bir
sekilde kisinin daha 6nceden belirlenmis hedefler ve 6l¢iitler dogrultusunda
tek bagina calisarak 6grenmesidir (Johnson & Johnson, 1999). Her bir kisi
kendi 6grenme materyallerine sahiptir, verilen siire igerisinde kendi hizinda
Ogrenir ve yardima ihtiyact oldugunda smiftaki arkadaglarindan degil,
egiticiden yardim talep eder. Ogrenenler, kendi hedeflerine odaklanmustir,
basarilarinin sadece kendi yeteneklerine bagli oldugunu disiiniirler,
basarilarini tek baslarina kutlarlar ve digerlerin ne basarisi ne de basarisizigi
onlar1 ilgilendirir. Meta-analiz sonuglari, isbirligine dayali Ogrenme
yontemiyle Ogrenenlerle karsilastirildiginda bireysel 6grenme yontemiyle
Ogrenenlerin 0grenme basarlariin daha diisiik oldugunu gostermektedir
(Johnson, Johnson, & Stanne, 2000). Bireysel 6grenme, bireysellestirilmis
ogretim yontemlerinden farklidir. Bireysellestirilmis 6gretim yontemleri,
her bir bireyin ihtiyaglarinin, 6zelliklerinin ve hazir olusluk durumunun
belirlendigi, bireye 6zel ders planlarinin hazirlandigi, 6grenmeye yardimect
ve bireyden bireye farklilik gosterebilen Ogrenme materyallerinin
hazirlandigi, bireylerin gelisim diizeylerinin diizenli araliklarla dl¢tildiigii ve
verilen etkinliklerde, ddevlerde ve siirede esnekligin esas alindig1 6gretim

yontemleridir (Bolvin, 1991).
YONTEM

Bu calisma kapsaminda isbirligine dayali 6grenme ve bireysel

O0grenme yoOntemlerinin egitime iliskin tepkiler ve Ogrenme {riinleri
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tizerindeki etkilerini karsilastirilabilmesi amaciyla deneysel aragtirma deseni
kullanilmistir. Tesadiifi yoOntemle gruplara atanan deneklere son test
uygulanmistir ( Fraenkel & Wallen, 2000 ). Egitim siiresinin kisa olmasi
(bes yarim giin ) nedeniyle 6n test uygulanmamistir. Hazir olusluk
durumlarindaki olas1 farkliliklarin etkisinin, deneklerin gruplara tesadiifi
yontemle atanmasiyla ortadan kaldirilmasi amaglanmigtir. Deney
grubundaki denekler, isbirligine dayali 6grenme yontemiyle, karsilagtirma
grubundaki denekler ise bireysel Ogrenme yontemiyle konulari

Ogrenmislerdir.

Arastirmadaki bagimli degiskenler Ogrenme Uriinleri Testi ve
Egitime Iliskin Tepkiler Olcegidir. Arastirmanin bagimsiz degiskeni ise
isbirligine dayali 6grenme ve bireysel Ogrenmeden olusan &gretim
yontemidir. Yas, hizmet siiresi ve egitim diizeyi de diger degiskenleri
olusturmaktadir. Ancak, lise mezunlarimin sayisinin = diger egitim
diizeylerindeki kisi sayisina gore daha fazla olmasi nedeniyle, egitim
diizeyine gore gruplar arasindaki fakliliklarin test edilmesi analizlere dahil
edilmemistir. Bunun yanisira, hizmet siiresi ile yas degiskenleri arasindaki
iliskinin yiiksek olmasi nedeniyle sadece yas degiskeni analizlere dahil

edilmistir.

Bir kamu bankasinda gorevli inceleme ve sayim memurlariyla
yiriitiilen aragtirma, pilot calisma ve esas calisma olarak iki boliimden
olugmustur. Pilot uygulamaya 42, esas uyglamaya ise 92 kisi katilmistir.
Inceleme ve sayim memuru olarak c¢alisanlarin tamami bayanlardan
olusmakta ve toplam 148 kisi bu gorevi yiiriitmektedir. Denekler, iki pilot
uygulama ile dort esas uygulama gruplarina kurum sicil numaralarmin son
rakamina gore tesadiifi yontemle atanmiglardir. Fakat, denek grubundaki 14
kisi, rahatsizlik, is yogunlugu ya da 6zel nedenlerle egitime katilamamustir.
Bu yiizden, arastirmaya (pilot ve esas uygulama) katilanlarin sayis1 134

olarak gerceklesmistir.
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Isbirligine dayali 6grenme ve bireysel Ogrenme yodntemlerinin
karsilastirilabilmesi icin “Yapilandirilmis Is Basinda Egitim” programi adi
altinda bir egitim programi gelistirilmistir. Yapilandirilmis is basinda
egitim, i ortaminda ya da is ortamina c¢ok benzer ortamlarda, bu isle
gorevlendirilen deneyimli bir ¢alisanin, ayni zamanda egiticinin, bazi
kurallar1 izleyerek ve Olgiilebilir - gozlenebilir performans hedefleri
saptayarak planli ve sistemli bir sekilde bire bir verdigi egitim olarak
tanimlanmaktadir. Bu arastirma kapsaminda gerceklestirilen egitim
programinin amaci ise, goreve yeni baslayan personele isi O0gretmekle
gorevlendirilmis personelin, yapilandirilmig is basinda egitim plani
hazirlama, uygulama ve performansi izleyip geri bildirim verme konularinda
bilgi ve becerilerini gelistirmek olarak belirlenmistir. Ucer saatten bes yarim
giin olmak tizere toplam 15 saatlik egitim programi i¢in igerigin, hedeflerin
ve okuma materyallerinin ayni, dgretim yonteminin farkli oldugu iki ayri

ders plani olusturulmustur.

Ders planlari, materyaller, derslerde kullanilan etkinlikler, 6lgme
araclar1 ve Ogrenme Uriinleri Testi belirtke tablosu, kurumda calismakta
olan bir diger egitim uzmani tarafindan incelenmis, onerileri dogrultusunda
degisiklikler yapilmustir. Isbirligine dayali grenme ve bireysel 6grenme
ders planlarinin uygulanabilirligini degerlendirebilmek ve 6lgme araglarinin
psikometrik 0Ozelliklerini belirleyebilmek amaciyla bir pilot uygulama
yapilmistir. Pilot uygulamanin igbirligine dayali 6grenme grubunda 18 kisi,
bireysel 6grenme grubunda ise 24 kisi egitim almistir. Pilot uygulama
sonucunda, bazi derslerin siirelerinde degisiklikler yapilmistir. Olgme

araclarinin degerlendirilmesi sonucunda ise bazi maddeler ¢ikarilmistir.

Esas uygulamaya katilan 92 kisiden 45’1 isbirligine dayali 6grenme
yontemiyle, 47°s1 ise bireysel 6grenme yontemiyle konular1 6grenmislerdir.
Iki isbirligine dayali &grenme grubu, iki bireysel ogrenme grubu

olusturulmustur. Gruplardaki kisi sayilar1 22 ile 24 arasinda degigsmektedir.
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[k hafta sabahlari isbirligine dayali 5grenme birinci grubu egitime katilmus,
Ogleden sonra ise bireysel 6grenme birinci grubu egitime katilmistir. Daha
sonraki hafta sabah-6gleden sonra etkisini ortadan kaldirabilmek amaciyla
sabahlar1 bireysel 6grenme ikinci grubu, 6gleden sonra ise isbirligine dayali

Ogrenme ikinci grubu egitime katilmistir.

Esas uygulamadaki 92 denegin yaslart 21 ile 54 arasinda
degismektedir. Deneklerin yas ortalamast 29.15 ve standart sapmasi
9.08’dir. Deneklerin kurumdaki hizmet yil1 3 ile 31 arasinda degismektedir.
Hizmet yil1 ortalamast 8.77 ve standart sapmas1 8.62’dir. 75’1 lise mezunu

olan deneklerden, 16’s1 On lisans mezunu, bir kisi ise liniversite mezunudur.

Yapilandirilmis Is Basinda Egitim Programlari, daha o6nce de
bahsedildigi gibi 15 saatlik bir siirede, kurumda egitim uzmani olarak gorev
yapmakta olan arastirmaci tarafindan yiiriitiilmiistiir. Isbirligine dayali
o0grenme gruplarinin etkili bir sekilde birlikte ¢alisarak 6grenebilmeleri igin
bes temel 6geden biri olan sosyal becerilerinin gelismis olmas1 ya da
egitimler sirasinda gelistirilmesi gerekmektedir. Bu yiizden, egitim
programmin ilk gilinlinde grupla calisma becerisini gelistirmeye yonelik
dersler yer almistir. Bu derslerde, fikirleri ve goriisleri paylasma, agiklama
isteme, grup calismalarin1 yonlendirme, digerlerinin katilimini saglama,
digerlerinin sdylediklerini kendi climleleriyle tekrarlama ve grubu ¢alismaya
tesvik etme becerilerini gelistirmeye yonelik etkinlikler yapilmistir. Deney
grubu (isbirligine dayali 6grenme grubu) ve karsilagirma grubu (bireysel
O0grenme) egitimlerinin siirelerinin esit olabilmesi i¢in, bireysel 6grenme
grubuna da ilk giin aynm dersler uygulanmis, daha sonraki dersleri ise

tamamen bireysel 6grenmeye yonelik etkinlikleri igermistir.

Isbirligine dayali dgrenme grubunun dersleri, isbirligine dayali
o0grenmenin bes temel Ogesine gore yapilandirilmistir. Biitiin etkinliler
dakika bazinda planlanmis, en az iki en fazla dort kisiden olusan gruplar

olusturulmugstur. Grup iiyelerinin birbirine yakin ancak diger gruplardan
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uzak oturmasi saglanmis, olumlu baghlik 6gesi her etkinlikte 6zellikle
vurgulanmustir. Birbirlerinin 6grenmesinden sorumlu olduklari, egitici, grup
iiyelerinden birine birlikte 6grendikleri konuyla ilgili soru sordugunda bu
grup iiyesinin sorular1 cevaplayabilme ya da cevaplayamama durumunun
diger grup lyelerinin sorumlulugu oldugu belirtilmistir. Olumlu bagliligin
gelistirilebilmesi i¢in rol, gérev ve materyal bagliligi yontemleri siklikla
kullanilmistir. Grup calismalarinin sonunda grup olarak iyi yaptilar1 ve
gelistirilmesi gereken ydnleri iizerinde grup olarak tartigmalar ve bir sonuca
vararak egitici ve sinifla paylagmalar1 istenmistir. Grup ¢aligmalar1 sirasinda
birbirlerinin 6grenmesine yaptiklar1 katkilarla ilgili geri bildirim vermeleri
saglanmig, etkinliklerin sonunda birlikte 6grenme basarilarin1 kutlamalari

istenmistir.

Bireysel 6grenme yoOnteminde ise dersler yine dakika bazinda
planlanmis ve ayni okuma materyali kullanilmistir. Egiticinin verdigi
yonergeler ve etkinlikler dogrultusunda katilimcilar tek baglarina c¢alisarak
konular1 6grenmisler, soru sormak istediklerinde sorular1 egiticiye
yoneltmisler, ayni sekilde, tartigmalari sadece egiticiyle yliriitmiislerdir.
Katilimcilar arasinda dersler sirasindaki yardimlagma, bilgi ve goriis alis
verigi egiticinin araya girmesi ya da siireyi kisa tutmasi gibi yontemler
kullanilarak engellenmis, dersler sirasinda sadece egiticiyle iletisim
kurmalar1 saglanmaya c¢alisilmistir. Verilen siire sonunda katilimcilar
arasindan segilerek etkinlik sonucu alinmig ve Ogrenme diizeylerini

belirlemeye yonelik sorular sorulmustur.

Aragtirmada, katilimcilarin egitime iliskin tepkilerini belirlemeye
yonelik olarak Egitime Iliskin Tepkiler Olgegi, 6grenme iiriinlerini
belirlemeye yonelik olarak da Ogrenme Uriinleri Testi kullanilmistir.

Egitime iliskin Tepkiler Olgeginde 24 madde yer almistir. Pilot
uygulamaya katilan katilimcilar, besli Likert tipi 6lgekte verilen ifadelere

iliskin tepkilerini 1 puandan “Hi¢ katilmiyorum” 5 puana “Tamamen
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Katiliyorum” arasinda belirtmeleri istenmistir. Olgegin sonunda egitim
programinin en begenilen ve gelistirilmesi gereken yonlerinin soruldugu iki

soru yer almistir.

Egitime Iliskin Tepkiler Olgegindeki maddelerin madde - toplam
puan korelasyonlar1 ve dl¢egin i¢ tutarlilik endeksleri hesaplanmigtir. Madde
toplam puan korelasyonlari 0.20 ve altinda olan dort madde olgekten
cikarilmistir. Olgege uygulanan faktdr analizi sonucunda dlgegin bes
faktorden olustugu belirlenmistir. Bunlar egitici, egitim programi,
organizasyon, materyaller ve egitim ortami olarak adlandirilmiglardir. Her
bir faktoriin i¢ tutarlilik endeksi hesaplanmis ve egitici alt 6lgegi i¢in 0.92,
egitim programi alt 6lgegi icin 0.86, egitim materyalleri alt 6l¢egi icin 0.77,
organizasyon alt 6¢cegi icin 0.75 ve egitim ortamu alt 6l¢egi i¢in 0.64 olarak
bulunmustur. Olgegin tamami icin i¢ tutarlilik katsayisi ise 0.89 olarak

hesaplanmistir.

Ogrenme f{iriinlerini belirlemeye yonelik hazirlanan Ogrenme
Uriinleri Testinde 90 soru yer almustir. Ogrenme Uriinleri Testi her bir {inite
icin ayr1 hazirlanmig, iinite bitiminde yani gilinlin sonunda katilimcilara
uygulanmistir. Sozel bilginin hatirlanmasina yonelik sorularin soruldugu
Ogrenme Uriinleri Testinde sorular degisik tiplerde hazirlanmistir. Testte,
coktan se¢meli, dogru-yanlis, eslestirme, bosluk doldurma ve tek sozciiklii
cevaplar igeren soru tiplerinden olugmustur. Her bir dogru cevap 1 puanla
degerlendirilmis, yanlis cevaplara ise puan verilmemistir. Belirtke
tablosunda kavrama diizeyine iliskin sorular yer almis, kapsam gegerligini
belirlemek iizere ii¢ yargici tarafindan sorularin belirtke tablosundaki
uygunluklart ve igerigi temsil etme durumlar1 degerlendirilmistir. Bu
degerlendirmelerin yanisira ifadelerin agiklik, anlasilirlik, yazim sekli gibi
konulardaki degerlendirmeleri de alinmistir. Onerileri dogrultusunda gerekli

degisiklikler yaplmistir.
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Ogrenme Uriinleri Testindeki maddelerin madde - toplam puan
korelasyonlar1 ve olg¢egin i¢ tutarlilik endeksleri hesaplanmigtir. Madde
toplam puan korelasyonlar1 0.20 ve altinda olan on dort madde Slgekten
cikarilmistir. Bu maddeler c¢ikarildiktan sonra geriye kalan maddelerin
egitim icerigini temsil etme durumu yargicilar tarafindan tekrar
degerlendirilmistir. Ogrenme Uriinleri Testi igin hesaplanan i¢ tutarlilik
endeksi 0.93 olarak bulunmustur. Ayrica her bir maddenin ayiricilik ve
zorluk  endeksleri  hesaplanmistir.  Testteki maddelerin  ayiricilik
endekslerinin ortalamasi1 r=0.46 , zorluk derecelerinin ortalamasi ise r=0.65

olarak hesaplanmstir.

SONUCLAR

Calismanin amaci isbirligine dayali 6grenme yontemi ile bireysel
O6grenme yonteminin 6grenme lirlinleri ve egitime iliskin tepkiler tizerindeki
etkilerini karsilagtirmaktir. Bu amag¢ icin belirlenen 4 gruptan ikisi
isbirligine dayali 6grenme yotemi diger ikisi ise bireysel 6grenme yontemi
ile yapilandirilmis is basinda egitim konusunu iceren bir egitim almstir.
Calismada kullanilan bagimli degiskenler 6grenme {iriinleri ile egitime
iliskin katilmcer tepkileridir. Bagimsiz degisken ise olusan Ogretim
yontemidir (bireysel ve igbirligine dayali 6grenme yontemi olarak iki
diizey). Sonuglarda etkili olabilecegi diisiiniilen yas degiskeni de esdegisken

olarak analizlere dahil edilmistir.

Caligmada oOncelikle bagimsiz degiskenler merkezi yonelim
(ortalama) ve degiskenlik (standart sapma) Olclimleri kullanilarak
incelenmistir. Popiilasyonun normal dagilim gosterdigi yokluk hipotezini
test etmek i¢in Kolmogorov-Smirnov istatistigi hesaplanmistir. Kullanilan
maddelerin ¢ogu bagimli degisken ve esdegisken agisindan olagan ranjda
standart ¢arpiklik ve basiklik 6l¢iimleri vermis ve boylece verinin normal

dagilim gosterdigi sonucuna ulasilmistir. Isbirligine dayali 6grenme ve
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bireysel dgrenme gruplari karsilastirildiginda Ogrenme Uriinleri Testinden
elde edilen puanlar agisindan isbirligine dayali 6grenme grubunun
ortalamasinin  (M=53.02, SD=11.26), bireysel 06grenme grubunun
ortalamasindan (M=46.66, SD= 14.57) daha yiiksek oldugu gézlenmistir.

Egitime iliskin Tepkilerin ortalamasi 25 puan iizerinden 20.85 olarak
belirlenmigstir. Alt 06l¢cek bazinda deneklerin puanlari incelendiginde
ortalamasi en yiiksek, standart sapmasi en diisiik (M=4.64, SD=0.48) alt
Olcegin “Egitici” alt 6lcegi oldugu gozlenmistir. En diisiik ortalama ve en
yiiksek standart sapma ise (M=3.48, SD= 1.23) “organizasyon” alt

Olceginden elde edilmistir.

Aragtirmadaki bagimli ve bagimsiz degiskenler arasindaki korelatif
iliskiler incelenmis ve varyans analizine hazirlik olusturmustur. Olgiimlerde
bagimsiz degisken disinda etkili olabilecegi diisiiniilen “Yas” ve “Hizmet
Siiresi” degiskenlerinin bagimli degiskenlerle (Ogrenme Uriinleri Testi ve
Egitime iliskin Tepkiler Olgegi) korelasyonlar1 incelenmistir. Bagimli ve
bagimsiz degiskenler arasinda .05 diizeyinde istatistiksel olarak anlamli
iligki bulunmustur. Yas ile hizmet yili arasinda .01 diizeyinde .98’lik
kolinear bir iligki gozlenmistir. Bu ylizden sadece yas degiskeni esas

aliarak analizler yapilmstir.
Ogrenme Uriinleri

Ogrenme iiriinleri agisindan isbirligine dayali 6grenme gruplariyla
bireysel Ogrenme gruplar1 arasindaki farki incelemek amaciyla yas
degiskeninin esdegisken olarak alindigi ANCOVA uygulanmistir. Ancak
oncelikle ANCOVA’nin kullanilabilmesi igin gerekli testler tek tek
yapilmistir (homoscedasticity, varyanslarin homojenligi vb.). Yapilan
testlerle ANCOVA’nin uygun bir test olarak kullanilabilecegi belirlenmis ve
analizlere devam edilmistir. Yapilan analizler sonucunda isbirligine dayali

ogrenme grubunun Ogrenme Uriinleri Testinden aldiklar1 puanlarin
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ortalamasinin bireysel 6grenme grubunun aldigi puanlarin ortalamasindan
anlamli diizeyde daha yiiksek oldugu belirlenmistir, F ( 1, 89 ) = 4.01,
p < .05. iki grup arasindaki etki biiyiikliigii ise 0.48 olarak hesaplanmustir.
Ogrenme fiiriinleri degiskeni {izerinde sabah - 6gleden sonra egitime
katilmanin etkili olup olmadigt ise 2 x 2 ANCOVA kullanilarak test
edilmistir. Yapilan analiz sonunda, sabah ve 6gleden sonra egitime katilan
gruplar arasinda anlamh diizeyde fark olmadig: belirlenmistir, F ( 1, 87 ) =

2.46,p > .05.

Bu sonuglar, 1924 ve 1997 yillar1 arasinda, 18 yas ve yukarisi
yetiskinlerle yiiriitiilen ve igbirligine dayali 6grenme, rekabetci 6grenme ve
bireysel O0grenme gruplarinin akademik basar1 — 6grenme diizeylerinin
karsilagtirildigt 168 arastirmanin bulgulariyla tutarlilik gdstermektedir
(Johnson, Johnson, & Smith, 2007). Bu arastirmada, isbirligine dayali
O0grenme yoOntemiyle Ogrenen gruplarin akademik basar1 diizeyinin
rekabet¢i 6grenme yontemiyle 6grenen gruplarin (etki biiyikliigi = 0.49)
ve bireysel 6grenme yontemiyle 6grenen gruplarin (etki biiytikligl = 0.53)
akademik basar1 diizeylerinden daha yiiksek oldugu bulunmustur. Bu
sonuclarin, her yas diizeyi, biitiin egitim icerikleri ve her g¢esit 0grenme
hedefi i¢i gecerli oldugu belirtilmektedir (Johnson, Johnson, & Holubec,
1993). Isbirligine dayali 6grenme yonteminin, diger dgrenme ydntemlerine
olan istiinliiglinlin arastirmalarla daha fazla desteklenmesi sosyal baglilik

kuraminin da giiclenmesine neden olmaktadir.

Baz1 arastirmacilar, isbirligine dayali 6grenmenin etkili olabilmesi
i¢cin en az dort hafta slirenin gegmesi gerektigini 6ne siirmektedirler (Slavin,
1990). Fakat, diger bazi arastirmacilar ise siirenin énemli olmadigini, daha
kisa siiren calismalarda da isbirligine dayali 6grenmenin etkili oldugunu
belirtmektedirler. Ornegin, Ellison ve Boykin (1994) tarafindan yapilan bir
arastirmada kontrollii laboratuvar ortaminda iiniversite Ogrencileriyle

gereklestirilen bir arastirmada Ogrenciler 30 dakikalik kelime testine tabi
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tutulmuglardir. Deney sonunda, isbirligine dayali 6grenme grubunun
bireysel Ogrenme grubundan daha yiiksek bir performans gosterdigi
bulunmustur. Bununla ilgili olarak yapilan yorumlarda, siireden ¢ok grup
tiyelerinin birlikte calisma ve birlikte 6grenme becerilerinin ne kadar
gelismis oldugunun 6nemli oldugu belirtilmektedir (Davidson & Versluys,
1999). Ciinkii, grup ¢aligmasi becerilerini igeren sosyal beceriler, grubun
olgunlugunun dolayisiyla da Ogrenmeye odaklanarak performansinin
artmasina neden olmaktadir. Pek ¢ok sosyal bilimcinin iizerinde anlastigi
gibi ancak ve ancak grup ¢aligma becerileri geligsmis gruplarin elde edecegi
basari, bireylerin tek bagslarina elde edebilecegi basaridan daha yiiksek
olacaktir (Johnson & Johnson, 2003). Bu baglamda, alanda yapilan diger
calismalara gore daha kisa siiren bu ¢alisma degerlendirildiginde igbirligine
dayali Ogrenmenin daha etkili olmasinda, katilimecilarin grup c¢aligma
becerilerine sahip olmalarinin ve birbirlerini tanimalarinin etkili oldugu
diisiiniilmektedir. Katilimcilar, egitime katildiklar1 kisilerle ayni boliimde
caligmakta, aymi isin boliimlerini gergeklestirmekte ve giin boyunca

etkilesimde bulunmaktadirlar.

Ogrenme fiiriinleri ve yas arasindaki iliski incelendiginde ise yasca
daha biiyiik katilimcilarin daha diisiik puan almasinin yas, bilissel siirecler
ve hafiza arasindaki iliskiyi inceleyen arastirma sonuglariyla tutarli bir
bulgu oldugu ortaya cikmaktadir. Yaslandikca hafiza gerektiren bazi
islemlerdeki performans diiserken bazilarinda daha duragan kalindig
bulunmustur (Chelminski, 1999). Bilgiyi islemleme siireglerinde de yas
ilerledik¢e siirenin uzadigi alanda yapilan arastirmalarin diger bulgular

arasindandir (Hess, 2005).

Yasla birlikte bilgiyi isleme siirecinde meydana gelen degisimlerin
yasamin diger alanlardaki degisimlerden de etkilenebildigini ©ne
sirmektedirler (Baltes, 1987). Deneyim, saglik, kisilik, is deneyimi,

motivasyon, deperesyona yatkinlik, genetik ve kiiltiir gibi degiskenlerin
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kisilerin  biligsel yetileri {izerinde etkileri oldugu belirtilmektedir
(Shinamura, Berry, Mangels, Rusting, & Jurica, 1995). Bu arastirmada yas
artttkca Ogrenme {iriinlerindeki distsiin, fizyolojik nedenlerden ¢ok
ozellikle is yasamlarindaki etkenlerden kaynaklanabilecegi
disiiniilmektedir. Emeklilik hakkin1i kazanmig katilimcilarin, emeklilik
planlar1 yaparken kariyer gelisimlerini daha ikinci planda tutabilmektedirler.
Nitekim bu durumu, s6zli ve degerlendirme formlarinin acik uglu
sorularinda yazili olarak verdikleri yanitlarda da belirtmislerdir. Kendileri
icin hizmeti¢i egitimin oldukca ge¢ oldugunu, 6zellikle bu tiir igerikteki bir
programin, kendilerinden daha gen¢ ve kurumda daha uzun yillar ¢aligmay1
hedefleyen personel i¢in daha yararli olacagini sdylemislerdir. Bu tiir bir
yaklagim, katilimcilarin, egitimden beklentilerini  dolayisiyla da
gosterdikleri ¢abay1 etkilemekte ve 6grenme performanslarinin diismesine,
daha az yararlanmalarina neden olmaktadir.

Egitime Iliskin Tepkiler

Egitime Iliskin Tepkiler agisindan isbirligine dayali 6grenme
gruplariyla bireysel 6grenme gruplart arasindaki farki incelemek amaciyla
yas degiskeninin esdegisken olarak alindigi ANCOVA uygulanmistir.
Ancak oncelikle ANCOVA’nin kullanilabilmesi i¢in gerekli testler tek tek
yapilmistir (homoscedasticity, varyanslarin homojenligi vb.). Yapilan
testlerle, ANCOVA’nin uygun bir test olarak kullanilabilecegi belirlenmis
ve analizlere devam edilmistir. Yapilan analizler sonucunda isbirligine
dayali 6grenme grubunun Egitime Iliskin Tepkiler Olceginden aldiklar
puanlarin ortalamasmin bireysel 6grenme grubunun aldigi puanlardan
anlamli diizeyde farkli olmadig1 belirlenmistir, F ( 1, 89 ) = .46, p > .05. iki

grup arasindaki etki biiyiikliigii ise 0.20 olarak hesaplanmuistir..

Egitime Iliskin Tepkiler Olceginin alt 6lgekleri acisindan gruplar
arasinda fark olup olmadigi ise MANCOVA analizi kullanilarak test
edilmisti. MANCOVA’nin uygunluk diizeyi test edilmis, uygunlugu
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belirlendikten sonra yapilan analizde alt 6lgekler acisindan igbirligine dayali
O0grenme grubu ile bireysel 6grenme grubu arasinda anlamli diizeyde fark

olmadig1 bulunmustur, F ( 5, 85)=.39, p > .05.

Egitime iligkin tepkilerle ilgili bu sonuglar, her ne kadar var olan
bulgularla ters diigsiiyor gibi gorlinse de, isbirligine dayali 6grenme
yonteminin bireysel O0grenme yoOntemiyle karsilastirildigi arastirmalarda
bireysel 6grenme yontemi geleneksel 6gretim yontemlerini icermekte, daha
cok ders anlatma yontemiyle egitimler siirdiirlilmektedir. Bu arastirmada
ise, geleneksel dgretim yontemi yerine 0grenen merkezli, egiticinin daha
cok kolaylastiric1 olarak gorev yaptigi, katilimcilarin egiticiyle tartisarak
ogrendigi, yetiskin O0grenmesi i¢in uygun bir ortamin yaratildigi ancak
tamamen bireysel hedeflere odaklandiklar1 bir Ogretim  ydntemi
uygulanmistir.  Yetigkin egitimine uygunlugu nedeniyle katilimcilarin
egitime iligkin tepkilerinin isbirligine dayali 6grenme yontemindeki kadar
olumlu oldugu varsayilmaktadir. Fiziksel ortam ve organizasyona iliskin
degerlendirmeler  disindaki  biitiin  alanlardaki  degerlendirmelerin
ortalamalarinin ¢ok yiiksek olmasi bu iki yOntem arasindaki farkin
azalmasina neden olmaktadir. Her iki grubun katilimcilari da acik uglu
sorulara verdikleri yanitlarda da egitim aldiklar1 yontemi begendiklerini

belirtmislerdir.

Soug¢ olarak, bu caligmayla isbirligine dayali 6grenmenin yetigkin
Ogrenenler igin etkili bir Ogretim yontemi olarak kullanilabilecegi
belirlenmistir. Isbirligine dayali 6grenme ydntemiyle 6grenen katilimeilarin,
bireysel 6grenme grubundakilere kiyasla 6grenme {iriinleri agisindan daha
basarili olduklar1 ve egitim programini bireysel 6grenme grubundakiler
kadar olumlu degerlendirdikleri bulunmustur. Arastirma sonuglari,
isbirligine dayali 6grenmenin bes dgesine gore katilimcilar arasinda sosyal
bagimhiligin yapilandirilmasinin yetiskin egitimi ve 6zellikle de hizmetici

egitimde etkili bir sekilde kullanilabilecegini gostermektedir. Ancak, bu
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calisma, tek bir kurumda, birbirine benzer Ozellikler tasiyan bayanlarla
yapilmis oldugu icin Ogretim yoOntemlerinin yetiskinlerin 6grenmesi
tizerindeki etkilerinin farkli gruplarla ve farkli ortamlarda tekrarlanmasi
faydali olacaktir. Bunun yanisira, isbirligine dayali 6grenme yodnteminin
hizmeti¢i egitimde ve yetiskin egitiminde en sik kullanilan geleneksel
Ogretim  yontemleriyle karsilagtirmalarini  amaglayan  arastirmalarin
yapilmas1 da &nerilmektedir. Isbirligine dayali Ogrenme ydntemi ve
geleneksel Ogretim yontemlerinin karsilastirilmast durumunda 6grenme
tiriinleri tlizerinde daha biiylik farklar olusacagindan isbirligine dayali
O0grenme yonteminin Ozellikle alandaki uygulayicilar tarafindan tercih

edilmesini kolaylastiracag diisiiniilmektedir.

Isbirligine dayali 6grenmenin 6grenme iiriinleri {izerindeki olumlu
etkisinin kaliciligmin incelenecegi arastirmalar da yararli olacaktir.
Hizmeti¢i egitimin etkililiginin 6l¢iildiigii bir diger alan olan ise transfer
asamas1 i¢in, edinilen bilgi ve becerilerin kalic1 olmasi gerekmektedir.
Yapilacak arastirmalarla edinilen bilgi ve becerilerin kaliciligini saglayan
uygun Ogretim yoOntemlerinin belirlenmesi hem arastirmacilar hem de

alandaki uygulayicilar i¢in yararli olacaktir.

Isbirligine dayali &grenme yonteminin etkililigini belirlemeye
yonelik deneysel arastirmalarda ve alandaki uygulamalarda unutulmamasi,
g6z ard1 edilmemesi gereken en 6dnemli husus, isbirligine dayali 6grenmenin
bes temel Ogesinin uygulanmasi zorunlulugudur. Bu bes temel Ogenin
olumlu baglilik, bireysel sorumluluk, yilizyiize etkilesim, sosyal beceri ve
degerlendirme, uyguanmasi grup olarak 6grenmenin basarili olabilmesi i¢in
bir sarttir. Bes temel 6geden birinin eksik kalmasi durumunda, birlikte
O0grenme i¢in gerekli sartlar ya da ortam olusmayacagindan, yontemin

etkililigi de tehlikeye diisecektir.
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