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Editorden

Degerli E-Uluslararast Egitim Arastumalart Dergisi (E-UEAD) okuyucular, E-UEAD Editér Kurulu,
hakemlerimiz ve yazarlarimuzin katkdarwyla hazirlamis oldugumuz yeni bir sayt ile sizlerle birlikte olmanin
mutlulugunu yasamaktayiz. Dergimizin bu sayisinda 13 arastirma makalesi yer almaktadir.

Bunlardan ilkinin yazarlart olan Giirbiiz ve Biber, “Universite Giris Sinavlarinda Sorulan Limit, Tiirev ve
Integral Sorularintn MATH Taksonomisine Gére Siniflandirdmast” adli calismalarinin sonucunda, MATH taksonomi
gruplarina gére limit sorularinin dengeli dagudigint tespit etmislerdir. Ozdemir ve Karaboga tarafindan
hazirlanan “Ortaokul Ogrencilerinin Dijital Oyun Bagumliliklart ve Sosyal Egilimleri” adlt ikinci ¢alismanin sonucu,
arastirmaya katilan ortaokul 6grencilerinin yarisindan fazlasinin dijital oyun bagimlilige risk grubunda yer aldigu
bicimindedir. Yeni saywun iictincii makalesi olan "Okullarda Dedikodu ve Séylentinin Nedenleri ve Etkilerine iliskin
Ogretmen Gériisleri” adlt calismalart ile Yiiksel ve Sartkaya, anne egitim programu taslagunin; annelerin
dgretmentle is birligi yapma, cocuk ve dgretmenle daha iyi iletisim kurma, ¢cocuguna evde ddev/tekrar yaptirma
konularinda olumlu katkilart oldugu sonucuna varmuslardir. Karduz ve Ozbey tarafindan hazirlanan “Odretmen
Adaylarinda Ahlaki Kimlik, Ozgecilik Ve Yasamin Anlami” adli dérdiincii ¢alismanin sonucunda, 6gretmen
adaylarinin ahlaki kimlik ve 6zgecilik diizeylerinin istatistiksel olarak anlamli bir sekilde hayatin anlamwnin
yordayicilart oldugu bulunmustur. Bu sayimizin besinci makalesinde, Yurtseven ve Hosgériir “Ogretmenlerin
Ozerklik Davranuslart ile Duygusal Emekleri Arasindaki lliski” adli makalelerinin sonucunda, ézerklik davranisinin
bazi boyutlart ile duygusal emegin bazi boyutlart arasinda farkl diizeylerde iliski oldugu bulmuslardir. Birgin ve
Oztiirk tarafindan hazirlanan “Tiirkiye'de Matematik Egitimi Alaninda Matematiksel Modelleme Calismalarina
iliskin Egilimler (2010-2020): Tematik icerik Analizi” adli altinct calismanin sonucunda; Tiirkiye'de matematiksel
modelleme calismalarinin 2016 yilindan itibaren artis gésterdigi, daha cok makale ve ytliksek lisans tez tiiriinden
calisma yapuldigt bulunmustur. Kocoglu, Aydin, Arslan, Cetinkaya, Kubat ve Karabulut tarafindan hazirlanan
“Ogretmenlerin Covid-19 Salginina iliskin Zihinsel Cagrisimlart: Bir Metafor Calismast Ornegi” adli yedinci
calismanin sonucunda; katiimcilar tarafindan en cok “korku” metaforu kullanildigt tespit edilmistir. Bu sayimizin
sekizinci makalesinde, Getin “FeTeMM uygulamalarunin Sinif Ogretmenligi Ogretmen Adaylarinin FeTeMM
Farkindaliklarina, Oz-Yeterliliklerine ve Sorgulama Becerilerine Etkisi” adli calismasinin sonucunda, FeTeMM
farkindaligt ve sorgulama becerilerinin alt boyutlarinda deney grubu lehine istatistiksel olarak anlamli bir fark
oldugunu bulmustur. Bu sayimizin dokuzuncu makalesinde, Yesilyurt, Okudan ve Kuzilaslan “Genel Ogretim
ilkelerini Kullanma Olcegi: Bir Olcek Gelistirme Calismast” adlt calismalarinin sonucunda, 6lcme aractnin genel
6gretim ilkelerinin kullanima diizeyini 6lcmek amacuiyla kullanilabilecegini tespit etmislerdir. Altin tarafindan
hazirlanan “ASSURE Modeline Dayali ingilizce Dil Odretiminin Etkililiginin Degerlendirilmesi” adli onuncu
calismanin sonucunda; ASSURE 6gretim tasarumt modeline gére hazirlanan derslerin 6grenciler tarafindan genel
olarak basarli bulundugu ve hedeflere ulasidigt bulgulanmistir. Korhan, Engin ve Giiloglu tarafindan
hazirlanan “Covid-19 Siirecinde Universite Sinavina Girecek Genglerin Sinav Kaygist: Bilissel Esneklik ve Oz-
Diizenleme” adli on birinci ¢calismanin sonucunda; bilissel esneklik ve 6z diizenlemenin lniversite giris stnavina
girecek olan bireylerin sinav kaygisint yonetmesinde 6nemli bir role sahip oldugu tespit edilmistir. Bu sayimizin
on ikinci makalesinde, Ozyildirum ve Sabanct “Ogretmen Adaylarinin Sinif Yénetimi Konusunda Etik Bilgi ve Etik
Duyarliliklart” adli ¢alismalarinin sonucunda, 6gretmen adaylarinin, ahlaki ve ahlaki olmayan davranslart
belirlemelerini saglayan etik duyarliiga, sahip olduklart bulgulanmustir. Bu sayinin son makalesi Kaytkg¢t ve
Bayram tarafindan hazirlanmis olan “Ortaokul Ogrencileri Arasinda Siber Zorbalik” isimli arastwrmadir.
Arastirmanin sonucunda, dgretmenlerin siber zorbalik araclariny, genel bir tanimla internet olarak gérdiikleri
sonucuna vardmustur.

Galismalarint dergimiz yolu ile paylasan tim yazarlarimiza ve degerli gérislerini esirgemeyen
hakemlerimize katkiarindan dolay: cok tesekkiir ederiz. Bilim dinyasinin degerli arastirmacilariny, gelecek
saytlarimizda c¢alismalarint paylasmak (zere E-Uluslararast Egitim Arastirmalart Dergisi'ne davet eder,
saygtlarimizt sunarz.

Prof.Dr.Erdal Toprakgt

E-Vinslananasr EZitism Anastinmalant Dengisi
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Editorial

Dear readers and researchers of the E-International Journal of Educational Research (E-IJER), we are happy
to be with you with a new issue that we have prepared with the contributions of the E-IJER Editorial Board, our
referees, and our authors. There are 13 research articles in this issue of our journal.

Giirbiiz & Biber, the authors of the first of these, determined that the limit questions were distributed
evenly according to the MATH taxonomy groups, as a result of their study titled "Classification of Limit, Derivative
and Integral Questions Asked in University Entrance Exams According to MATH Taxonomy". The result of the
second study, titled “Middle School Students’ Digital Game Addictions and Social Tendencies" prepared by
Ozdemir & Karaboga, is that more than half of the secondary school students participating in the research are
in the risk group for digital game addiction. Yiiksel & Sartkaya, in their study titled “Mother’s Participation in
Literacy Education of Children with Special Learning Disability: A Draft Training Program”, which is the third article
of the new issue, stated that the draft of the mother education program have positive contributions to cooperate
with the teacher, to communicate better with the child and the teacher, and to have their child do
homework/repeat at home. As a result of the fourth study titled "Moral Identity, Altruism and Meaning in Life in
Teacher Candidates” prepared by Karduz & Ozbey, it was found that the moral identity and altruism levels of
prospective teachers were statistically the predictors of the meaning of life. In the fifth article of this issue,
Yurtseven & Hogsgériir, as a result of their article titled "The Relationship between Teachers’ Autonomy Behaviors
and Emotional Labor", found that there is a relationship at different levels between some dimensions of autonomy
behavior and some dimensions of emotional labor. As a result of the sixth study titled “Research Trends on
Mathematical Modelling in Mathematics Education in Turkey (2010-2020): A Thematic Content Analysis” prepared
by Birgin & Oztiirk; It has been found that mathematical modeling studies in Turkey have increased since 2016,
and more articles and master's thesis type studies have been conducted. As a result of the seventh study titled
"Teachers' Mental Associations about the Covid-19: An Example of Metaphor Study" prepared by Ko¢oglu, Aydn,
Arslan, Cetinkaya, Kubat & Karabulut; It was determined that the metaphor of "fear" was used the most by the
participants. In the eighth article of this issue, Cetin found that there is a statistically significant difference in favor
of the experimental group in the sub-dimensions of STEM awareness and inquiry skills, as a result of his study
titled “The Effects of STEM Applications on Pre-service Elementary Teachers' STEM Awareness, Self-Efficacy and
Inquiry Skills". In the ninth article of this issue, Yesilyurt, Okudan & Kizilaslan determined that the measurement
tool can be used to measure the level of use of general teaching principles, as a result of their study called "Scale
for Using General Teaching Principles: A Scale Development Study". As a result of the tenth study titled "Evaluation
of the Effectiveness of English Language Instruction based on the ASSURE Model" prepared by Altin; It has been
determined that the courses prepared according to the ASSURE instructional design model are generally found to
be successful by the students and that the goals have been achieved. As a result of the eleventh study titled "Test
Anxiety of Youth to Take the University Entrance Exam throughout Covid-19 Outbreak: Cognitive Flexibility and
Self-Regulation" prepared by Korhan, Engin & Giiloglu; It has been determined that cognitive flexibility and self-
regulation have an important role in the management of exam anxiety of individuals who will take the university
entrance exam. In the twelfth article of this issue, as a result of Ozyildirum & Sabanct's study titled "Ethical
Knowledge and Ethical Sensitivity of Prospective Teachers about Classroom Management", it was found that pre-
service teachers have ethical sensitivity that enables them to identify moral and unethical behaviors. The last
article of this issue is the research titled “Cyber Bullying among Secondary School Students” prepared by Kaytkgt
& Bayram. As a result of the research, it was concluded that teachers see cyberbullying tools as the internet with
a general definition.

We would like to thank all the authors who shared their studies through our journal and the reviewers for
their contributions. We invite valuable researchers to the E-International Journal of Educational Research to share
their work in our upcoming issues.

Prof.Dr.Erdal Toprakgt

E-Vinslananasr EZitism Anastinmalant Dengisi
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Abstract

It is important to investigate the quality of the questions in the university
entrance exams of subjects such as limit, derivative and integral, which form the
basis of advanced mathematics. Therefore, the purpose of this research is to
analyze the limit, derivative and integral questions in the university entrance
exams according to the MATH Taxonomy. The sample consists of the limit,
derivative and integral questions asked in the university entrance exams held
between 1966-2019. In this study, document analysis method was used. Within
the scope of the research, a total of 363 questions were analyzed. The questions
handled within the scope of the study were analyzed and coded by an expert
with a doctorate in education, a high school mathematics teacher, and the
researcher. The high agreement obtained between the codings shows that the
research can be accepted as reliable. Among the questions examined, it was
determined that the most questions were asked from the derivative subject and
the least from the limit subject. As a result, it is seen that there is a balanced
distribution of limit questions according to MATH taxonomy groups, while
derivative questions require the most surface learning, questions from group A
are asked, and in integral questions, questions are asked from group C, which
requires at least deep learning. For this reason, it is recommended that
publishing houses and authors preparing secondary school mathematics
textbooks and supplementary textbooks, which are an important resource for
students preparing for university entrance exams, choose the questions to be
included in their sources in a balanced way according to the MATH taxonomy.

Keywords: University Entrance Exams, MATH Taxonomy, Limit, Derivative,
Integral
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Extended Abstract

Problem: University entrance exams are one of the most important measurement and evaluation
tools of the Turkish education system (Cepni, Ozsevgec & Gokdere, 2003). In the university entrance
exams held for the first time in 1966, system changes have been made six times until today. Within
the scope of these exams, questions including limit, derivative and integral subjects were definitely
included in the exams every year, except for the years 1999-2006, when only the Student Selection
Examination (OSS) was applied. Qualified questions in exams are important for distinctiveness
(Akyildiz & Karadag, 2018). In order to make a correct assessment, the questions in the measurement
tool must be classified and a certain number of questions must be distributed in a balanced way
from each class (Biber & Tuna, 2017). In mathematics, there has always been a need to classify
problems and questions according to their difficulty, student errors, and topics. Therefore,
researchers have created various taxonomies to make this classification. The most well-known of
these is Bloom's taxonomy, which gives a hierarchy of concepts (Thompson, 2008). Although Bloom's
taxonomy is good in this classification, it presents serious limitations when used for mathematics.
Therefore, Smith et al. (1996) created a taxonomy called MATH (Mathematical Assessment Task
Hierarchy) taxonomy. Smith et al. (1996) stated that the purpose of the MATH taxonomy is to
encourage students to learn more deeply from surface learning.

Limit, derivative and integral subjects form the basis of university mathematics. Therefore, it
is very important to learn these subjects in secondary education (Kouropatov & Dreyfus, 2014;
Rasmussen et al., 2014, Bressoud et al., 2016). For this reason, a large part of the high school senior
year mathematics curriculum consists of limit, derivative and integral subjects (Ministry of National
Education [MEB], 2019). As a result of incomplete learning of one or more of the achievements of
these subjects, learning difficulties may arise in higher education mathematics courses (Kuzu, 2017).
One of the aims of mathematics education is to gain the necessary mathematical knowledge and
skills in order to receive an advanced education in any field (MEB, 2019). It is important to investigate
the quality of the questions in the university entrance exams of subjects such as limit, derivative and
integral, which form the basis of advanced mathematics, and how much of them measure in-depth
learning. According to Aliustaoglu & Tuna (2016), in order for an exam to achieve its purpose, the
questions of that exam must be qualified.

The purpose of this research is to analyze the limit, derivative and integral questions in the
university entrance exams between 1966-2019 according to the MATH Taxonomy. For this purpose,
the sub-problems that guide the research are as follows:

1. What is the general distribution of limit, derivative and integral questions in university
entrance exams by years?
2. How is the distribution of the questions according to the MATH Taxonomy categories?

Method: In this study, document analysis method, one of the qualitative research methods, was
used. The sample of the research consists of the limit, derivative and integral questions asked in the
university entrance exams held between 1966-2019. The questions consist of questions published by
Assessment, Selection and Placement Center (ASPC). Within the scope of the research, a total of 363
questions were analyzed. In order to ensure reliability in the research, the questions handled within
the scope of the study were divided into groups and sub-categories according to the MATH
Taxonomy by an expert with a doctorate in education, a high school mathematics teacher and the
researcher (Yildinm & Simsek, 2008). For the resulting categories, the coding consistency of the
researchers was checked (Tlirniikli, 2000). The MATH taxonomy criteria were taken as a basis while
classifying the questions covered in the research.

Eight different categories are used in three groups in the MATH taxonomy, which deals with the
quality of the measured feature rather than the difficulty level of the questions (Smith & Wood,
2000). Group A questions require superficial learning, while groups B and C require deeper learning.
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It is thought that it is possible to understand whether students are learning in-depth or superficial
when questions suitable for the MATH taxonomy categories are asked in the exams (Smith et al,
1996). Smith et al. (1996) stated that the purpose of the MATH taxonomy is to develop skills in all
eight categories.

Findings: In this study, in which the analysis of limit derivative and integral questions in the
university entrance exams between 1966-2019 was made according to the MATH Taxonomy, when
the general distribution of the questions over the years is examined, it is seen that the most derivative
questions and the least limit questions are asked.

When the distribution of questions according to MATH taxonomy groups is examined, it is
seen that there is a balanced distribution of limit questions in groups A, B and C. In derivative
questions, it can be said that according to the MATH Taxonomy groups, the most questions from
group A are asked. When the integral questions are analyzed according to MATH Taxonomy groups,
it is seen that at least questions from group C are asked.

Suggestions: In this study, in which the analysis of limit derivative and integral questions in the
university entrance exams between 1966-2019 was made according to the MATH Taxonomy, when
the general distribution of the questions according to the years is examined, it is seen that the most
questions are from the derivative topic and the least from the limit topic. In addition, it is possible
to say that there is a steady increase in the number of questions prepared on integral. The fact that
these subjects, which are among the basic building blocks of advanced mathematics that students
who will attend university education will see in their courses, take place abundantly in university
entrance exams, can be explained by the fact that the questions covering limit, derivative and
integral subjects have distinctive qualities in order to choose students for mathematics-based
programs.

When the distribution of questions according to MATH taxonomy groups is examined, it is
seen that there is a balanced distribution of limit questions in groups A, B and C. According to the
MATH Taxonomy categories, it is seen that in the limit questions, questions are asked mostly from
the A2 category and at least from the A3 category. The high number of questions from groups B and
C, which require more in-depth thinking, indicates that the limit questions asked in the exams are
of high quality. Therefore, it can be recommended that students preparing for university entrance
exams should focus on the conceptual structure of the limit issue, taking into account this situation.
Because a student who understands the limit conceptually will better understand the derivative and
the integral (Biber & Argtin, 2012).

In derivative questions, it can be said that according to MATH Taxonomy groups, the most
questions from group A are asked. When we examine the derivative questions according to the
MATH Taxonomy categories, it is seen that the most questions are asked from the A3 category. In
derivative questions, the number of questions in group A is higher than in limit questions. On the
other hand, it can be said that the number of questions requiring in-depth thinking in groups B and
C is high. Here again, students are advised to master the rules of differentiation and to dwell on the
geometric interpretation of the derivative, in particular.

When the integral questions are analyzed according to MATH Taxonomy groups, it is seen
that at least questions from group C are asked. According to the MATH Taxonomy categories, the
most questions were asked from the A3 category. The high number of questions from groups B and
C in integral questions indicates that integral questions require in-depth thinking.

In summary, considering the results obtained from this study, it is recommended that students
who are preparing for the university entrance exams and who want to choose a numerical-weighted
department for university education should especially focus on limit, derivative and integral subjects
and understand the conceptual structures of these subjects. According to the results of the research,
the large number of questions on these subjects from group A according to the MATH taxonomy
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shows that only questions related to conceptual knowledge about these subjects can be solved. Limit,
derivative and integral subjects are an opportunity especially for numeracy students to show their
differences from other field students, and it can be said that success can be achieved easily in these
subjects where mainly group A questions are asked. For this reason, students are advised to approach
questions on these topics in exams with courage and self-confidence.
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Ozet

Limit, tirev ve integral konularinin lniversite matematiginin temelini
olusturmaktadwr. Matematik egitiminin amaclarindan biri de herhangi bir
alanda ileri bir egitim alabilmek icin gerekli matematiksel bilgi ve becerileri
kazanabilmektir. ileri matematigin temelini teskil eden limit, tiirev, integral gibi
konularin tniversiteye giris stnavlarinda, sorularinin niteligini ve ne kadarinin
derinlemesine dgrenmeyi Olctigini arastirmak dnemlidir. Bu nedenle bu
arastirmantn amac, lniversite giris sinavlarinda ¢tkan limit, tiirev ve integral
sorularinin  MATH  Taksonomisine gdre analizini yapmaktir. Bloom
taksonomisinden esinlenerek hazirlanan MATH taksonomi, matematik dersi icin
o6zel olarak gelistirilmis ve matematik egitimi alant icin 6zellikle dnerilmektedir.
Orneklemini 1966-2019 yillar arasinda uygulanan (iniversite giris stnavlarinda
sorulan limit, tiirev ve integral sorulart olusturdugu bu calismada, nitel
arastirma yontemlerinden dokiiman analizi yéntemi kullandmustir. Arastirma
kapsaminda toplamda 363 sorunun analizi yapumustir. Ele alinan sorular egitim
doktorasina sahip bir uzman, bir lise matematik dgretmeni ve arastirmact
tarafindan analiz edilerek kodlanmustir. Kodlamalar arasinda elde edilen yiiksek
uyum arastirmanin giivenilir olarak kabul edilebilecegini géstermektedir.
Sorularin yulara gére genel dagiimt incelendiginde sinavlarda en fazla tiirev
konusundan, en az da limit konusundan soru soruldugu gértilmektedir. Ayrica,
integral konusunda sorulan soru sayilarinda yulara gére istikrarlt bir artisin s6z
konusu oldugunu séylemek mimkiindtir. Sonu¢ olarak, MATH taksonomi
gruplarina gére limit sorularinin dengeli bir dagiliminin oldugu, tiirev
sorularinda ise en fazla yiizeysel égrenme gerektirirken A grubundan soru
soruldugu, integral sorularinda ise en az derin bir 6grenme gerektiren C
grubundan soru soruldugu gériilmektedir. Bu nedenle liniversite giris stnavlarina
hazirlanan égrenciler icin 6nemli bir kaynak olan ortadgretim matematik ders
kitaplart ve yardimct ders kitaplarint hazirlayan yayin evleri ve yazarlarin
kaynaklarinda yer verecekleri sorulart MATH taksonomiye gére dengeli
dagtlacak sekilde secmeleri tavsiye edilir.

Anahtar Kelimeler: Universite giris sinavlar, MATH Taksonomi, Limit, Tiirev,
integral.
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GiRiS

Egitimde kazandirilmak istenen yeni davranislarin beklenen diizeyde olup olmadigina karar
verebilmek icin bu davranislarin gegerligi ve guvenilirligi Gst dizey olan 6lgme araclaryla
dlcilmesine ihtiyac vardir (Karadiiz, 2009; Turgut & Baykul, 2010). Universite giris sinavlari Glkemiz
egitim sisteminin en énemli 6lcme ve degerlendirme araclarindandir (Cepni, Ozsevgec¢ & Gokdere,
2003). ilk kez 1966 yilinda yapilan (niversite giris sinavlarinda, giinimize kadar alti kez sistem
degisikligine gidilmistir. Bu sinavlar kapsaminda limit, tlirev ve integral konularini iceren sorular,
sadece Ogrenci Secme Sinavinin (OSS) uygulandigi 1999-2006 yillari arasi haric her yil sinavlarda
mutlaka yer almistir. Sinavlarda nitelikli sorular, ayirt edicilik icin dnemlidir (Akyildiz & Karadag,
2018). Dogru degerlendirme yapabilmek icin 6lcme aracinda yer alan sorularin siniflandiriimis ve
sorularin her siniftan belirli sayida dengeli bir sekilde dagitiimis olmasi gerekir (Biber & Tuna,
2017). Matematikte problemleri ve sorulari zorluklarina, 6grenci hatalarina ve konulara goére
siniflandirmak her zaman bir ihtiya¢ olmustur. Bundan dolay! arastirmacilar bu siniflandirmayi
yapmak igin ¢esitli taksonomiler olusturmuslardir. Bunlardan en c¢ok bilineni bir kavramlar
hiyerarsisi veren Bloom taksonomisidir (Thompson, 2008). Bloom taksonomisi her ne kadar bu
siniflandirmada iyi olsa da matematik igin kullanildiginda ciddi sinirlamalar ortaya koymaktadir.
Bundan dolayr Smith et al. (1996) MATH (Mathematical Assessment Task Hierarchy) taksonomi
adini verdikleri bir taksonomi olusturmuslardir. Smith et al. (1996), MATH taksonomisinin amacinin
ogrencileri ylzeysel bir 6grenmeden daha derinlemesine bir 6grenmeye tesvik etmek oldugunu
ifade etmislerdir. Bloom taksonomisinden esinlenerek hazirlanan MATH taksonomi, matematik
dersi icin 6zel olarak gelistirilmis ve matematik egitimi alani icin 6zellikle dnerilmektedir (Rizvi,
2007). Sorularin zorluk dlzeyinden c¢ok, Olgllen &zelligin niteligiyle ilgilenen MATH
taksonomisinde U¢ grupta sekiz farkli kategori kullaniimaktadir (Smith & Wood, 2000). A grubu
ylzeysel 6grenme gerektirirken B ve C gruplari daha derin bir 6grenme gerektirmektedir.
Ogrencilerin derinlemesine bir 6grenme mi, yoksa ylzeysel bir 5grenme mi yaptiginin anlagiimasi,
sinavlarda MATH taksonomisi kategorilerine uygun sorular soruldugunda mimkin oldugu
dusliniimektedir (Smith et al,, 1996). Smith et al. (1996) MATH taksonomisinin amacinin, sekiz
kategoride de yetenekleri gelistirmek oldugunu belirtmislerdir. Hiyerarsik bir yapiya sahip olan
Math taksonomisi grup ve kategorileri Cizelge 1'de gdsterilmistir.

Cizelge 1. Math taksonomisi grup ve kategorileri

Gruplar Kategoriler Ozellikler
A Bilgi ve Bilgi Sistemi
A Az Anlama
As Rutin islemler
B B1 Bilgi Transferi
B2 Yeni Durumlara Uygulama
G Dogrulama ve Yorumlama
C (@) Cikarimlar, Tahminler ve Karsilastirmalar
G Degerlendirme

MATH Taksonomi (Ugurel vd., 2012)

Cizelge 1'de tanimlanan A Grubu ylzeysel 6grenmeyi tarif ederken (Baydar, 2019), A1-Bilgi
ve Bilgi Sistemi 6zel bir formlU, bilgiyi veya tanimi hatirlamayi icerir (Kesgin, 2011). A2-Anlama,
matematik ile ilgili bir islevin, formilin 6rneklerini ve karsit drneklerini ve bunlarda kullanilan
sembollerin dnemini anlamayi kapsar. A3-Rutin islemler kategorisinde ise &grencilerin sinifta
yaptigi alistirmalari, 6rnek sorularn hatirlamayr gerektirmektedir (D'Souza & Wood, 2003).
Taksonomide B Grubunda yer alan B1- Bilgi Transferi, bir bilgiyi bir bicimden farkli bir bicime,
sozelden sayisala, sayisaldan sozele, numerik verilerden grafige donustlrebilme yetenegi
gerektirmektedir (Aygiin, Baran-Bulut & Ipek, 2016). B2-Yeni Durumlara Uygulama kategorisi
uygun ydntem veya bilgileri yeni durumlara uygulama ve secebilme yetenedini icerir (Karaduman,
2015). Taksonomide C Grubunda yer alan C1- Dogrulama ve Yorumlama, verilen bir sonucu
dogrulama ve yorumlama becerisini gerektirmektedir (Kesgin, 2011). C2-Cikarimlar, Varsayimlar
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ve Karsilastirmalar kategorisi, verilen veya elde edilen sonuglar Gizerinde 6grencinin varsayimlar ve
karsilastirmalar yapma, bunlari kanitlama, dogrulama ve yeni ¢ikarimlar yapabilme yetenegini
icerir (Karaduman, 2015). C3-Degerlendirme kategorisi, belirli kriterlere goére ulasiimasi istenen
amacg igin verilerin ve materyallerin degerini yargilama yetenegdi ve becerisini kapsar (D'Souza &
Wood, 2003).

Tarkiye'deki Universite giris sinav sorulari ile alakali olarak su ana kadar yapilan ¢alismalar
genelde Bloom taksonomisine gére yapilmistir. Ozmen (2005), 1999-2005 1990-2005 yillari
arasinda Universite giris sinavlarinda sorulan kimya sorularini konu alanlarina ve Bloom
Taksonomisine gore analizini yapmistir. Kog, Ciftci & Sonmez (2013), calismalarinda 2008-2011
yillari arasinda yapilan Universite giris sinavlarinda sorulan cografya sorularini Bloom
Taksonomisine gore analizini yapmislardir. Buna karsin farkh alanlarda yapilmis ve MATH
taksonomisinin kullanildigi calismalar da bulunmaktadir. Kesgin (2011) ¢alismasinda 6gretmen
adaylarinin soyut matematik dersi bilgilerinin MATH Taksonomi kapsaminda analizini yapmistir.
Ugurel, Morali & Kesgin (2012), makalelerinde Orta Ogretim Kurumlari Sinavi (OKS) ve Seviye
Belirleme Sinavi (SBS) sinavlarinin  MATH Taksonomi kapsaminda analizini yapmislardir.
Karaduman (2015) yaptigi cahismada 9. Sinif 6grencilerinin matematik bilgilerinin  MATH
Taksonomi kapsaminda analizini yapmistir. Aliustaoglu & Tuna (2016) makalelerinde 2013 yilina
ait Akademik Personel ve Lisansistl Egitimi Giris Sinavi (ALES) matematik sorularinin MATH
Taksonomi kapsaminda analizini yapmislardir. Esen (2018) yaptigi calismada 2006-2013 yillari
arasinda sorulan tim ALES sorularinin MATH Taksonomi kapsaminda analizini yapmustir. iltus
(2019) yaptigi calismada 2017 Kamu Personeli Se¢me Sinavi (KPSS) Ogretmenlik Alan Bilgi Testinin
MATH Taksonomi kapsaminda analizini yapmistir. Baydar (2019) yaptigi calismada Temel
Egitimden Ortadgretime Gecis (TEOG) ve Liselere Gegis Sistemi (LGS) matematik sorularint MATH
taksonomi grup ve kategorilerine gore siniflandirilip incelemistir. Matematik egitimi literaratiirt
incelendiginde, Tirkiye'deki Universite giris sinav sorularinin MATH taksonomisine gdre analiz
edildigi bir calismaya rastlanamamistir.

Limit, tlrev ve integral Universitede okutulan matematigin temelini olusturmaktadir
(Ergene, 2014). Bu konularin ortadgretimde o6grenilmesi de bundan dolayr ¢ok Onemlidir
(Kouropatov & Dreyfus, 2014; Rasmussen et al., 2014; Bressoud et al., 2016). Bu nedenle 6zellikle
lise son sinif matematik mdifredatinin biyik bir kismi limit, tlrev ve integral konularindan
olusmaktadir (Milli Egitim Bakanhgi [MEB], 2019). Bu konularin kazanimlarinin birinin veya
birkacinin eksik 6grenilmesi sonucu, yiiksekdgretim matematik derslerinde 6grenme guglikleri
ortaya cikabilmektedir (Kuzu, 2017). Matematik egitiminin amaclarindan biri de herhangi bir
alanda ileri bir egitim alabilmek igin ihtiya¢ duyulan matematiksel bilgi ve becerileri kazandirmaktir
(MEB, 2019). ileri matematik egitimi igin bu kadar énemli olan limit, tirev ve integral konulari ayni
zamanda Universite giris sinavlarinda da yer almaktadir. Ancak Universiteye giris sinavlarinda, bu
konulardan cikan sorularinin niteligini arastirmak dnemlidir. Aliustaoglu & Tuna'ya (2016) gore bir
sinavin amacina ulasabilmesi icin, o sinavin sorulari nitelikli olmalidir. Bu nedenle bu arastirmanin
amaci 1966-2019 yillari arasinda Universite giris sinavlarinda c¢ikan limit, tirev ve integral
sorularinin MATH Taksonomisine gore analizini yapmaktir. Bu amac¢ dogrultusunda arastirmaya
yon veren alt problemler ise su sekildedir:

1. Universiteye giris sinavlarinda limit, tiirev ve integral sorularinin genel olarak yillara gére
dagihmi nasildir?
2. Sorularin MATH Taksonomi kategorilerine gére dagilimi nasildir?

YONTEM

Bu arastirma nitel bir arastirma olup, calismada Universite giris sinavlarinda kullanilan limit, ttrev
ve integral sorularinin MATH Taksonmisine gore analizi i¢in dokiiman analizi ydntemi
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kullaniimistir. Dokiman analizi, calisilan konu ile alakali kisi ve kurumlara ulasilamamasi
durumunda islevsel bir bilgi toplama yontemidir. Bu analizde katilimcilar olmadigi icin katihmcilar
ile ilgili tepkisellikler s6z konusu olmaz. Dokliiman analizi uzun sireli arastirmalarda etkili
olmaktadir (Ozkan, 2019). 1966-2019 yillari arasindaki bir dénemi kapsayan bu arastirma cok uzun
sayilabilecek bir stireci icermektedir.

Evren-Orneklem

Arastirmanin drneklemini 1966-2019 yillari arasinda uygulanan Universite giris sinavlarinda
sorulan limit, tlrev ve integral sorulari olusturmaktadir. Calisma 2020 yilinda yurattldiginden bu
yila ait Giniversiteye giris sinavi sorularina ulagilamamistir. Sorular OSYM'nin yayinladigi sorulardan
olusmaktadir (OSYM, 2020). Dokiiman analizi veya dokiiman incelemesi arastiriimasi hedeflenen
olgu veya olgular hakkindaki yazili materyallerin analizini kapsamaktadir (Yildirim & Simsek, 2008).
Arastirma kapsaminda toplamda 363 sorunun analizi yapilmistir. Bununla birlikte 1999-2005 yillari
arasinda yapilan OSS iceriginde limit, tiirev ve integral konulari olmadigi icin bu yillara ait sorular
bulunmamaktadir.

Veri Toplama Arac

Dokiiman analizinde calisma ile ilgili belge ve kayitlar toplanip belirli bir sisteme gore
kodlanip incelenmektedir. Kodlar siniflandiriimakta ve okuyucuya sistemli ve bitlincil bir sekilde
sunulmaktadir (Cepni, 2014). Arastirmada ele alinan sorular bir form yardimiyla tek tek
incelenmistir. Ele alinan sorulari, MATH taksonomisindeki grup ve kategorileri iceren, rubrik
seklinde tasarlanan bu form arastirmaci tarafindan hazirlanmis ve (¢ uzman tarafindan
degerlendirilerek forma son hali verilmistir. Formda yer alan sorularin MATH taksonomisindeki
siniflandirma degerleri bir Excel dosyasinda kayit altina alinmustir.

Arastirmanun Gegerlik ve Giivenirligi

Dokiiman analizi genis bir &rneklem olusmasina olanak saglamaktadir. Kullanilan
dokiimanlarin nitelikli olmasi nitel arastirmanin gecerliligini ve guvenilirligini artirmaktadir
(Cardno, et al., 2017). Arastirmada guvenilirligi saglamak icin calisma kapsaminda ele alinan sorular
egitim doktorasina sahip bir uzman, bir lise matematik 6gretmeni ve arastirmaci tarafindan MATH
Taksonomisine gore gruplara ve alt kategorilere ayrilmistir (Yildirim ve Simsek, 2008). Ortaya ¢ikan
kategoriler icin arastirmacilarin kodlama tutarhhgina bakilmistir (Tarntklt, 2000). Bu ¢alismada
uyusum yizdesi icin P=(Nax100) / (Na+Nd) (P: uyusum vylzdesi, Na: uyusum miktar, Nd:
uyusmazlik miktari) esitligi kullanilmistir (Miles & Huberman, 1994). Her bir konu icin elde edilen
uyusum tablolari ekte verilmistir. Bu tablolardan elde edilen konu ortalamalarina goére limit icin
%86,15; turev icin %92,26 ve integral icin %88,46 uyusum yuzdelerine ulasiimistir. Bu degerler
arastirmanin guvenilir olarak kabul edilebilecegini gostermektedir (Miles & Huberman, 1994).
Galismanin guvenilirligini artirmak icin ayrica konu ile alakal literatlr taranmis ve elde edilen
sonuglar literatdr ile karsilastiriimstir.

Verilerin Analizi

Arastirma kapsaminda ele alinan sorular siniflandirilirken MATH taksonomisi kriterleri esas
alinmistir. MATH taksonomi U¢ grup ve bu gruplara ait sekiz kategoriden olusmaktadir (Wood &
Smith, 2002). Bu kategorilerden her biri icin birer 6rnek soru degerlendirmesi Cizelge 2'de
verilmistir. 1966-2019 yillari arasinda Universite giris sinavlarinda limit, tiirev ve integral
konularindan A1 kategorisine ait soru bulunamadidi icin bu katagoriye uygun 6rnek bir soru
verilmemistir.
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Cizelge 2. Ornek soru degerlendirmesi

Yizeysel 6grenmeyi tarif eden A Grubu kategorileri icin 6rnek olarak;

R den R ye
=2 ,X < Bise
f(x) = 3 X = 3ise
x+a ,x >3 ise
ile tamimlanan f fonksiyonunun x = 3 nokta-
sinda limitinin olmas: igin a kag olmahdir?
A) 4 B) 6 C) 7 D) 8 E) 9
(2007 - OSS Mat 2)

Sorular

f(x) = x*—5x2 + 4

fonksiyonunun [-2—1 5 %] arahg@indaki maksi-
mum degeri kagtir?

A) B B) 6 C)4 D) 2 E)O

(2010 - LYS1)

Analiz

Soruda 6grencinin fonksiyonun bir noktada
limitinin olabilmesi icin gereken kosulu
bilmesi ve kullanmasi gerekmektedir. Bunun
icin 6grencinin ilgili kazanimi anlamis olmasi
yeterlidir. Bu nedenle soru A2 kategorisinde
degerlendirilmistir.

Soru, polinom fonksiyonun belirli bir aralikta
maksimum veya minimum degerlerini
bulmak igin 6grencilerin rutin prosedurleri
kullanarak cozebilecegi, sinifta yaptiklari
alistirma sorularindandir. Bu nedenle soru
A3 kategorisinde degerlendirilmistir.

B Grubunda yer alan B1- Bilgi Transferi, B2-Yeni Durumlara Uygulama kategorileri icin 6rnek olarak:

S —

Yukaridaki sekilde f:R \ {—1} — R \ {2} fonksiyo-
nunun grafigi gosterilmistir.
Buna gbre,

1
© lim_f(x) + Hm f(>x) limitlerinin toplam kagtir?
- Ll LLLL
E Ay —2 B) —1 <) O D) 1 E) 3
o (2010 - LYS1)
(%]
s
[}
f 2tan (2x)dx
o

integralinin degeri kactir?
A)In2 B)In3 C) In4 D) In5 E) In6

(2017 - LYS1)

Analiz

Soru, bilgiyi bir formdan baska bir forma
yani grafigi nimerige donistirme yetenegi
gerektirmektedir. Bu nedenle soru B1
kategorisinde degerlendirilmistir.

Soruda, trigonometri konusundaki uygun
bilgilerin yeni durumda yani integral
konusunda uygulayabilme yetenegi test
edilmektedir. Bu nedenle soru B2
kategorisinde degerlendirilmistir.

C Grubunda yer alan C1- Dogrulama ve Yorumlama, C2-Cikarimlar, Varsayimlar ve Karsilastirmalar ve C3-

Degerlendirme kategorileri icin érnek olarak:

f fonksiyonu bire bir olmak Gzere, bifinc balgede
W o= % vl % = 1 dogrulan ile ¥ = (=) edrisi arasinda
kalan taral bolge agagida werilmigtir.

Tarah bdlgenin alamimn 7 {x) tdrinden fade-
=i asadidakilerden hangisine esittir?

(2013 - LYS1)

 sin?x—1 i
- lln;lrw degeri kﬂ?’tlr?
8 ]
2 1 1 1
S A) g B) —g C) —4g
1
D) & S
(1994 - 6YS)

a = 0 olmak zere, y = ax?® + bx? 4+ cx + o fonk-
siyonu ile illgili olarak,
I. Bakam (dondam) noktas: vardar.

1. ¥Yerel minimum noktas: vardir.
Hi. verel maksimum noktas: vardir.
wvargilarindan hangileri her zaman dorudur?
A) Yalmz | B) valmz Il ) Yalruz= 1l
D)1l wve il E) Il ve 11
(1998 - O¥YS)

Arastirmamn Etik izni

Analiz

Soru, grafikteki tarali alani veren integral
denkleminin siklardan hangisinin oldugunu
yorumlayip dogrulamayi gerektirmektedir.
Bu nedenle soru C1 kategorisinde
degerlendirilmistir.

Soru limitteki belirsizlikten dolayr degisken
degisimi, yani varsayimda bulunup yeni
gtkarim  yapmayi gerektirmektedir. Bu
nedenle soru c2 kategorisinde
degerlendirilmistir.

Soru, polinom fonksiyonun birinci ve ikinci
turevleri bulunup bu tirev fonksiyonlari
araciligiyla verilen onciillerin dogrulugunu
tutarl bir sekilde savunmayl
gerektirmektedir. Bu nedenle soru C3
kategorisinde degerlendirilmistir.

Bu arastirmanin verilerini, 1966-2019 yillan arasinda uygulanan Universite giris sinavlarinda
sorulan ve OSYM'nin yayinladidi limit, tiirev ve integral sorulari olusturmaktadir. Elde edilen veriler
dokiman analizi yontemi ile analiz edilmis olup, arastirma sirecinde etik kurul izni gerektiren
herhangi bir ¢alisma yapilmamistir. Bu nedenle calismanin etik kurul belgesi bulunmamaktadir.

E-Yutennational Jounnal of Educational Resdcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 1-16



E-Viuslananase EZitim Anastvumalare Deh.g.i.d.i
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 1-16

BULGULAR

1. Universiteye giris sinavlarinda limit, tiirev ve integral sorularinin genel olarak
yillara gére dagilim::

Arastirmanin birinci alt problemi “Universiteye giris sinavlarinda limit, tiirev ve integral
sorularinin genel olarak yillara gore dagilimi nasildir?” sorusuna ait bulgular asagida sunulmustur.

Universite giris sinavlarinda 1966-2019 yillari arasinda limit, tiirev, integral konulari ile ilgili
sorulan sorular ile ilgili genel bilgiler Cizelge 3'de verilmistir.

Gizelge 3. Universiteye giris stnavlarinda ¢tkan limit, tiirev, integral sorulart

Konu n Soru Mak. Ort.
Limit 65 6 1.3
Tiirev 168 8 3,5
integral 130 7 2,7

Cizelge 3'e gore 1966 yilindan 2019 yilina kadar en fazla tiirev konusunda (168 soru), en az
da limit konusunda (65 soru) soru ciktigi sdylenebilir. Limit konusundan yillik ortalama 1,3, tlrev
konusundan yillik ortalama 3,5 ve integral konusu ile ilgili yilhk ortalama 2,7 adedinde soru
soruldugu gorilmektedir. Tabloya goére yine ilgili konulardan yillik en fazla 6-8 adet soru
soruldugu anlasiimaktadir.

1966-2019 yillari arasindaki 54 yilda Universiteye giris sinavlarinda limit, tirev ve integral
konulart ile ilgili sorulan sorularin yillara gére dagilimini gosteren grafik Sekil.1'de verilmistir.

10
a 8
>
©
. 6
> 4
—
32 gl Lk i JHI]H L
TTANTY ' 1IFrt
O 00 O N < W o0 O O 0 O 0 O N <
\.Dkol\l\l\l\l\OOOOOOOOOO OﬁOﬁO\OOHH\—iH‘—i
mmmmmmmmmmmmmmmmmooooooo
i i Ll i i i - - i i i - i - - i i ('] ('] o o o o o
Yillar
B |limit stireklilik B Tirev integral

Sekil 1. Limit, tiirev, integral sorularinin yulara gére dagiimt

Sekil 1'e gore sorularin yillara goére dagilimi incelendiginde, limit konusu ile en fazla 1973
yilinda (6 soru) soruldugu ve genel olarak bu konuyu kapsayan soru sayisinin 1-2 arasinda degistigi
soylenebilir. Sekil 1'de verilen grafige gore tirev sorularinin sayisinin neredeyse her yil, limit ve
integral soru sayisindan fazla oldugu soéylenebilir. Grafikte integral sorularina bakildiginda,
sinavlarda 6zellikle 2010 yilindan sonra ortalamanin tzerinde soru soruldugu dikkat ¢cekmektedir.

2. Sorularin MATH Taksonomi kategorilerine gére dagilimi:

Arastirmanin ikinci alt problemi olan “Sorularin MATH Taksonomi kategorilerine goére
dagilimi nasildir?” sorusuna ait bulgular asagida sunulmustur.

Universite giris sinavlarinda 1966-2019 yillari arasinda limit, tiirev, integral konulari ile ilgili
sorulan sorularin MATH Taksonomi kategorilerine gore dagilimi Cizelge 4'te verilmistir.
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Cizelge 4. Sorularin MATH Taksonomi kategorilerine gére dagilumt

Kategori Toplam

Math Taksonomi f % f %
A2 53 14,6

A A3 92 253 145 39,9
B1 66 18,2

B B2 c4 149 120 331
C1 27 74

C c2 56 15,4 98 27,0
Cc3 15 4,1

Toplam 363 100,0 363 100,0

Cizelge 4'e gore A1 grubundan soru bulunmadigi, en fazla sorunun A3 kategorisinden (92
soru) oldugu ve en az sorunun C3 kategorisinde (15 soru) oldugu sdylenebilir. Gruplara gore ise
en fazla A grubundan soru sorulmustur. A grubundan 145 soru sorulmus olup, bu deger sorularin
%39,9'una tekabul etmektedir. Buna karsin B grubundan 120 soru (%33,1) ve C grubundan 98 soru
(%27) sorulmustur.

60

50
Z 40
v 30
Z
& 20

10 II - Z] 25 I '22

15 3 4 7 4 0
A2 A3 B1 B2 c1 () c3
A B C

MATH Taksonomi Grup ve Kategorileri

M limit ™ Tlrev integral

Sekil 2. Limit, tiirev, integral sorularinin yullara gére dagiulimt

Sekil 2'de verilen grafik incelendiginde, limit konusundan en fazla A2 kategorisinden (19
soru) soru soruldugu gorilmektedir. Grafik gruplara gore incelendiginde limit sorularinin
dagilimlarinin dengeli (A grubundan 22, B grubundan 21 ve C grubundan 22 soru) oldugu,
soylenebilir. Sekil 2'ye gore tirev konusundan 55 soru ile en fazla A3 kategorisinden soru
sorulmustur. Turev konusunda A1 kategorisinden soru sorulmamis olup, diger kategorilerdeki
soru sayllari birbirine yakindir (A2-19 soru, B1-23 soru, B2-24 soru, C1-16 soru, C2-20 soru ve C3-
11 soru). Gruplara gore ise tlrev konusunda en fazla A grubundan (74 soru) soru sorulmustur.
integral sorulari incelendiginde, 34 soru ile en fazla A3 kategorisinden soru soruldugu
gorilmektedir. Ayrica A1 ve C3 kategorilerinden soru sorulmadidi anlasiimaktadir. Gruplara gore
ise integral konusundan en fazla A (49 soru) ve B (52 soru) gruplarindan soru sorulmustur.

TARTISMA, SONUG VE ONERILER

1966-2019 yillar arasinda Universite giris sinavlarinda ¢ikan limit tirev ve integral sorularinin
MATH Taksonomisine gore analizinin yapildigi bu arastirmada, sorularin yillara gére genel dagilimi
incelendiginde konular arasindan en fazla tiirev konusundan, en az da limit konusundan soru
soruldugu gorulmektedir. Ayrica, integral konusunda hazirlanan soru sayilarinda istikrarli bir artisin
s6z konusu oldugunu sdylemek miimkindir. Universite tahsili yapacak olan égrencilerin
derslerinde gorecegi ileri seviyede matematigin temel yapi taslarindan olan bu konulardan
Universite giris sinavlarinda bolca yer almasi, limit, tlirev ve integral konularini kapsayan sorularin
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matematik agirlkl programlara 6grenci secebilmek adina ayirt edici nitelik tasimalariyla
aciklanabilir. Bu durum OSYM'nin bu konulara ne kadar nem verdiginin bir géstergesi olarak da
gorilebilir.

Sorularin MATH taksonomi gruplarina gore dagilimi incelendiginde A, B ve C gruplarinda
limit sorularinin dengeli bir dagiliminin oldugu goérilmektedir. MATH Taksonomi kategorilerine
gore ise limit sorularinda en fazla A2 kategorisinden, en az da A3 kategorisinden soru soruldugu
gorilmektedir. Daha derinlemesine dislinme gerektiren B ve C gruplarindan soru sayilarinin
yiksek olmasi, sinavlarda sorulan limit sorularinin yiksek nitelikte oldugunu gdstermektedir.
Dolayisiyla Universiteye giris sinavlarina hazirlanan égrencilerin bu durumu dikkate alarak 6zellikle
limit konusunun kavramsal yapisi tzerinde durmalari tavsiye edilebilir. Zira limiti kavramsal olarak
anlayan bir 6grenci tirevi ve integali daha iyi anlayacaktir (Biber & Argtin, 2012).

Tirev sorularinda ise MATH Taksonomi gruplarina gére en fazla A grubundan soru
soruldugu sdylenebilir. Turev sorularint MATH Taksonomi kategorilerine gore inceledigimizde ise,
en fazla A3 kategorisinden soru soruldugu goriilmektedir. Tirev sorularinda limit sorularina gére
A grubundaki sorularin sayilari daha fazladir. Buna karsin B ve C gruplarindaki derinlemesine
distinme gerektiren soru sayilarinin da ylksek oldugunu sdylenebilir. Burada da yine 6grencilerin
tlrev alama kurallarina hakim olmalari ve tirevin 6zellikle geometrik yorumu hakkinda durmalari
tavsiye edilir.

integral sorulari MATH Taksonomi gruplarina gére incelendiginde, en az C grubundan soru
soruldugu gorilmektedir. MATH Taksonomi kategorilerine gore ise, en fazla A3 kategorisinden
soru sorulmustur. integral sorularinda 6zellikle B ve C grubundan sorularin yiiksek olmasi, integral
sorularinin derinlemesine diisinme gerektirdigini gostermektedir.

Smith et al. (1996) inceledikleri bircok matematik sinavinin ¢ogunlukla A grubu sorularini
icerdigini belirtmislerdir. Bundan dolayi 6grencilerin de matematik 6grenimlerinde A grubunda
tecriibeli olduklarini, B grubunda ise biraz tecriibelerinin oldugunu ama C grubunda tecriibelerinin
cok sinirli veya hi¢ olmadigini ifade etmislerdir. Bu galismada elde edilen sonugclar, Ugurel vd.
(2012), OKS, SBS ve TIMSS sinavlarinda sorulan sorulari MATH Taksonomi ile analiz ettikleri
calismanin sonugclari paralellik arz etmektedir. Bu calismadaki sonuglara goére de sorularin en fazla
A3 ve B1 kategorilerinden olduklari gérilmustir. Aliustaoglu & Tuna (2016) 2013 ALES matematik
sorularinin MATH Taksonomi kapsaminda analizini yaptiklar calismalarinda Sayisal-1 testinde en
fazla A3 kategorisinden, Sayisal-2 testinde de en fazla C2 kategorisinden soru soruldugu sonucuna
varmiglardir. Sayisal-1 testinin sonuclar bu calisma ile értismektedir. iltus'un (2019) 2017 Kamu
Personeli Secme Sinavi Ogretmenlik Alan Bilgi Testinin MATH Taksonomi kapsaminda analizini
yaptigi calismada da sinavdaki sorularin biyik ¢cogunlugunun A grubundan oldugu sonucuna
varilmistir. Baydar (2019) ise yaptigi caismada 2015, 2016 yillart TEOG matematik sorularinin en
fazla A3 kategorisinden oldugunu belirlemistir. Bu calisma da sorularin agirlikl olarak A
grubundan oldugu tespit edilmistir. Bu nedenle bu ¢alismadan elde edilen bu sonucun, literatiirde
yer alan yukarida verilen arastirma sonuglariyla &rtustigi soylenebilir. A3 kategorisi sorulari
ogrencilerin rutin islemleri ve formilleri ezberleyerek ¢o6zebilecekleri sorulardir. Bu sorular
dgrencilerin ne kadar 6grendiklerinden ziyade ne kadar ezberlediklerini dlgmektedir. Ogrencilerin
kolay yaptiklari ve hazirlanmasi da kolay olan sorular oldugu icin daha fazla tercih edilmektedir.
Ama bu tir sorular sinavlarin kalitesini distirmektedir. Bundan dolayi sinavlarda B ve C grubundan
sorulara daha fazla yer verilmelidir.

Ozet olarak bu calismadan elde edilen sonuclar dikkate alindiginda, Universiteye giris
sinavlarina hazirlanan ve Universite 6grenimi icin sayisal agirlikli bir bolim tercih etmek isteyen
ogrencilerin 6zellikle limit, tlirev ve integral konulari Gizerinde durmalari ve bu konularin kavramsal
yapilarini iyi anlamalari tavsiye edilir. Arastirma sonuglarina gore bu konulardaki sorularin MATH
taksonomisine gore A grubundan cok sayida olmasi, sadece bu konular hakkindaki kavram
bilgileriyle ilgili sorularin ¢éziilebilecegini gdstermektedir. Ozellikle sayisal égrencilerinin diger
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alan 6grencilerinden farklarini ortaya koyabilmeleri icin limit, tiirev ve integral konulari bir firsattir
ve agirlikli olarak A grubu sorularinin soruldugu bu konularda kolayca basari saglanabilecegi
soylenebilir. Bu nedenle d6grencilere sinavliarda bu konularla ilgili sorulara cesurca ve 6zgtivenli bir
sekilde yaklasmalari onerilir.
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ek: Universite Giris Sinavlarinda Sorulan Limit, Tiirev ve Integral Sorularinin MATH Taksonomisine Gore Siniflandiridmasi

Degerlendirmeyi yapan: ......

Soru . - MATH Taksonomisindeki
Soru Metni Yil Sinav Tiiri . Aciklama
Sirasi Yeri
R den R ye
x2 .x < 3ise
=13  .x=3ise Fonksiyonun bir noktada
x+a ,x>3 ise .. e .
lle tanumianan T fonkelyonunun x = 3 nokia 2007 0SS A2 limitinin olabilmesi icin gereken
sinda limitinin olmas: i¢cin a kac olmahdir? kosulu bilmesi yeterli.
A) 4 B) 6 c)7 D) 8 E) 9
(2007 - OSS Mat 2)
f(x) =x*—5x% + 4
fonksiyonunun [—2—1 ’ %] arahiindaki maksi- Rutin bi ksi
mum degeri kagtir? 2010 LYS A3 u I.n I ma Sbllmum veya
A8 B) 6 c)4 D) 2 E)o minimum problemi.
(2010 - LYS1)
Yukandaki sekilde A \ {—1} — R\ {2} fonksiyo- 2010 LYS B1 Graflgl Okuyabllmek gereklyor
nunun grafigi gosterilmistir.
Buna g&re,
xll_nj-_‘_f(x) + ilﬂf(x) limitlerinin toplami kagtir?
A) —=2 B) —1 <) o D) 1 E) 3
(2070 - LYS1)

g . . . .
J 2tan@xyax Trigonometrik fonksiyonlar ile
Integralinin degerl kagtir? 2017 LYS B2 islemler yuruterek integralin
A) In2 B) In3 C) Ina D) In5 E) In& 1

Bl i hesaplanmasi gerekiyor.
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MATH Taksonomisindeki

Soru . _—
Soru Metni Yil Sinav Tiiri . Aciklama
Sirasi Yeri
T fonksiyonu Dire bir olmak Gzere,. birinc bdlgede
Y om M Wl X == T dorulan ile y = {(x) efgrisi arasimnda
kalan taral bolge asagicda wearilmigr.
Grafigi yorumlayabilmek
2013 LYS C1 g1 yordmiay
gerekiyor.
Tarah bdlgenin alamimin T (x) tdrianden fade-
sl asafdidakilerden hangisine esittir?
(20713 - LYS1)

o 207X — % ) Limitteki belirsizlikten dolay:

™ oindx i Gtir?
= .. degisken degisimi, yani
~ -3 ® -3 o 5 1994 ovs @) gisken gegisimi, yani

: < varsayimda bulunup yeni
D) = E) a8 .
(1984 - BYS) ¢tkarim yapmayi gerektirir.
a + 0 olmak iizere, y = ax® + bx? + cx + d fonk-
siyonu ile ilgili olarak,

I. Bikim (dénim) noktasi vardir. Polinom fonksiyonun birinci ve
II. Yerel minimum noktas vardir. ikinci turevleri bulunup bu tirev
111, Yerel maksimum noktasi vardir. A : < .

fmu ! vardin 1998 oYs a3 fonksiyonlari aracihgiyla verilen

yargilarindan hangileri her zaman dogrudur?
A) Yalniz | B) Yalmz Il C) Yalniz i

Dylvell E) Il ve Il
(1998 - OYS)

oncdillerin dogrulugunu tutarh
bir sekilde savunmay! gerektirir.
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Abstract

In this study, it is aimed to examine the level of digital game addiction of
secondary school 6th, 7th and 8th grade students, and whether the digital
game addiction levels of the students make a difference in terms of their social
tendencies (social adaptation, tendency to avoid substance and violence,
school and family status, goals and ideals). 987 middle school students
studying in public middle schools from Mersin participated in the research. The
data of the study were obtained through two scales called "Social Tendency .
Scale for 11-20 Years Old Students” and "Online Game Addiction of Secondary Educational Research
Education Students” and an information form asking students' demographic

characteristics and digital game playing characteristics. According to the |y Vol 12, No:5, pp. 17-35
findings obtained from the research, more than half of the secondary school
students participating in the research are in the risk group of digital game
addiction. As a result of the research, there was no significant relationship
between the digital game addiction levels of the participants and their family
income, mother and father education status and age, on the other hand, a
statistically significant relationship was found between gender, game type and
game playing time. It was observed that there was a significant difference in
the social tendencies of middle school students in terms of social cohesion,
substance avoidance and family status sub-dimensions according to their
digital game addiction levels, but no significant difference was observed in
violence avoidance, school status and goals and ideals sub-dimensions.
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Extended Abstract

Problem: This research was conducted to to examine secondary school students' addiction to digital
games in terms of gender, parental education level, family income level, age, game type and game
playing time, and to determine the reflections of students' digital game addiction levels on their social
tendencies.

In addition to the penetration of digital games into all areas of social life, the number of
people playing digital games and the frequency of playing them is increasing. Digital games played
for entertainment and leisure time, together with the frequency of playing, may lose control of
playing after a while and turn into addiction (Griisser and Thalemann, 2006). With the loss of control,
the habit of playing games increases and this situation can cause individuals to experience various
problems. Game addiction, which has started to take place in the lives of individuals, has caused
some negative consequences (Anderson and Bushman, 2002). In this sense, the current research is
extremely important in terms of its contribution to the studies to be done on creating awareness of
digital game addiction in secondary school students and in the wider society and developing methods
to combat it.

With the development of communication technologies, the popularity of digital games is
increasing day by day. It is possible to say that digital game addiction is increasing year by year in
our country and the number of students showing signs of game addiction is increasing rapidly. It is
clear that people will face serious problems if the game addiction levels are not recognized and
controlled (Mentzoni, Brunborg, Molde and Myrseth 2011, Anderson, Gentile and Buckley 2007). In
this sense, it is extremely important to create awareness about digital game addiction, which is
increasing day by day (WHO, 2018), and to develop methods to combat it. At the same time, it is
extremely important to identify and analyse the findings regarding the consequences of addiction
to digital games, and to present solutions, in order to ensure that students who spend time with
digital games, especially students who continue their education processes, become conscious users.

Today, besides alcohol and substance addiction, new types of behavioural addictions have
emerged with digital technologies. The most important of these is digital game addiction (Horzum,
2011). Although digital game addiction is accepted as a form of behavioral addiction, it is expressed
as a concept that expresses long-term uncontrolled use in digital game environments. The concept
of digital game addiction, within the framework of the concept of computer game addiction, is
defined as the individual's excessive and repetitive playing of computer, video or internet-based
games, and the inability to control the intense gaming behaviour despite social and emotional
problems (Vollmer and Randler, 2014).

Digital games are the subject of discussions in terms of students' school success, socialization,
identity and personality. Digital games are on the agenda of researchers as an important issue as
they spread an unnatural socialization in students' communication with each other and bring some
negative consequences in their psychological, social and behavioral characteristics. According to
Ding¢ (2015), young people who do not receive technology use training watch television more, go on
the internet, play digital games, and their sleep patterns are disrupted, which affects their physical
and psychological health by reflecting on their whole lives. Children and young people constitute
social groups that are extremely vulnerable to the effects of digital games.

The subject of this research is the relationship between digital game addiction and social
tendencies in secondary school students. The increasing prevalence of digital addiction and its
transformation into a public health problem that concerns family and school institutions is one of
the reasons why the subject is preferred for research. Another reason is that digital addiction has
been studied relatively less on middle school students. In addition, recognizing the social
characteristics of students with digital addiction in this age group and contributing to the solution
of the problem is another goal of the study.
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Method: This research examines 6th, 7th and 8th grade middle school students’ level of digital game
addiction and whether there is a relationship between the students’ level of addiction and their social
tendencies such as social adaptation, substance and violence avoidance, school and family status,
aims and ideals. In the research, the characteristics of the students were considered as gender, age,
parental education level, family income level, and the characteristics of digital games as game type
and playing time. 987 6th, 7th and 8th grade students studying at public middle schools in Mersin
constitute the research group of the study. Data were collected through social media platforms due
to a covid-19 pandemic. In the research, "Online Game Addiction Scale of Secondary School
Students" (Koseliéren, 2017) was applied to determine the level of digital game addiction of the
students, and "Social Tendency Scale for 11-20 Years Old Students" (Tekin, Ozkara, Cebeci, Isik,
Catal, Dogan, Bilgici and Kara (2007) was applied to measure the social tendencies of middle school
students. In the research, a personal information form was used to determine the gender, age, class,
parental education level, family income level, type of game played, duration of the game and the
game tools they played. All data collection tools were applied via google forms.

Findings (or Conclucions): According to the findings obtained from the study, middle school
students had high levels of digital game addiction and 51.4% of the students were in the risk group,
29.2% in the group where the loss of control started, 0% in the addicted group, and 8.8% in the
group in which the individual is in control. As a result of the Chi-Square Test, no significant
relationship was found between the digital game addiction levels of the participants and their family
income, education level of the parents and their ages; but a statistically significant relationship was
found between gender, type of game and duration of playing. According to the findings about
whether the digital game addiction levels of middle school students make a difference in their social
tendencies, it was observed that there was a significant difference in the social cohesion levels and
family status of the students according to the digital game addiction levels, but there was no
significant difference in the students' substance avoidance, violence avoidance behaviors, school
status and goals and ideals.

Considering the time students spend on digital games and the violent games they prefer to
play, game addiction can become inevitable. At this point, in the formation of conscious and
controlled digital game playing behaviors, especially the family, state ministries and schools have
important duties. Digital game addiction is a phenomenon that can be controlled by legal
regulations to be made by the state, as well as preventing it at the family and school level. Adults
are needed to guide children and limit their use of digital games (Karaboga, 2019). The main
responsibility for digital games falls on the family, where education begins. Children's digital game
playing habits can be regulated by the education given by the family. The duration of use of these
tools, the ability to be selective in games can be contributed significantly by the education of the
family. It will be possible for children to grow up as physically, mentally and intellectually healthy
individuals, to learn to use the internet and digital tools for more limited, conscious, useful and
scientific purposes, and to be affected by the negative effects of the digital world at a minimum level,
with the education and contribution that will be provided to them to be conscious.
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Ozet

Bu arastirmada ortaokul 6, 7 ve 8. sinif Ogrencilerinin dijital oyun
bagimliliklarinin ne diizeyde oldugu, égrencilerin dijital oyun bagimlilik
diizeylerinin sosyal egilimleri (sosyal uyumlar, madde ve siddetten kactnma
egilimleri, okul ve aile statiileri, hedef ve idealleri) acisindan bir fark yaratip
yaratmadigiint incelemek amaclamstur. Arastrmaya Mersin genelinden kamu || E-Uluslararast Egitim
ortaokullarinda egitim géren 987 ortaokul égrencisi katilmistir. Arastirmanin Arastirmalan
verileri “11-20 Yas Ogrencilerde Sosyal Egilimler Olcegi” ile “Ortaégretim Dergisi
Ogrencilerinin Online Oyun Bagimliligi adli iki 6lcek ve &grencilerin

demografik ozellikleri ve dijital oyun oynama ézelliklerinin soruldugu bir bilgi Cilt: 12, No: 5, ss. 17-35
formu araciligt ile elde edilmistir. Arastrmadan elde edilen bulgulara gbre,
arastrmaya katilan ortaokul dgrencilerinin yarisindan fazlast dijital oyun
bagimliligt risk grubunda yer almaktadir. Arastirma sonucunda, katiimciarin
dijital oyun bagimliik diizeyleri ile aile gelirleri, anne ve baba egitim durumu
ve yaslart arasinda anlaml bir iliski bulunmamus dider taraftan cinsiyet, oyun
tird ile oyun oynama sliresi arasinda ise istatistiksel olarak anlamlt bir iliski
bulunmusgtur. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerine gére
sosyal egilimlerinde sosyal uyum, maddeden kacinma ve aile statiileri alt-
boyutlart agisindan anlamlu bir farklilik oldugu gézlemlenmis ancak siddetten
kacinma, okul statiisti ve hedef ve idealler alt-boyutlarinda ise anlamlt bir

farklilik gézlemlenmemistir. Génderim: 2021-09-11
Kabul: 2021-11-08

Makale Tiirti

Anahtar Kelimeler: Dijital oyun, bagimlilik, dijital oyun bagimliligi, sosyal
egilim.
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GiRiS

Bilgisayar teknolojileri sosyal yasami, egitimi, iletisimi basta olmak zere etkilemis, hayatin pek cok
alanina nifuz etmis ve yasamin dnemli bir unsuru haline gelmistir. Bilgisayar, cep telefonu ve
internet teknolojileri toplumlarin = kilturlerini énemli  6lclide etkilemis kultir 6gelerini
elektroniklestirerek yeni davranis bicimlerini ortaya cikarmistir. Kiltlir 6gelerinden biri de
oyunlardir. Oyun hos vakit gecirmek Uzere bireysel veya birlikte gergeklestirilen bedensel, zihinsel
ve duyussal faaliyetler olarak tanimlanabilir (Toprakgi, 2017). Elektronik kiltariin yeni davranis
biciminde oyunlar da dijitallesmistir. Dijital oyunlar diinya genelinde bir yayillim g&stermis, slirecle
bu yayilim bir bagimliliga déntismastdir. Dijital oyunlar internet baglantisi Gizerinden bilgisayar, cep
telefonu, tablet veya dizisti bilgisayar vb. teknolojik araglarla oynanan oyunlardir. Dijital oyunlar,
genglerin ve cocuklarin okul basarisinda, sosyallesme sureglerinde, kimlik ve kisiliklerinin
olusumunda etkili olmasi yanisira, toplumsal degerlerin ve kiltlrin sekillenmesinde de etkin bir
role sahiptir.

Dijital oyun bagimliligi, bireyin yogun olarak ekran karsisinda oyun oynamasi olarak
tanimlanmaktadir (Horzum, 2011). Dinya Saglik Orgutd, dijital oyun bagimhligini bir akil saghgs
sorunu kapsaminda degerlendirmistir (WHO, 2018). Diinyada ve Tirkiye'de dijital teknolojilerin
yasamin her alanini derinden etkilemesi dijital oyun oynama stirelerindeki artis beraberinde dijital
oyun bagimhgini yayginlastirmistir. Dijital oyun bagimhhgr psikolojik agidan bireylerde yalnizlik,
kaygi, korku, siddete yonelme, yasam tatminsizligi, depresyon ve duyarsizlasma gibi bir takim
olumsuz sonuclar (Mentzoni, Brunborg, Molde ve Myrseth, 2011; Anderson, Gentile ve Buckley
2007) ortaya ¢ikarabilmektedir.

Dijital oyun bagimhligi bir davranis bagimhhgr sekli ve dijital araglarin kontrolsiiz kullanimi
olarak tanimlanmaktadir (Grisser ve Thalemann, 2006). Dijital oyunlar bireyler daha ¢ok bos
zamani degerlendirme etkinligi cercevesinde oynamakta ancak pek ¢ok birey icin bu bir bagimlihga
ve yasam tarzina dénusebilmektedir. Davranislar kontrol edememe bozuklugu olarak ifade edilen
dijital oyun bagimliligi, sosyal ve bireysel sorunlara, bir takim duygu ve distnsel bozukluklara
neden olmasina ragmen asiri oyun oynama isteginin kontrol edilemedigi bir davranis kontrol kaybi
olarak nitelendirilmektedir (Vollmer ve Randler, 2014). Dinya Saglik Orgiti [WHO] (2018)
bilgisayar oyun bagimliigini bir saglik problemi olarak degerlendirmistir. Ayni sekilde Saglik
Bakanhgi [S.B] (2018) da dijital oyun bagimliliginin tlkemizde giderek yayginlasan énemli bir kamu
sagligi sorununa donustigini ifade etmistir.

Young (2009) bagmmlhlik strecinin ilerlemesini durdurulmasi acisindan bagimlilik
belirtilerinin  fark edilmesinin 6nemli oldudunu belirtir. Young'a gore, bilgisayar oyun
bagimliiginda ilk olarak birey sorumluluklarini ihmal etmekte, zihni sirekli oyun oynamayi
distinmekte, oyun oynadigini cevresinden saklamakta, gittikce sosyallikten uzaklasarak sosyal
ortamlarda zaman gegirmek yerine bilgisayarda oyun oynamay tercih eder hale gelmektedir.
Kisinin ailesi tarafindan kendisine bilgisayar oyununa fazla zaman gegirdigi sdylendiginde bunu
kabul etmeyerek 6fke, saldirganlik gibi tepkisel davranislar sergileyebilmektedir (Young, 2009).

Dijital oyunlarindaki buyuk ilgi arastirmacilari bu oyunlarinin farkli boyutlarila ele almalarina,
siddet, aile iliskileri, okul basarisi, iletisim becerileri vb konular ile iligkisin olup olmadigini
arastirmaya yoneltmistir. Kurtbeyoglu (2018), ¢ocuklarda dijital oyun bagimhhgi ile obezite
arasindaki iliskiyi incelemis, dijital oyun bagimliliginin saglkli beslenme aligkanligini bozdugunu ve
obezite riskinin artirdigini ifade etmistir. Orhan (2018), ¢ocuklarin fiziksel aktivite seviyesi, dijital
oyun bagimlhgi ve dikkat dizeyleri arasinda iliskiyi, Aksel (2018) ortaokul 6grencilerinin dijital
oyun bagimliligi ile 6z denetim ve sosyal egilimleri arasindaki iliskiyi irdelemeye calismislardir.
Aktas (2018) ise, ortaokul o6grencilerinde dijital oyun bagimliiginin psikolojik saglamlik ve
saldirganlikla iliskisini irdelemistir.

Anderson ve Bushman (2002), dijital oyun bagmliliginin ¢ocuklarin yardimseverlik
duygularini korelttigini ve cocuklarin olumlu sosyal davranis godstermelerine engel oldugunu
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belirtirler. Vessey, Yim-Chiplis ve Mackenzie (1998), Dijital oyun bagimliliginin bireylerin sosyal
davranislari azalttigi ve sosyal iliskileri zayiflattigini ifade etmislerdir. Kelleci (2008) dijital oyun
oynama bagimhhginin cocuklarin ve genclerin yasamlarini, okul basarilarini ve ruh sagliklarini
onemli dlglide etkiledigini belirtir. Anderson, Gentile ve Buckley (2007) genglerin yogun bir sekilde
bagimliiga donlisen bilgisayar ve internette yogun zaman gegirmenin derslerinde basarisizliga
neden oldugunu belirtmektedir. Binali (2015) 367 lise 6grencisi ile yapmis oldugu calismada
internet bagimlilk diizeyleri ile akademik basari durumlari arasinda anlamli bir iliski oldugu ortaya
koymustur.

Cocuklarin dijital araglarin kullanimi konusunda yeterli bilgi ve donanim sahip olmamasi ev
ortaminda tek baslarina olmalari dijital araclara kolay ulasabilmeleri, onlarin bu araglarla daha cok
yonelmelerine ve daha cok zaman gecirmelerine neden olabilmektedir (Karaboga, 2019). Bunun
yani sira anne ve babalar da ¢cocuklarin bu araclara ydonelmesinde rol sahibi olabilmektedirler. Anne
babalar ¢ocuklarini oyalamak adina onalara tablet ve cep telefonu verebilmekte, bu araglarin
bilingsizce ve amag disi kullanilmasi ise ¢ocuklarin zamanla bagimliliga striklenmelerine neden
olabilmektedir (Cetinkaya, 2019). Amaci disinda kullanilan dijital araclarla cocuklar oyalamak
yerine glcll bir aile ici etkilesim ile cocugun given, inang, emniyet, karsilikli iliski, mizah ve keyif
duygularini yasamasini saglanabilir. Bu etkilesimin eglenceli bir bicimde strdirilmesi anne baba
ve ¢ocuk arasinda bag olugsmasini ve bu bagdin sonraki yillarda kalici olmasini saglar (Solter, 2018).

Cocugun duygusal gelisimini belirleyen en énemli unsurlardan birisi anne baba ve ¢ocuk
arasindaki iletisimdir (Kasatura, 2002). Teknolojik aletlerin ¢ocuklar tarafindan yogun kullaniimasi
anne ve babalarin son yillarda dile getirmis olduklari en dnemli sorunlardan biri olmustur. Bu
durum aile bireylerinin birbirlerinden uzaklagsmasina ve iliskilerinin zayiflamasina yol
acabilmektedir. Aileler, cocuklarinin bilgisayar oyunlari ile erken yaslarda karsilastiklarini,
cocuklarinin  bilgisayarla oynamasiyla ilgili endiselendiklerini belirtmislerdir (Cakir, 2013).
Glnimiuzde o6zellikle ¢ocuklarin bilgisayar oyunlarinda uzun sireler gegirmesi, bilgisayar oyun
bagimhhgi riskiyle birlikte aile iliskilerinin bozulmasina neden olabilmektedir. Aile ortami cocugun
ileride nasil bir yetiskin olacagi konusunda gti¢li bir etkiye sahiptir. Sagliksiz aile ortaminda yetisen
ve aile Uyeleri ile saglikli iliskiler gelistiremeyen cocuklar, bilgisayar oyun bagimhhgi gibi risklere
aclk hale gelmektedirler (Karacaoglu, 2019). Bilgisayar oyun bagimliligi pek ¢ok olumsuz riski
barindirmaktadir. Ozellikle kisinin aile ortami, 6z saygisi ve sosyal etkilesimleri de bagimlilikta
onemli risk faktorleri olarak belirtilmistir (Sakiroglu ve Akyol, 2018). Yapilan arastirmalar bagimlilik
egilimi ile anne baba tutumlari arasinda iliski oldugu ve bilgisayar ve oyun bagimhliginin cocugun
aile ile iletisimde glclikler yasanmasina neden oldugu (Kocak ve Kose, 2014) tespit edilmistir.

Bu calismada asagidaki sorulara cevap bulunmaya calisiimistir:

1. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri nasildir?

2. Ortaokul 6grencilerinin dijital oyun bagimhhk dizeyleri ile 6grencilerin cinsiyet, yas, aile
gelirleri, anne-babanin egitim seviyesi, oynadiklari oyun tiirQ ile oyun oynama sureleri
arasinda bir iliski var midir?

3. Ortaokul &grencilerinin dijital oyun bagdimhlik dizeyleri sosyal egilimlerinde fark
yaratmakta midir?

YONTEM

Bu calisma iliskisel tarama modelinde bir arastirmayi icermektedir. iliskisel tarama modelinde
korelasyon tiriinde ya da karsilastirma yolu ile iki ya da daha ¢ok degisken arasinda iliskisel
¢6ziimlemeler yapilabilmektedir (Karasar, 2005). Arastirmada 6nce ortaokul 6grencilerinin dijital
oyun bagimhlk dizeyleri belirlenmistir. Ardindan 6grencilerin dijital oyun bagimhlik dizeyleri
sinif, cinsiyet, yas, anne ve baba egitim dlzeyi, aile geliri, 6grencilerinin oynadiklari dijital oyun
turd, dijital oyunlar oynadiklari platform, ginlik dijital oyun oynama sikhgr ve dijital oyunlari
oynadiklari yere gore incelenmistir. Son olarak ortaokul 6grencilerinin dijital oyun bagimlilik
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dizeylerinin, sosyal egilimlerinde (sosyal uyumlarinda, maddeden kaginma davranislarinda,
siddetten kacinma davranislarinda, okul ve aile stattlerinde, hedef ve ideallerinde) bir fark yaratip
yaratmadigi tespit edilmeye calisiimistir.

Calisma Grubu

Bu calismanin yaratuldigia 2019-2020 6gretim yilinda Mersin ili genelinde kamu
ortaokullarinda 6grenim goéren yaklasik 112.440 6grenci bulunmaktaydi. Bu calismaya ise ayni
egitim 6gretim yili gliz doneminde, kamu ortaokullarinin 6, 7 ve 8. siniflarinda 6grenim gérmekte
olan 987 o6grenci katilmistir. Arastirmanin yaritildigu dénemin, tim dinyada ve Turkiye'de
Covid-19 salgini nedeniyle, sahadan veri toplamanin zorlasti§i bir déneme denk gelmis olmasi
nedeniyle, calisma grubuna kartopu 6rneklem yontemiyle ve cevrimici kosullarda ulasiimistir.

Calisma grubunda yer alan ortaokul 6grencilerine iliskin 6zellikler su sekildedir: Arastirmaya
katilan ortaokul 6grencilerinin % 52'si kiz 6grenci, % 47'si erkek 6grencidir. Arastirmaya katilan
ortaokul 6grencilerin % 44,5'i 8. sinifta, % 31,8'i 6. sinifta, % 23,7'si ise 7. siniftadir. Arastirmaya
katilan ortaokul 6grencilerin % 39,8'i 12 yasinda, % 27,6's 13 yasinda, % 22,7'si 14 yasinda, %
9,9'u ise diger yas kategorisinde yer almislardir. Arastirmaya katilan ortaokul 6grencilerinin anne
egitim durumunu inceledigimizde; ilkokul mezunu olanlarin % 41,9, ortaokul mezunu olanlarin %
13,8, lise mezunu olanlarin % 27,6, tniversite mezunu olanlarin % 11,1, okuryazar olmayanlarin ise
% 5,6 oraninda oldugu gorilmastir. Arastirmaya katilan ortaokul égrencilerinin baba egitim
durumunu inceledigimizde; ilkokul mezunu olanlarin % 34,9 oraninda, ortaokul mezunu olanlarin
% 17,7 oraninda, lise mezunu olanlarin % 30,4 oraninda, Universite mezunu olanlarin % 15,3
oraninda, okuryazar olmayanlarin ise % 1,7 oraninda oldugu gorilmektedir.

Veri Toplama Araclart

< oen

Bu arastirmanin verileri “11-20 Yas Ogrencilerde Sosyal Egilimler Olcegi” ile “Ortadgretim
Ogrencilerinin Online Oyun Bagimlihgr adli iki dlcek ve égrencilerin demografik 6zellikleri ve dijital
oyun oynama Ozelliklerinin soruldugu bir bilgi formu araciligi ile elde edilmistir. Arastirmacilar
tarafindan gelistirilen bilgi formunda ise, ortaokul 8grencilerinin sinif, cinsiyet, yas, anne babanin
egitimi, ailenin geliri, 6grencilerin oynadiklari dijital oyun tiiri, dijital oyunlari oynadiklar platform,
gunlik dijital oyun oynama sikligi ve dijital oyunlari oynadiklari yere iliskin toplam 10 soru yer
almaktadir.

Tekin ve digerleri (2007) tarafindan gelistirilen, “11-20 Yas Ogrencilerde Sosyal Egilimler
Olcegi” 6 alt boyuttan ve 26 sorudan olusmaktadir. Bu boyutlar sosyal uyum, maddeden kacinma
egilimleri, siddetten kaginma egilimleri, okul ortaminailiskin gérusler, aile ortamina iliskin gorusler,
hedef ve idealler ile ilgili egilimler seklinde tanimlanmustir. Olcedin genel glivenirliginin Cronbach's
Alfadegeri 0.794 (Duzeltilmis 0.811) olarak tespit edilmistir. “Online oyun bagimhhg: dlcegi”nin
orjinali Young (2009) tarafindan gelistirilmistir. Kdselioren (2017) tarafindan uyarlama calismasi
yapilan ve 20 maddeden olusan “Online oyun bagimlihigi 6lgeginin” i¢ tutarhhk katsayisi (Cronbach
Alpha) alpha=0.906 olarak bulunmustur. “Ortadgretim Ogrencilerinin Online Oyun Bagimliligi
Olcegi"ni gelistiren Young (2011)'un internet Bagimlisi Hastalarin Klinik Degerlendirmesi (Clinical
Assessment of Internet-Addicted Clients) isimli calismasinda katilimcilarin bagimlilik diizeylerini 4
asama olarak belirlemistir. Bu asamalardan birincisi olan 0-30 puan kontroliin bireyde oldugu
grubu, 31-49 arasindaki puan, kontrol kaybinin basladigi grubu, 50-79 puan araliginda olanlar risk
grubu ve 80-100 arasindaki puanlama da olanlar ise bagimli grubu nitelemektedir. Bu referanslar
Isiginda bu calismada da Young'un ortaya koydugu bagimlilik risk dlizeyleri esas alinmistir.

Verilerin Toplanmast ve Analizi

Arastirmada elde edilen veriler arastirma sorulari cercevesinde frekans, yizdelik, Ki kare,
Kruskal Wallis ve Man Whitney U analizleri kullanilarak incelenmistir. Ortaokul 6grencilerinin dijital
oyun bagimlilik diizeyleri betimleyici istatistiklerle; ortaokul 6grencilerinin dijital oyun bagimhhk
duzeyleri 6grencilerin cinsiyet, yas, aile gelirleri, anne-babanin egitim seviyesi, oynadiklari oyun
tlrd ile oyun oynama sireleri arasindaki iligkiler Ki kare ile incelenmistir. Ortaokul égrencilerinin
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sosyal egilimlerinin dijital oyun bagimlilik diizeylerine gére anlamli fark gosterip gostermedigini
inceleyen arastirma problemi icin dnce Kolmogorov-Smirnov degerleri ile garpikhk ve basiklik
katsayilarina gére normallik testi yapilmistir. incelenen Kolmogorov-Smirnov testi hata olasilik
degerlerinin 0,05'ten kiiclik olmasi sebebiyle verilerin normal dagdilim gostermedigi gértlmustdr.
Ayrica verilerin normalligi carpikligin ve basikligin standart degerleri hesaplanma kosulu ile de
incelenmistir. Veriler carpiklik (Skewness) ve basiklik (kurtosis) katsayilarinin standart hataya
bolinmesiyle elde edilen sonuclara gére +1,96 ile -1,96 arasinda degerlere sahip olmadig,
verilerin normal dagilim gostermedigi gorilmustir (Kalayci, 2016).

Normal dagihmin saglanmadidi gorildiginden arastirmaya katilan farkli oyun bagimlilik
dizey gruplarindaki 6grencilerin 6 sosyal egilim boyutuna yonelik puan dagihimlari arasindaki
fark Kruskall Wallis testi ile test edilmistir. Farklilik bulunan analizler icin farkin kaynagini bulmak
Uzere Man Whitney U testi kullaniimistir.

BULGULAR

Bulgular arastirma sorularinin sirasi izlenerek sunulmustur. Arastirma sorulari dogrultusunda
yapilan veri analizi sonuglar tablolarda gosterilmis ardindan ulasilan bulgular yaziimistir.

1. Ortaokul ogrencilerinin dijital oyun bagumliliklarnt ne diizeydedir? Ortaokul
ogrencilerinin dijital oyun bagumlilik diizeyleri ile cinsiyetleri, yaslar, aile
gelirleri, anne-babamn egitim seviyesi, oynadtklari oyun tiirii ve oyun oynama
siireleri arasinda bir iliski var mudur?

Young (2011) bagimlilik diizeylerini 4 asama olarak belirlemistir. Bu asamalardan birincisi olan
0-30 puan kontrolln bireyde oldugu grubu, 31-49 arasindaki puan, kontrol kaybinin basladigi grubu,
50-79 puan araliginda olanlar risk grubu ve 80-100 arasindaki puanlama da olanlar ise bagimli grubu
nitelemektedir. Arastirmaya katilan ortaokul 6grencilerinin % 51,4'Un{n risk grubunda, % 29,2'sinin
kontrol kaybinin basladigi grupta, %10'unun bagimli grupta, % 8,8'inin ise kontroliin bireyde
oldugu grupta yer aldigi belirlenmistir. Bu anlamda ortaokul 6grencilerinin yarisindan fazlasi dijital
oyun bagimliligi risk grubunda yer almaktadir.

Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyi ile cinsiyetleri arasinda bir iliski olup
olmadigi Ki Kare ile test edilmistir. Asagida 6nce bu analizden elde edilen frekans ve ylzde
degerlerini gosteren capraz tabloya yer verilmistir. Ardindan Ki kare degeri yorumlanmistir.

Tablo 1. Ortaokul 6grencilerinin dijital oyun bagimllik diizeyleri ile cinsiyetleri arasindaki iliski

Kontrollii Kontrol kaybi Risk grubu  Bagimh Toplam
grup grubu grup

w f 68 180 241 31 520
) Kiz % 6,9 18,2 24,4 3,1 52,7
,§ Erkek f 19 108 266 74 467
% 19 10,9 27,0 7,5 47,3
Toplam f 87 288 507 105 987
% 88 29,2 514 10,6 100

(x? =61,772 sd=3, p<0,05)

Yapilan ki-kare testi sonucunda, katiimcilarin dijital oyun bagimlilik dizeyi ile cinsiyetleri
arasinda istatistiksel olarak anlamli bir iliski oldugu goérulmustir. Kontrolli gruptaki kiz
ogrencilerin orani % 6,9 iken erkek dgrencilerin orani ise % 1,9 dur. Kontrol kaybinin basladigi
grupta ise kizlarin orani % 18, erkeklerin ise %10,9 olmustur. Riski grubunda bulunan kizlarin orani
% 24,4 iken, erkeklerin orani ise % 27 olmustur. Bagimli gruptaki kizlarin orani % 3,1 iken,
erkeklerin oraninin ise % 7,7 oldugu gorilmistir. Buna gore erkek 6grencilerin risk grubu ve
bagimli grupta yer alma oranlar kiz 6grencilere gére daha yiksektir.
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Tablo 2. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri ile aile gelirleri arasindaki iliski

Kontrollii Kontrol kaybi Risk Bagimh Toplam
grup grubu grubu grup
. f 39 140 243 56 478
- 2500 Lira ve alti % 4 142 246 5,7 48,4
= ©
= = . f 41 121 199 35 396
o R
& S 2500-5000 lira arasi % 42 12,3 202 35 40,1
)
- f 7 27 65 14 113
2000 ve azeri % 07 27 6,6 14 114
Toplam f 87 288 507 105 987
% 8.8 29,2 514 10,6 100

(x2 =6,526 sd=6, p>0,05)

Frekans ve yuzdeliklere gore &grencilerin bagimlilik durumlarinin gelir diizeyinin
yukselmesiyle dislis gosterdigi gortlmekle birlikte yapilan Ki-Kare testi sonucuna gore
katihmcilarin dijital oyun bagimlilik diizeyi ile aile gelirleri arasinda istatistiksel olarak anlamh bir
iliski bulunmamistir.

Tablo 3. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri ile anne egitim diizeyi arasindaki

iliski
Kontrollii Kontrol kaybi Risk Bagimh Toplam
grup grubu grubu grup
f 34 135 250 50 469
£ Okurvazar dedil+ilkokul mezunu % 72 28,8 53,3 10,7 47,5
B = f 14 44 68 10 136
2 Eﬂ' Ortaokul mezunu % 14 4,5 6,9 1 13,8
2 .g f 35 76 130 31 272
E: Lise mezunu % 3,5 7,7 13,2 3,1 27,6
f 4 33 59 14 110
Universite mezunu % 04 3.3 6 14 11,1
Toplam f 87 288 507 105 987
% 8.8 29,2 514 10,6 100
(x2 =13,876 sd=9, p>0,05) Not: Bu analiz icin Ki-Kare kosullarini saglamak tizere Okuryazar degil ve ilkokul mezunu kategorileri birlestirilmistir.

Yapilan Ki-Kare testi sonucunda, katilimcilarin dijital oyun bagimhlk diizeyi ile anne egitimi
arasinda anlamli bir iliski bulunmamistir. Arastirmaya katilan ortaokul 6grencilerinin anne egitim
durumunun dijital oyun bagimliligi davranislari acisindan farkhhk yaratmadigi gézlemlenmistir.
Frekans ve yuizdeliklere bakildiginda ise anne egitimi okuryazar degil+ilkokul dizeyinde olan
ogrencilerin kontrol kaybi grubu, risk grubu ve bagimli gruplarda yer alma oranlari en yuksektir.

Tablo 4. Ortaokul égrencilerinin dijital oyun bagimlilik diizeyleri ile baba egitim dlizeyi arasindaki

iliski
Kontrollii  Kontrol kaybi Risk Bagimh  Toplam
grup grubu grubu grup
f 24 104 181 44 344
£ Okurvazar dedil+ilkokul mezunu % 24 9,8 18,3 4,5 36,6
B o= f 20 55 82 18 175
® & Ortaokul mezunu % 2 10,5 83 18 17,7
s 3 f 33 86 155 26 300
3 Lise mezunu % 3.3 8,7 15,7 2,6 30,4
f 10 43 81 17 151
Universite mezunu % 1 44 8,2 1,7 15,3
Toplam f 87 288 507 105 987
% 88 29,2 51,4 10,6 100
(x2 =9,006 sd=9, p>0,05) Not: Bu analiz icin Ki-Kare kosullarini saglamak tizere Okuryazar degil ve ilkokul mezunu kategorileri birlestirilmistir.

Yapilan Ki-Kare testi sonucunda, katilimcilarin dijital oyun bagimhhk diizeyi ile baba egitimi
arasinda istatistiksel olarak anlamli bir iliski bulunmamistir. Arastirmaya katilan ortaokul
ogrencilerinin baba egitim durumunun dijital oyun badimliigi davranislari acisindan farklilik
yaratmadigi gozlemlenmistir. Frekans ve ylizdeliklere bakildiginda ise baba egitimi okuryazar
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degil+ilkokul dlizeyinde olan 6grencilerin kontrol kaybi grubu, risk grubu ve bagimli gruplarda

yer alma oranlari en yiksektir.

Tablo 5. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri ile yaslart arasindaki iliski

Kontrollii Kontrol kaybi Risk grubu Bagimh Toplam
grup grubu grup
f 31 117 207 38 393
= 12 vas % 31 11,9 21 39 39,8
S f 28 77 131 36 272
s 13 vas % 28 7,8 133 3,6 27,6
o f 21 71 110 22 224
g 14 vas % 21 7.2 1,1 2.2 22,7
f 7 23 59 9 99
Dider % 07 23 6 09 9.9
Toplam f 87 288 507 105 987
% 88 29,2 514 10,6 100

(72=7,942 sd=9, p>0,05)

Yapilan Ki-Kare testi sonucunda, katiimcilarin dijital oyun bagimlilik dizeyi ile yaslari
arasinda istatistiksel olarak anlamli bir iliski bulunmamistir. Arastirmaya katilan ortaokul
ogrencilerinin yaslarinin, dijital oyun bagimliigi davranislari agisindan farklilik yaratmadig
go6zlemlenmistir. Frekans ve yizdeliklere bakildiginda ise 12 yasinda olan 6grencilerin kontrol

kaybi grubu, risk grubu ve bagimh gruplarda yer alma oranlari en yiksektir.

Tablo 6. Ortaokul 6grencilerinin dijital oyun bagimllik diizeyleri ile oyun tiir(i arasindaki iliski

Kontrollii Kontrol kaybi  Risk Bagimh  Toplam
grup grubu grubu grup
Savas oyunlari f 33 139 296 80 548
% 33 14,1 30 81 55,3
Spor oyunlari f 1 11 16 2 30
g % 0,1 1,1 1,6 0,2 3
'-;-:' Yarig oyunlari f 31 64 103 15 213
3 % 3,1 6,5 10,5 15 21,6
(o) Bilmece, bulmaca, zeka f 16 48 57 4 125
ve puzzle oyunlarn % 1,6 4,9 58 0,4 12,7
f 6 26 35 4 71
Diger % 0,6 2,6 35 04 7.2
Toplam f 87 288 507 105 987
% 87 29,2 514 10,6 100

(x2 =45,747 sd=12, p<0,05)

Yapilan Ki-Kare testi sonucunda, katilimcilarin dijital oyun bagimhhk dizeyi ile oynadiklar
oyun turleri arasinda istatistiksel olarak anlaml bir iliski bulunmustur. Kontrol kaybi, risk ve bagiml
gruplarda yer alan 6grencilerin en fazla savas oyunlarini, en az da spor oyunlarini oynadiklari

gorilmektedir.

Tablo 7. Ortaokul 6grencilerinin dijital oyun bagimlik diizeyleri ile oyun siiresi arasindaki iliski

Kontrollii grup Kontrol kayb1  Risk Bagimh Toplam
grubu grubu grup

1 saat ve alti f 63 145 131 11 350

% 6,4 14,7 13,3 1.1 35,5

1 ve 2 saat arasi f 18 100 178 29 325

_g % 1,8 10,1 18 29 32,9
: 2 ve 3 saat arasl f 4 25 93 9 131

3, % 04 2,5 9,4 09 13,3
o 3 ve 4 saat arasl f 1 10 52 13 76
% 0,1 1 53 1.3 7,7

4 saat Uzeri f 1 8 53 43 105

% 0,1 0,8 54 4,4 10,6

Toplam f 87 288 507 105 987
% 8,8 29,2 51,4 10,6 100

(x2=243,800 sd=12, p<0,05)
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Yapilan Ki-Kare testi sonucunda, katihmcilarin dijital oyun bagimhhk diizeyi ile oyun oynama
slreleri arasinda istatistiksel olarak anlamli bir iliski bulunmustur. Kontrol grubunda yer alan
ogrencilerin daha ¢ok 1 saat ve alti stirede oyun oynadiklari, bagimli grupta yer alan 6grencilerin
en fazla 4 saat ve Uzeri dijital oyun oynadiklar gorilmektedir. Oyun oynama siiresi arttikca
ogrencilerin bagimhk diizeyleri de ylkselis gostermektedir.

2. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri sosyal egilimlerinde fark
yaratmakta mudur?

Ortaokul 6grencilerinin dijital oyun bagimhlk dizeylerinin sosyal egilimlerinde fark yaratip
yaratmadigi, sosyal uyum, maddeden kaginma, siddetten kaginma, okuldaki statd, ailedeki statd,
hedef ve idealler olmak lzere alti boyutta incelenmistir.

Tablo 8. Ortaokul égrencilerinin sosyal uyumlarinin dijital oyun bagimlilik diizeylerine gére
anlaml farklilik gésterip géstermediginin incelenmesi

Oyun bagimllik diizeyleri N x sd  KiKare p Anlaml fark

1. Kontroliin Bireyde Oldugu Grup 76 441,50

2. Kontrol Kaybinin Basladigi Grup 252 439,79 3 12,385 0,006*  2-3 arasinda

3. Risk Grubu 450 426,12

4. Bagimh Grup 87 441,50

Kruskall Wallis testi sonucunda ortaokul 6grencilerinin sosyal uyum diizeylerinin dijital oyun

bagimlilik dizeylerine gore istatistiksel olarak anlamli bir farklilik g&sterdigi belirlenmistir. Diger
bir deyisle, ortaokul &6grencilerinin oyun bagimhlik dizeyleri sosyal uyumlarinda farkhhk
yaratmaktadir.

Tablo 9. Ortaokul égrencilerinin sosyal uyumlarindaki farkliigin hangi dijital oyun bagimlilik
diizeylerine gére gerceklestigine ybnelik Mann Whitney U testi sonuglart

Oyun bagumlulik diizeyleri N Sira ortalamasi U Y4 p
1.Kontroliin Bireyde Oldugu Grup 76 165,00 9538,000 -0,549 0,583
2.Kontrol Kaybinin Basladigi Grup 252 164,35

1.Kontroliin Bireyde Oldugu Grup 76 271,50 16492,00 -1,668 0,095
3. Risk Grubu 450 262,15

1.Kontroliin Bireyde Oldugu Grup 76 82,00 3306,00 ,000 1,000
4. Bagimh Grup 87 82,00

2. Kontrol Kaybinin Basladigi Grup 252 358,61 54908,00 -2,611 0,009*
3. Risk Grubu 450 347,52

2. Kontrol Kaybinin Basladigi Grup 252 169,83 10918,50 -,588 0,557
4. Bagimh Grup 87 170,50

3. Risk Grubu 450 267,45 18879,00 -1,784 0,074
4. Bagimh Grup 87 277,00

Gozlenen farkliigin hangi gruplar arasinda kaynaklandigini belirlemek amaciyla yapilan
Mann Whitney U testi sonuclarinda yalnizca “Kontrol Kaybinin Basladigi Grup” ile "Risk Grubu”
arasinda fark oldugu ortaya konulmustur. Dider gruplar arasinda ise anlaml bir fark
gorilmemistir. Kontrol kaybinin basladigr gruptaki 6grencilerin  sosyal uyuma iliskin sira
ortalamalari risk grubundaki 6grencilere gore daha yiiksektir.

Tablo 10. Ortaokul &grencilerinin maddeden kacinma egilimlerinin dijital oyun bagimlilik
diizeylerine gére anlamli farklilik gésterip géstermediginin incelenmesi

Oyun bagimhlik diizeyleri N Sira sd Ki P Anlamh
ortalamasi Kare fark

1. Kontroliin Bireyde Oldugu Grup 73 504,44

2. Kontrol Kaybinin Bagladigi Grup 271 449,61 3 19,5 0,000* 1-3,2-3

3. Risk Grubu 479 438,22 63 ve 2-4

4. Bagimli Grup 87 527,91 arasinda
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Kruskall Wallis testi sonucunda ortaokul 6grencilerinin maddeden kaginma diizeylerinin
dijital oyun badimlilik duzeylerine gore istatistiksel olarak anlamli bir farkhlik gosterdigi
belirlenmistir. Diger bir deyisle, ortaokul 6grencilerinin oyun bagimlilik dizeyleri maddeden
kacinmalarinda farklilik yaratmaktadir.

Gozlenen farkhihgin hangi gruplar arasinda kaynaklandigini belirlemek amaciyla Mann
Whitney U testi ylritilmuastar.

Tablo 11. Ortaokul 6grencilerinin maddeden kacinma egilimlerinin hangi dijital oyun bagimlilik
gruplarina gore gerceklestigine yénelik Mann Whitney U testi sonuclart

Oyun bagimhlik diizeyleri N Sira V) Y4 P
ortalamasi

1.Kontroliin Bireyde Oldugu Grup 71 188,87 8696,500 -2,119 0,034

2.Kontrol Kaybinin Basladigi Grup 271 168,09

1.Kontroliin Bireyde Oldugu Grup 73 311,31 14942,500 -2,567 0,010*

3. Risk Grubu 479 271,20

1.Kontroliin Bireyde Oldugu Grup 73 78,26 3012,000 -977 0,329

4. Bagimh Grup 87 82,38

2. Kontrol Kaybinin Basladigi Grp. 271 381,51 63276,500 -,724 0,469

3. Risk Grubu 479 372,10

2. Kontrol Kaybinin Basladigi Grp. 271 172,01 9759,000 -3,310 0,001*

4. Bagimh Grup 87 202,83

3. Risk Grubu 479 274,93 16729,500 -3,805 0,000*

4. Bagimh Grup 87 330,71

Ogrencilerin maddeden kaginma egilimlerinde gézlenen farklihgin hangi gruplar arasinda
oldugunu belirlemek amaciyla yapilan Mann Whitney U testi sonuglarinda ilk olarak “Kontroliin
Bireyde Oldugu Grup” ile “Risk Grubu"u arasinda fark oldugu belirlenmistir. Daha sonra “Kontrol
Kaybinin Basladigi Grup” ile “Bagimli Grup” arasinda fark oldugu belirlenmistir. En son olaraktan
“Risk Grubu” ile "Bagimli Grup” arasinda fark oldugu ortaya konulmustur. Diger gruplar arasinda
ise anlamli bir fark kaydedilmemistir. Kontroliin bireyde oldugu grupta yer alan 6grencilerin
maddeden kaginma puan sira ortalamalarinin risk grubundaki 6grencilerinkinden, bagimli
gruptaki 6grencilerin maddeden kaginma puan sira ortalamalarinin kontrol kaybinin basladigi
gruptaki ogrencilerden ve bagimli gruptaki 6grencilerin maddeden kaginma puan sira
ortalamalarinin risk grubundaki 6grencilerden yiksek oldugu gorilmdiistir.

Tablo 12. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri siddetten kacinma
davranislarinda fark yaratip yaratmadiginin incelenmesi

Oyun bagimhilik diizeyleri N Sira ortalamasi sd Ki Kare p Anlaml fark
1. Kontrollin Bireyde Oldugu Grup 80 528,05 yok

2. Kontrol Kaybinin Basladigi Grup 274 481,04 3 4,742 0,192

3. Risk Grubu 494 460,65

4. Bagimh Grup 101 486,79

Analizler sonucunda ortaokul 6grencilerinin siddetten kaginma duzeylerinin dijital oyun
bagimlilik dlzeylerine gore istatistiksel olarak anlamli bir farklik gdstermedigi belirlenmistir.
Diger bir degisle, ortaokul 6grencilerin oyun bagimlik dizeyleri siddetten kacma egilimlerinde
farklilik yaratmamaktadir.

Tablo 13. Ortaokul 6grencilerinin dijital oyun bagimldik diizeylerinin okul statiilerinde fark
yaratip yaratmadiginin incelenmesi

Oyun bagimhilik diizeyleri N Sira ortalamasi sd Ki Kare p Anlaml fark
1. Kontroliin Bireyde Oldugu Grup 86 471,94 3 2,801 0, yok

2. Kontrol Kaybinin Basladigi Grup 284 502,41 42

3. Risk Grubu 497 48422 3

4. Bagimh Grup 102 451,31
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Ortaokul 6grencilerinin dijital oyun bagimhlik dizeylerinin okul statilerinde fark yaratip
yaratmadigini  inceledigimizde istatistiksel olarak anlamli  bir farkhlik g&stermedigi
gozlemlenmistir. Diger bir deyisle, ortaokul 6grencilerin oyun bagimhlk dizeylerinin okul
statllerinde anlamli bir farklilik yaratmadigr gézlenmistir.

Tablo 14. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerinin aile statiilerinde fark yaratip
yaratmadginin incelenmesi

Oyun bagimhilik diizeyleri N Sira ortalamasi sd Ki Kare p Anlaml fark
1.Kontroluin Bireyde Oldugu Grup 83 464,04 3 12,360 0,006* 3-4

2. Kontrol Kaybinin Basladigi Grup 274 488,38 arasinda

3. Risk Grubu 494 452,15

4. Bagimh Grup 95 549,87

Ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerinin aile statilerinde fark yaratip
yaratmadigini inceledigimizde istatistiksel olarak anlamli bir farklihk gézlemlenmistir. Gozlenen
farkhhgin hangi gruplar arasinda kaynaklandigini inceledigimizde “Risk grubu” ile “Bagimh grup”
arasinda anlamli bir farklilik oldugu gézlemlenmistir.

Tablo 15. Ortaokul Ggrencilerinin aile statiilerinde farkliigin hangi dijital oyun bagimlilik
gruplarina gore gerceklestigine yénelik Mann Whitney U testi sonuglart

Oyun bagimhilik diizeyleri N Sira ortalamasi U z p
1.Kontroliin Bireyde Oldugu Grup 83 171,80 10773,500 -, 758 0,448
2.Kontrol Kaybinin Basladigi Grup 274 181,18

1.Kontroliin Bireyde Oldugu Grup 83 295,30 19978,000 -,386 0,700
3. Risk Grubu 494 287,94

1.Kontroliin Bireyde Oldugu Grup 83 80,93 3231,500 -2,210 0,027
4. Bagimh Grup 95 96,98

2. Kontrol Kaybinin Basladigi Grp. 274 403,71 62413,500 -1,858 0,063
3. Risk Grubu 494 373,84 29
2. Kontrol Kaybinin Basladigi Grp. 274 178,48 11229,00 -2,106 0,035
4. Bagimh Grup 95 203,80

3. Risk Grubu 494 285,37 18706,500 -3,266 0,001*
4. Bagimh Grup 95 345,09

Ogrencilerin aile statiilerinde gdzlenen farkliligin hangi gruplar arasinda kaynaklandigini
belirlemek amaciyla yapilan Mann Whitney U testi sonuclarinda ilk olarak “Risk grubu” ile “Bagimli
grup” arasinda fark oldugu belirlenmistir. Diger gruplar arasinda ise anlamli bir fark
kaydedilmemistir. Aileleriyle ilskilerine yonelik olumlu gorisleri iceren bu boyuta iliskin bagimli
gruptaki 6grencilerin puan sira ortalamalari risk grubundaki 6égrencilerden daha yiksektir.

Tablo 16. Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri hedef-ideallerinde fark yaratip
yaratmadginin incelenmesi

Oyun bagimhilik diizeyleri N Sira sd Ki P Anlamh
ortalamasi Kare fark

1.Kontroliin Bireyde Oldugu Grup 85 508,78 3 2,335 0,506 yok

2. Kontrol Kaybinin Basladigi Grup 278 494,01

3. Risk Grubu 496 474,79

4. Bagimh Grup 104 462,40

Ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerinin hedef ve ideallerinde fark yaratip
yaratmadigini  inceledigimizde istatistiksel olarak anlamh bir farkliik gd&stermedigi
gozlemlenmistir. Diger bir degisle, ortaokul 6grencilerin oyun bagimlilik diizeylerinin hedef ve
ideallerinde anlamli bir farklilik yaratmadigi gézlenmistir.
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TARTISMA, SONUC VE ONERILER

Bu calismada ulasilan sonuglara gore ortaokul 6grencilerinin bagimlilik dizeylerinin ylksek
oldugu, égrencilerin % 51,4'Gnln risk grubunda, % 29,2'sinin kontrol kaybinin basladigi grupta,
%10'unun bagimli grupta, sadece % 8,8'inin ise kontroliin bireyde oldugu grupta yer aldigi tespit
edilmistir. Bu veriler bize arastirmaya katilan ortaokul 6grencilerinin yarisina yakininin dijital oyun
bagimliidi acgisindan risk grubunda bulundugunu, sadece % 8,8'inin kontroli ellerinde
bulundurduklarini ve bilingli birer kullanici olduklarini gdstermektedir. Alanyazina bakildiginda
mevcut arastirmanin bulgularina paralellik gosteren calismalarla karsilasiimistir.  Glvendi,
Tekkursun Demir ve Keskin (2019) de ortaokul égrencileri ile yaptiklari arastirmada 6grencilerin
dijital oyun bagmhhginda riskli grupta yer aldiklarini bulmuslardir. Can-Bilgin (2015)
arastirmasinda ortaokul 6grencilerinin bilgisayar oyun bagimliiginin riskli diizeyde oldugunu
tespit etmis ve bilgisayar oyun bagimhhginin ergenler Gzerinde bir risk faktéri oldugunu
vurgulamistir. Talan ve Kalinkara (2020) ise ortaokul dgrencilerinde bilgisayar oyunu bagimhlik
diizeyi puanlarinin orta diizeyde oldugunu belirlemistir.

Mevcut arastirmanin bulgularina gore kiz ve erkek &grencilerin dijital oyun bagimlilik
dizeyleri farklik gostermektedir. Erkek 6grencilerin kiz 6grencilere oranla bagimlilik diizeylerinin
daha yiuksek oldugu goértlmustir. Alanyazinda yer alan pek ¢ok calismada da (Aksel, 2018;
Gonlltas ve Atic, 2014; Hazar ve Hazar, 2017; Sherry, 2001; Yilmaz, 2008) benzer sonuglara
ulasildigi tespit edilmistir.

Bulgulara gore ortaokul égrencilerinin dijital oyun bagimliik dizeyleri ile oyun oynama
sUresi arasinda istatistiksel olarak anlamli bir iliski bulunmustur. Givendi, Tekkursun Demir ve
Keskin (2019) de cocuklarinin dijital oyun oynama siresine sinir koymayan ebeveynlerin
cocuklarinin ve dijital oyun oynama slresi yiksek olan cocuklarin dijital oyun bagimlilig
dizeylerinin ylksek oldugu sonucuna ulasmistir. Dijital oyunlara harcanan zamanin siresi
bagimliigin kriterlerinden biri olarak degerlendiriimektedir. Oyuna ayrilan sire artikca bagimli
olma duzeyi de o derecede artmaktadir (Roe ve Muijs, 1998). Hazar ve Hazar (2017) ve Akgayir
(2013), dijital oyunlara ayirilan zaman artmasiyla birlikte bireylerin saldirganlik dizeyinin de
arttigini kaydetmistir. Dijital ekranlar karsisinda gegirilen zaman artik¢a okul performansinda da
disus kaginilmaz olabilmektedir. Oyunlar icin harcanan zamanin artmasi ile hem bireysel yasamda
hem de sosyal iliskilerde bir gerilemeye neden olabilmektedir.

Arastirmamizda katilimcilarin dijital oyun bagimliik dizeyleri ile oynadiklari oyun tirleri
arasinda istatistiksel olarak anlamli bir iliski bulunmustur. Farkli bir drneklemde calisan Bekir (2018)
oynanan oyun tiri agisindan gevrimigi oyun bagimlilik diizeylerini karsilastirmis ve PubG oyununu
oynayan dgrencilerin bagimlilik diizeylerinin daha yliksek oldugunu, facebook oyunlarini oynayan
ogrencilerin bagimlilik diizeylerinin daha duslk oldugu sonucuna ulagsmistir. Erkek 6grencilerin kiz
ogrencilere oranla bagimlilik diizeylerinin daha yiiksek oldugu daha 6nce belirtilmisti. Bu fark oyun
turlerinde de kendini gosterebilmektedir. Kinzie ve Joseph (2008) video oyunlarinin daha ¢ok erkek
cocuklar tarafindan tercih edildigini, siddet icerikli oyunlarin daha ¢ok erkek ¢ocuklar tarafindan
oynandigini, kiz cocuklarinin ise daha ¢ok siddet icerigi olmayan oyunlar tercih ettigini ortaya
koymustur. Quaiser-Pohl, Geiser ve Lehmann (2006) ortaokul 6grencileri ile yaptigi calismada, kiz
ogrencilerin daha ¢ok mantik ve beceri gerektiren oyunlar oynamayi tercih ederken, erkek
ogrencilerin aksiyon ya da simulasyon tiri oyunlari tercih ettikleri bulgusunu elde etmislerdir

Arastirmaya katilan ortaokul 6grencilerinin aile gelir durumlarinin ve yaslarinin, dijital oyun
bagimliigi davranislar acisindan farkhlik yaratmadigi goézlemlenmistir. Konuyla ilgili yapilan
benzer calismalarda ise ailenin ekonomik durumu ile oyun bagimlilik diizeyleri arasinda iligki
oldugu gorilmektedir. Cavus, Ayhan ve Tuncer (2016) gore, gelir seviyesi arttikca bagimhlik dizeyi
artmaktadir. Bu durumun sebeplerinden birisi oyunlara harcanan paradir. Clnkl oyunlara
harcanan para ile bagimlilik diizeyi arasinda da benzer bir iliski s6z konusudur. Simsek ve Karakus
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Yilmaz (2020) da anne babanin egitim dlizeyi, sosyoekonomik diizey, dijital araclara ve imkanlara
sahip olma ve oyun oynama diizeyi arttikga bagimliligin arttigini belirtmektedir.

Bu calismada ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerinin sosyal egilimlerinde
kismen fark yarattigi ortaya konulmustur. Arastirmanin son sorusu kapsaminda ulasilan bulgulara
gore ortaokul ogrencilerinin dijital oyun bagimhhk dizeylerinin sosyal uyum dizeylerinde,
maddeden kaginma davranislarinda ve aile statilerinde anlamli bir farkhlik yarattigi gézlenirken;
oyun bagimlilik dizeylerinin siddetten kagma egilimlerinde ve hedef ideallerinde ise anlamli bir
farkhhk yaratmadigi belirlenmistir.

Sosyal uyum ve sosyal beceriler ile digital oyun bagimliligi iliskisi alanyazinda ilgi odagi
olmus bir konudur. Mevcut arastirmanin bulgularina gore ortaokul 6grencilerinin dijital oyun
bagimlilik diizeylerinin sosyal egilimlerinde kismen fark yaratmaktadir. Farkin hangi bagimlilik
gruplari arasinda oldugu incelendiginde kontrol kaybinin basladigi gruptaki 6grencilerin sosyal
uyuma iliskin sira ortalamalari risk grubundaki 6grencilere goére daha ylksek oldugu
go6zlemlenmistir. Festl, Scharkow ve Quand (2013) yaptigi calismada da ortaokul dgrencilerinin
sosyal uyum dizeylerinin dijital oyun bagimlilik dizeylerine gore istatistiksel olarak anlamli bir
farkhhk gosterdigi belirlenmistir. Zamani ve digerleri (2010) ise lise 6grencileri lizerinde yaptiklari
calismada dijital oyunlara bagimhlik arttikca sosyal becerinin zayifladigini ortaya koymustur.
Ortaokul 6grencilerinin dijital oyun bagimlilik dizeylerinin maddeden kaginma davranislarinda
fark yaratmakta oldugu ve farkin “kontroliin bireyde oldugu grup” ile “risk grubu” arasinda,
“kontrol kaybinin basladigi grup” ile "bagiml grup” arasinda, son olaraktan “risk grubu” ile
"bagimli grup” arasinda fark oldugu gézlemlenmistir. Kontroliin bireyde oldugu grupta yer alan
ogrencilerin maddeden kaginma puan sira ortalamalarinin risk grubundaki &grencilerinkinden,
bagimli gruptaki 6grencilerin maddeden kaginma puan sira ortalamalarinin kontrol kaybinin
basladigi gruptaki 6grencilerden ve bagimli gruptaki 6grencilerin maddeden kaginma puan sira
ortalamalarinin risk grubundaki &grencilerden yiiksek oldugu goérilmustir. Son iki gruplar
arasindaki farklar incelendiginde beklenmedik bicimde bagmhlk dizeyi arttikca maddeden
kacinma puanlarinin arttigi gézlemlenmistir.

Maddeden kaginma ve dijital oyun bagimliligi konusunda alanyazinda farkli bulgularla
kargilagilmistir. Ornegin Aksel'in (2018) arastirmasinda ortaokul 6grencilerinin dijital oyun
bagimlilik diizeyleri ile maddeden kaginma egilimleri arasinda istatistiksel olarak anlamli bir iligki
tespit edilememistir. Benzer bicimde Can ve Demir (2020) sporcularla yaptiklar arastirmalarinda
zararli aliskanliga sahip olma durumuna gore oyun bagimliligi ve dijital oyun bagimliligina iligkin
anlaml farkhlik saptanmadigini belirtmekledir. Uniibol ve digerleri (2020) ise erkek olmak, geng
olmak, egitim dizeyinin disik olmasi, bekar olmak, psikiyatrik sikinti, olumlu ve olumsuz
duygulanim ve yetiskinlere kaygili baglanma, alkol ve sigara kullanmanin problemli oyun oynama
ile pozitif iliskisi oldugunu bulmustur.

Ortaokul 6grencilerinin dijital oyun bagimlilik diizeyleri siddetten kaginma davranislarinda
fark yaratmakta midir? sorusuna iliskin yapilan analizler sonucunda ortaokul 6grencilerinin
siddetten kaginma duzeylerinin dijital oyun bagimlilik diizeylerine gore istatistiksel olarak anlaml
bir farkhilik gostermedigi belirlenmistir. Aksel'in (2018) calismasinda ise ortaokul 6grencilerinin
dijital oyun bagimlilik diizeyleri ile siddet egilimleri arasinda pozitif yonde disiik diizeyde anlamli
bir iliskinin oldugu, ortaokul &grencilerinin siddet egilimleri arttikca dijital oyun bagimlilik
dizeylerinin distk dizeyde de olsa arttigi ifade edilmistir. Evcin (2010) siddet igerikli dijital
bilgisayar oyunlarinin ilkdgretim kademesindeki 6grencilerin fiziksel, sézel siddet davranislarina
neden oldugunu, 6grencilerin 6fke, saldirganlik puanlarinda bir artisa neden oldugunu ortaya
koymustur.

Ortaokul 6grencilerinin dijital oyun bagimlilik diizeylerinin okul statilerinde fark yaratip
yaratmadigini inceledigimizde istatistiksel olarak anlamli bir farklihk gézlemlenmemistir. Aksel'in
(2018) calismasinda da ortaokul dgrencilerinin dijital oyun bagimlilik diizeyleri ile okul statileri
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arasinda istatistiksel olarak anlamli bir iliski tespit edilememistir. Mevcut arastirmanin
bulgularindan farkli olarak Orhan (2018) 10-14 yas araligindaki cocuklarda dijital oyun
bagimhhginin azaldikca dikkat duzeylerinin de arttigini séylemistir. S6zkonusu arastirma dijital
bilgisayar oyunlarinin ¢ocuklarin dikkat ve biligsel faaliyetlerini énemli dlglide etkiledigini ortaya
koymustur.

Bulgularda, ortaokul dgrencilerinin dijital oyun bagimlilik dizeylerinin aile statilerinde
istatistiksel olarak anlamli bir farklilik gosterdigi gozlemlenmistir. Gozlenen farkhiligin hangi
gruplar arasinda kaynaklandigini inceledigimizde “risk grubu” ile “bagimli grup” arasinda anlamli
bir farklilik oldugu gézlemlenmistir. Aileleriyle ilskilerine ydnelik olumlu gorisleri igeren bu boyuta
iliskin bagimh gruptaki 6grencilerin puan sira ortalamalari risk grubundaki 6grencilerden daha
yuksektir. Buna karsin Aksel'in (2018) arastirmasinda ortaokul 6grencilerinin dijital oyun bagimhlik
dizeyleri ile aile statlist arasinda istatistiksel olarak anlamli bir iliski tespit edilememistir.

Dijital oyunlarin giderek yayginlasmasi ayni zamanda dijital oyunlarin ézelliklerinden dolayi
bagimlilik Uretiyor olmasi, 6grencilerin sosyal ve bireysel yasami Uzerinde Snemli riskler
barindirmaktadir. Dijital oyun bagimliligi Diinya Saglik Orgiitti (WHO, 2018) tarafindan bir zihinsel
saglik sorunu ayni zamanda bir akil hastaligi olarak kabul edilmektedir. Diinyada ve Turkiye'de
dijital oyun oynayan bireylerin sayisi, basta ©6grenciler olmak Uzere, her gecen giin artis
gOstermektedir. Dijital ortamlarda oyunlarla fazla zaman gegirme beraberinde bagimliligi da
getirebilmektedir. Bu anlamda 6grencilerin okuldaki egitim streclerini daha verimli gecirmesi, aile
ortamlarinda daha saglikl bir iliski yasamalari, dijital teknolojileri bilingli bir sekilde kullanip, sosyal
cevredeki arkadaslariyla saglkl bir iletisim kurabilmeleri acisindan 6grencilerin dijital medya
konusunda egitilmesi 6nem kazanmaktadir. Ogrencilerin dahil olduklarn okullar tarafindan
saglanacak bilingli ydnlendirme, kontrol ve izlemelerle yararli oyunlar ya da oyunlarin yararli olan
yanlari 6n plana cikarilarak egitim ve 6gretimin bir araci olmalari saglanabilir (Toprakgi, 2017).

Ogrencilerin dijital medya konusunda egitiimesi éncelikle devlete ve aileye dnemli gérevler
yuklemektedir. Buna iliskin su 6nerilerde bulunulabilir: Aile ve Sosyal Glvenlik Bakanligi ve Saglik
Bakanhginin isbirligi ile koordineli calismalar yuritilebilmelidir. Hedef kitlelere yonelik olarak
ogrencilere, ebeveynlere, 6gretmenlere medya araclari (TV, radyo, dijital ortamlar vb.) zorunlu
kamu spotlar yayimlanabilir. Aile ve Sosyal Guvenlik Bakanlidi ile Saglik Bakanhigi tarafindan
hazirlanacak kamu spotlari televizyon kanallarinda dijital oyun bagimliligi ile ilgili risk ve tehditleri
dile getiren haber ve program yayinlarina yer verilebilir. Cocuklar ve gencler tarafindan izlenen
programlara dijital oyun bagimhhgi ile ilgili mesajlar yerlestirilebilir.

Anne ve babalarin ev ortaminda sikilan ¢ocuklarini oyalamak igin kolaya kagarak, televizyon
ve bilgisayar ekranlarina bakici roltini vermesi, onlari bu araglarla bas basa birakmasi ¢ocuklarin
teknolojiye bagimliliklarinin artmasini kaginilmaz hale getirebilmektedir. Bu anlamda anne ve
babalarin, cocuklarin dijital teknolojilerin bilingli kullaniimasi konusunda bilgilendirmeleri 6nem
arz etmektedir. Ebeveynlerin, cocuklarin ekran basinda iken hangi mecralarda vakit gegirdiklerini
takip edebilmeleri, cocuklara yasak koymasi degil yol gosteren birer rehber roliini Gstlenmeleri
onemli hale gelmektedir. Anne-babalarin dijital oyunlar, cocuklara 6dil ya da ceza gibi
sunmamasi gerekliligi ortaya ¢ikmaktadir. Anne ve babanin ¢ocugun ilgisini cekebilecek bagka
aktivitelere yonlendirmesi, birlikte sinemaya veya tiyatroya gitmesi cocukla beraber sanatsal
etkinliklere katilmasi, spor yapabilmesi uygun tercihler olarak karsimiza ¢ikmaktadir. Cocuklarin
dijital ekranlar karsisinda fazla zaman gecirmesini 6nlemenin en kolay yontemlerden biri, onlarla
daha cok zaman gecirmektir. Anne ve babalarin cocukla beraber aktiviteler yapmasi ¢ocuklarin
ekran bagimlisi olmasinin dniine gegebilecektir. Cocuklari faydali oyunlara (zeka oyunlari, mantik
oyunlari vb.) yonlendirerek zihinsel becerilerinin de gelismesine destek saglanabilir. Anne-babalar
kendilerinin dijital ekranlar karsisinda gecirdikleri zamani kontrol ederek cocuga 6rnek olabilmesi,
¢ocugu gezi, spor, sanat, tiyatro, yarisma, ekran disi oyun vb. faaliyetlere tesvik edebilmesi
konunun 6nemli bir boyunu olusturmaktadir. Anne ve babalarin zaman zaman dijital ekranlari
kapatarak cocuklarina 6rnek olabilecek beraber kitap okuma, miizik dinleme ya da oyun oynama
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konusunda ugras vererek model olabilmesi, 6zellikle ekran disi geleneksel klasik oyunlara
yonlendirmesi cocugun fiziksel, bilissel ve ruhsal gelisimi agisindan 6nemli katkilar saglayacaktir.
Manap ve Durmus'a goére (2021), cocuklarin gelecekte bilingli teknoloji kullanicisi bireyler
olabilmeleri adina anne babalara bir takim gorevler diismektedir. Cocuklarin bilisim aracglarini
saglikli kullanimi konusunda yalnizca annelerin degil, babalarin da rol ve sorumluluk tstlenmeleri,
ailelere cocukla saglkli iliskiler kurmalari, dijital araglari yasaklamak yerine, dijital ara¢ kullanimi
konusunda ailelerin ¢ocuklara destek vermeleri Ebeveynlerin, ¢ocuklari ile birlikteyken dijital
araclar ile gecirdikleri stireyi en aza indirebilmeleri yapilabilecek 6neriler arasindadir.

Dijital oyun bagimliligi son yillarda tim dinyada ve Ullkemizde hizla yayilan davranissal
saglk sorunu olarak degerlendiriimekte, buna 6nlem alinmadi§i takdirde gelecekte daha ciddi
sosyal sorunlarin ortaya c¢ikaracagi, uzmanlar tarafindan kabul goérmektedir. Toplumlarin
ilerlemesi, kalkinmasi ve zenginlesmesi bilisim teknolojilerini akilci ve yenilikci bir bicimde
kullanmasina bagl oldugu, icinde bulundugumuz bilgi ve iletisim caginda teknolojik araclari
dogru, etkin ve bilingli kullanan toplumlarin basarili olacagi agiktir.
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Abstract

The aim of this study is to propose a draft education program for mothers
to support the participation of mothers in the literacy education process of
children with special learning disability and to examine the results of the
application by applying the draft program. Qualitative data collection
methods such as interview, observation, researcher diary was used in the
study, which was designed as a program development research. The
participants of the study were determined by using criterion sampling, one
of the purposive sampling methods and four children with special learning
disability are their mothers and teachers. In the analysis of the obtained
data, descriptive analysis was performed using the MAXQDA qualitative
data analysis program. In order to ensure validity and reliability in the
study; data diversity, expert review, long-term interaction, purposive
sampling and detailed description methods were used. The content of the
draft mother education program involves special learning disabilities,
teaching principles, literacy, preparation for literacy, teaching reading and
writing. The lectures as a teaching strategy was adopted in the mother
education program. Question-answer, discussion, narration, case study and
role playing methods were used as instructional methods. In the evaluation
dimension of the program, the process evaluation and total evaluation
activities were included. At the end of each teaching session there were
evaluation activities such as open-ended questions, gap filling, accurate-
false marking, fishbone, diagnostic branched tree, self-evaluation. Based on
the participant's statements in the study, the draft of the mother education
program; It is thought that mothers have positive contributions in terms of
cooperation with the teacher, better communication with the child and the
teacher, and having their child do homework/repeat at home. In addition,
the participating teachers stated that there were positive changes in the
motivation of mothers and children, and that mothers took a more active
role and responsibility in the education of their children. Based on the
observation findings, it is thought that the draft mother education program
has positive reflections on mother-child literacy studies.

Keywords: Education Program Draft, Family Participation in Education,
Literacy Education, Mother Education, Special Learning Disability.
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INTRODUCTION

Reading and writing skills are among the basic academic skills. Children who cannot learn to read
and write at the same time as their peers may experience some disability in terms of both
academic and social behaviors. Children with special learning disability have difficulty in learning
skills related to many lessons, especially Turkish. Learning disability experienced in one or more
areas negatively affect the child's learning of other skills and social and social adaptation. Children
with learning disabilities can learn academic skills similar to their peers, when necessary, support
is provided. What is important here is the provision of appropriate support services to the child
and family. Studies show that children with learning disabilities can learn to read and write when
the necessary support and help is provided (Akyol & Yildiz, 2010; Duran & Sezgin, 2012). When
the literature is examined, it has been seen that different methods and techniques are used in the
literacy education of children with learning difficulties. Roberts, Torgesen, Boardman, and
Scammacca (2008) developed a five-step strategy to overcome reading difficulties in students
with learning disabilities. These; vocabulary work, fluency exercises, vocabulary exercises,
comprehension exercises and motivation. Chard, Vaughn, and Tyler (2002) included 24 studies in
which they examined the effects of models designed to increase reading fluency in students with
learning disabilities. According to the results obtained from the research, in providing reading
fluency to individuals with learning difficulties; Started reading from familiar texts, repetitive
reading, giving feedback during reading and increasing the text difficulty according to
performance are effective methods that can be used (Chard, Vaughn, & Tyler, 2002). Similarly,
Ozmen (2005) states that students with learning disabilities read the stories and fairy tales they
already know faster, therefore, in the process of acquiring fluent reading skills for children with
learning difficulties, it is necessary to start with the stories and fairy tales that the student knows.
Dag (2010), on the other hand, in her study conducted with a 5th grade student who has a learning
disability in order to overcome her reading difficulties, concluded that the 3P method (pause,
prompt, praise) and the gap-filling technique led to progress in the student's reading level. In his
research, Gorglin (2018) concluded that fluent reading and reading comprehension support
education program had a positive effect on the fluent reading and reading comprehension skills
of children with special learning difficulties. Kardas-isler and Sahin (2016), in their research
conducted as a student case study on reading and comprehension disorder, concluded that the
strategy of listening to the paragraph beforehand and the paired reading strategy led to a
decrease in the child's reading errors. Diindar and Akyol (2014), in their study with a student who
has reading and comprehension problems, firstly determined the cause of the child's reading
errors. As a result of the examinations, it was determined that the child's reading errors were
caused by the lack of motivation and an 11-week teaching program was applied to ensure the
motivation of the child. In the next stage, in the study in which the repeated reading method was
applied, it was concluded that there was an increase in the child's reading skills. Sezgin and Akyol
(2015), in their study with a student with reading difficulties, concluded that repetitive reading,
paired reading, and reading theater activities had a positive effect on reducing reading errors and
increasing the level of reading comprehension. Duran and Sezgin (2012), in their study with a
student with reading difficulties, concluded that the guided reading method had a positive effect
on the student's word recognition, comprehension and reading aloud skills. Ucar-Rasmussen and
Cora-ince (2017) concluded that the thinking aloud method is effective in teaching metacognitive
reading comprehension strategies in their research conducted with three children with special
learning difficulties in a single-subject research design.

It is seen that the studies in the literature generally focus on the reading process. On the
other hand, Akgin (2009) states that students with learning difficulties usually have spelling
mistakes. pre-writing, writing or drafting, reviewing, editing, printing and sharing with the
audience emphasizes the use of a model. Yildiz (2013), on the other hand, applied a staged writing
instruction action plan from major muscle movements to small muscle movements in a study
conducted with a student with writing difficulties. As a result of the application, it was seen that
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there were positive changes in the writing skills of the students. Although various methods and
techniques are used in the literacy education process, the use of a single method or technique is
recommended (Gersten, Fuchs, Williams, & Baker, 2001).

Ozyirek (2009), in the literacy education process of children with special learning
difficulties; It states that it is necessary to make adaptations in teaching methods and materials,
to provide students with a successful life, to cooperate with the family, school administration and
other teachers in the preparation and implementation of individualized education programs, to
ensure the participation of the family in education and to benefit from support education services.
for the student to learn. Uggun (2003) states that the role of the family and the teacher is very
important in eliminating learning disabilities and that students with learning disabilities should
receive appropriate therapies. Family is the first source structure where education starts and
continues (Ulugtekin, Cilga, & il, 2002). In the pre-modern era, the family, which took on the duties
of the child's education, employment and adaptation to social life, transferred a large part of these
functions to educational institutions in the modern era, but its continuing impact on the child's
education is an undeniable fact (Cagan, 2011; Toprakgi, 2017). The family can participate in their
child's education in different ways. The way the family participates in education may change
periodically according to the characteristics and needs of the family, child and school. Epstein et
al. examined the roles of the family in the child's education and ways of participating in education
under six headings. family education; parenting duties, communicating with the school,
supporting the school, doing home teaching activities, making decisions about the school and
providing cooperation (Henderson & Mapp, 2002).

Literacy education is a process that usually starts at school and continues in the family. In
particular, families of children who need more support and have learning disability should
participate in the education of their children (Giil, Yiriimez, Giil, Kilic, & Giinay-Ay, 2016; Ozcelik,
1983). Families can participate in the literacy education of their children in different ways. For
example, they can help by encouraging their child to read, reading with them, and controlling
their daily homework. After their child comes home from school, parents should ask their child
about the homework of the day and provide a suitable environment for doing homework (Gill,
2007). Dadandi and Dadandi (2005), in their study with Turkish teachers of children with special
learning disability; He emphasized that teachers need family support because the classes are
crowded and these children forget what they have learned quickly, but they do not participate in
the education of their children due to the fact that the families are ignorant and do not pay
enough attention to the education of the children, and even children often return to school
without doing their homework.

Legally, according to subparagraph g of Article 4 of the Decree Law No. 573 on Special
Education, "It is essential to ensure that families actively participate in all aspects of the special
education process." (Ozel Egitim Hakkinda Kanun Hikmiinde Kararname, 1997). Although families
should participate in the education of the child, sometimes families may not have sufficient
knowledge and skills about how and in what way they will participate in the education of their
children. With the change in education programs over time, families can be caught unprepared
for the changes made. In Turkey, in the 2005-2006 academic year, the sentence analysis method
was switched to the sound-based sentence method in the first literacy education. This situation
made it compulsory for existing classroom teachers to learn the new teaching method, and the
Ministry of National Education facilitated the adaptation of teachers to the new method with in-
service training activities for this purpose. However, no national training was provided for families
to adapt to the new method. It has been observed that some families who encounter a method
different from the method in which they learn to read and write have difficulty in guiding their
children (Gul, 2007; Olmez, 2017). In this context, it is thought that the families of children with
learning disabilities who are expected to provide special support to their children's education also
need training to support their children's first literacy process.
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Children with special learning disability need frequent repetitions and family support in
their education. Special education is a teamwork, and the family has to be an active part of this
team. The time that the classroom teacher can spare on a daily basis, especially for a child
participating in inclusive education, is limited. In this case, it is a need for the family to participate
in the education of their child (Basal & Batu, 2002). Parents need to have knowledge about literacy
methods and techniques in order to be able to provide the right help to the child (Gil, 2007).
From time to time, classroom teachers offer parents the knowledge and skills related to their
participation in their children's education through verbal or written materials. However, trainings
that are not prepared and implemented within a program are insufficient. These educational
services offered to families should be provided within a program.

Families should be encouraged to participate in their child's education. However, from time
to time, families may have insufficient information about their child's participation in education.
In these cases, it is necessary to organize family trainings to ensure the participation of the family
in education. Family education is the most important support used in the education of individuals
with special needs (Tavil & Karasu, 2013). “Family education is an education that includes all kinds
of guidance and counseling services to be given to the family in order to contribute to the education
of the individual at all educational levels” (Ozel Egitim Hizmetleri Yonetmeligi, 2018, art. 18).
According to the result obtained from his research, Sucuoglu (1996) emphasizes that families
should not be seen as just receiving and giving information, and that families should be seen as
active individuals participating in the child's education. Family education can be employed for
different purposes and in different ways. However, in order to obtain sufficient efficiency from
family education, the knowledge and skills desired to be acquired by the family must be applied
within a program.

As would be expected from any formal education process, the education to be offered to
families should also be done within a certain program. In this study, a draft education program
for mothers was proposed in order to support the participation of mothers in the literacy
education process of children with special learning disability, and the results of the application
were examined by applying the draft program. In the study, it was aimed that the mother, who is
the parent who spends the most time with the child, and her child, who has special learning
disability, do more accurate and planned literacy activities together. By using the knowledge and
skills acquired during the program in participation in the literacy education of her child, the
mother will be able to make her child's homework on literacy more accurate and will be able to
repeat the topics that her child has studied at school that day. In this way, it is expected that the
child will contribute positively to his literacy skills.

Research Questions

The aim of this study is to propose a draft education program for mothers in order to
support the participation of mothers in the literacy education process of children with special
learning disability and to examine the results of the application by applying the draft program.

METHOD

This study, which was carried out in order to propose a draft education program for mothers in
order to support the participation of mothers in the literacy education process of children with
special learning disability, and to examine the results of the application by applying the draft
program, is a curriculum development research. Curriculum development is a cyclical and dynamic
process; therefore, research problems aim to suggest a system instead of reaching generalizations
by focusing on a system rather than hypotheses (Ornstein & Hunkins, 1998; Richey & Klein, 2005;
Varis, 1969). Curriculum development research is a method that examines the consistency and
effectiveness of the design, development and evaluation stages of education programs
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(BUyukozturk, Kilig- Cakmak, Akgtin, Karadeniz, & Demirel, 2014; Richey, Klein, & Nelson, 2004;
Richey & Klein, 2005; Varis, 1969).

Curriculum development is a dynamic and cyclical process carried out by many experts in
teamwork (Ornstein & Hunkins, 1998). The mother training program proposed in this study was
named as the training program draft because it was the product of a more micro-level study. In
the study, a draft education program was prepared in order to support the participation of
mothers in the literacy education process of children with special learning disability, and the
application results were evaluated by applying the mother education program draft. It is known
that qualitative or quantitative data collection methods can be used in the curriculum
development process (Richey, Klein, & Nelson, 2004). In this study, qualitative data collection
methods such as interview, observation, researcher's diary, and end-of-session evaluation form
were used. The stages of the study are presented in Figure 1.

Determination of
the purpose of the
research and
literature review

Implementation of

the program,
Making end-of-
session
evaluations

Pre-application
observation

Mom interview,

Development of Making changes Teacher
data collection to the first draft of interview, Post-
tools the program application

observation

N4

Preparing the
target, content,

educational _— ) .
background and P('j'gg‘grg]er;'nrft Reporting
evaluation prog
elements of the

program

Figure 1. Stages of the Study

This study was carried out in nine stages. In the study, first of all, a literature review was
conducted and it was seen that the participation of families in the literacy process and the
education of children with special learning disability were emphasized (Akyol & Yildiz, 2010;
Dadandi & Dadandi, 2005; Dam, 2008; Duran & Sezgin, 2012; Froiland, Peterson, & Davison, 2013;
Gul, 2007; Gl, Yurimez, Gil, Kilic & Giinay-Ay, 2016; Miedel & Reynolds, 1999; Oszrek, 2009;
Rasinski & Stevenson, 2005; Ucgun, 2003). Afterwards, the measurement tools (interview forms,
observation form and end-of-session evaluation form) to be used in the research were developed
by the researcher. Then, by examining the relevant literature, the preparation of the target,
content, educational status, and evaluation items of the mother education program in the literacy
education process was done and the preliminary application of the program proposed as the first
draft was made. A mother, her child with special learning disability and the child's teacher
participated in the pre-application. In the light of the findings obtained from the preliminary
application, changes were made in the first draft of the program. In the next stage, the selection
of the mothers who will participate in the implementation of the revised mother education
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program draft and the observation of the mother-child literacy studies of the selected participants
were carried out. Afterwards, the draft mother education program was implemented with the
mothers participating in the study. After the completion of each teaching session during the
implementation of the program, the mothers were presented with end-of-session evaluation
forms and asked to fill in these forms taking into account the education they attended that day.
At the last stage, post-application interviews with mothers and teachers, observation of mother-
child literacy studies were carried out and the results were reported.

Participants

The participants in this study were determined by using the criterion sampling method, one
of the purposive sampling methods. Purposeful sampling is a non-random sampling method and
allows in-depth analysis by selecting the sample depending on the purpose of the research
(Buyukozturk, Kilig- Cakmak, Akglin, Karadeniz, & Demirel, 2014). Criterion sampling, on the other
hand, is the study of situations that carry a set of criteria determined previously or determined by
the researcher (Yildinm & Simsek, 2013). In this study, the participants; The four children with
special learning disability are the mothers of these children and the teachers of these children.
Criteria for children participating in this study; The children were diagnosed with a "special
learning disability" as a result of the Guidance Research Center (RAM) examination, they do not
have any other disability accompanying the special learning disability, they have completed their
literacy preparation skills but are illiterate. For participating mothers, the criteria are being the
mother of the child participating in the study and being literate because the mother is expected
to support her child in literacy. The criterion for participating teachers is that they are teachers of
the children participating in the study.

While determining the participants of the study, first of all, a special education center
operating in the central district of Sivas province was interviewed; Information about the purpose,
scope and process of the study is given. Then, an information notice was posted in the school's
entrance-exit locations and parents' room to inform the parents in the institution. In addition,
parents were informed about the education by meeting with the guidance teacher of the
institution. The name, surname and contact information of all 12 mothers who agreed to
participate in the study as a result of the interviews conducted by the counselor were conveyed
to the researcher by the counselor. Until this stage, no selection process has been made by the
counselor or the researcher. Later, the researcher interviewed individually with all mothers who
volunteered to participate in the study. In the preliminary interviews with the mothers who
volunteered to participate in the study, three of the mothers had concomitant disabilities because
of their children (1 child had attention deficit and hyperactivity disorder, 2 children had language
and speech disorders); Four of the mothers were not included in the study because they were
illiterate. One mother declined to participate in the study due to private reasons. As a result, 4
children with prerequisite characteristics, their mothers and teachers formed the participant group
of this study. The participants of the study were informed about the research and the necessary
permission was obtained in writing. In order to protect ethical values in the next parts of the study,
mothers M1, M», M3, My; children will be referred to as Ci, Cp, C3, C4 and teachers as Ty, T, T3, Ta.

Table 1. Demographic Characteristics of Participating Mothers

Participant Mother Age Education Status Job Status
M1 29 Primary School Housewife
M 28 Secondary School Housewife
M3 34 Primary School Housewife
M4 41 High School Housewife

Itis seen that two of the participating mothers are primary school graduates, one secondary
school graduate and one high school graduate. All of the participating mothers aged between
28-41 are housewives. Table 2 presents the demographic information of the participating children.
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Table 2. Demographic Characteristics of Participating Children

Participant Child Age Gender Education Level

Ci 6 Male Primary School 1st Grade
C 11 Male Primary School 4st Grade
G 9 Male Primary School 4st Grade
Cs 9 Male Primary School 2st Grade

It is seen that the ages of the children who participated in the study ranged from 6 to 11
years. All the children are boys, one of them is the first grade of primary school, one of them is
the second grade of primary school and two of them are the fourth-grade students at primary
school. Table 3 presents the demographic characteristics of the participating teachers.

Table 3. Demographic Characteristics of Participating Teachers

Participating Teacher Age Gender Education Level Professional
Experience

Ti 51 Female Classroom Teacher/ Undergraduate 24 Years

T2 35 Male Special Education Teacher/ Undergraduate 11 Years

T3 40 Male Classroom Teacher/ Undergraduate 15 Years

T4 35 Female Classroom Teacher/ Undergraduate 10 Years

Two of the participating teachers are male and two are female, and their ages range from
35 to 51. Three of the teachers, whose professional experience ranges from 10 to 24 years, are
graduates of the classroom teaching undergraduate program and one is a special education
teacher graduate.

Data Collection Tools

In this study, data diversification, which is frequently applied, was used to provide data
richness in qualitative research (Johnson, 2014). By combining data diversity and various methods,
the reliability of research data is increased (Baskale, 2016; Patton, 2014). Data diversity reveals the
innovative aspects of the event as well as obtaining similar and different data in the research
(Baskale, 2016). As a data collection tool in this study; semi-structured interview forms,
observation form, researcher's diary and end-of-session evaluation form were used.

1. Semi-Structured Interview Forms. Interview is a one-to-one opinion method that is
used to reveal the feelings, thoughts and information of the source person (Balci, 2013; Patton,
2014). The semi-structured interview form, on the other hand, is a data collection tool that includes
predetermined open-ended questions and allows changes to be made during the interview
(Sénmez & Alacapinar, 2011). In this study, there are two different semi-structured interview
forms: mother interview form and teacher interview form. While developing each form, first, the
relevant literature review was made and the forms created by the researcher were sent to a
training program, an assessment and evaluation, and a special education field expert to be
submitted to expert opinion in order to ensure content validity. Necessary adjustments were made
in line with the feedback received from the experts. In order to test the face validity of the forms,
the participants of this study were interviewed with people with similar characteristics (a mother
with a child with a special learning disability whose child is in the process of literacy education,
and a teacher with a student with a special learning disability who works on literacy education
with this child). has been applied. As a result of the pilot application, necessary arrangements were
made, and the interview forms were finalized.

The mother interview form consists of nine items and probe questions. In the mother
interview form, there are questions to determine the effects of the program applied with the
mothers on the child, the unforeseen positive and negative outcomes of the program, the
mother's participation in education and the mother's satisfaction with the program. The teacher
interview form consists of five items and probe questions. In the teacher interview form, there are
questions to determine the satisfaction of the teacher with the program, the changes in the
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literacy level of the student, the mother's participation in post-program education and the support
received from the mother.

2. Observation Form. Observation is the observation of the environment, situation or
people in order to examine the situations and behaviors in a certain environment in detail (Balc|,
2013; Patton, 2014). In the study, observations were made in order to examine the reflections of
the mother education program draft on the child's literacy education, and an observation form
was prepared in order to collect data on how the mothers reflected the knowledge and skills
acquired from the program into practice. In the process of developing the observation form, first,
the relevant literature was examined. The 8-item form prepared by the researcher was sent to a
training programs, a special education and an assessment and evaluation specialist in order to
get expert opinions. In line with the opinions of the experts, necessary adjustments were made in
the form. The observation form consists of 13 items. Qualitative data obtained from qualitative
research can be digitized for comparison (Yildirim & Simsek, 2013). In this study, the data obtained
from the observation forms were converted into numerical expressions by scoring. There are three
options, yes, partially, no, showing the realization of the behavior observed in the form. In the
observation form, scoring is made as yes=3, partially=2, no=1.

3. Researcher's Diary. In researcher diaries, observations, field notes, tables, exam results,
experiences and emotions can be included (Johnson, 2014). The researcher's diary used in this
study, during the implementation of the draft mother education program and during the
observation of mother-child studies; It includes the observations, experiences, and feelings of the
researcher.

4. End of Session Evaluation Form. It is a data collection method used to collect student's
feelings, thoughts and ideas about the lesson and the subject learned (Johnson, 2014). In this
study, the mother is in the role of the student and the end-of-session evaluation form was used
at the end of each teaching session in order to examine the positive/negative situations that
emerged during the implementation of the mother education program draft. The end-of-session
evaluation form was prepared for the mother under the headings of topics that the mother
learned well, learned insufficiently, feelings and experiences.

Data collection procedures

Before the implementation of the mother participation program, mother-child literacy
studies were observed. The observation of mother-child studies was carried out in an individual
education classroom in a private education institution. During the observation, no intervention
was made in the literacy activities that the mother and child did together, and no time limit was
made. During the observation, the mother and child sit opposite each other at the table. The
researcher and the second observer recorded the mother-child behaviors through the observation
form. The second observer has a bachelor's degree in classroom teaching, completed her master's
degree in special education and continues her doctoral education in the same field. The second
observer with five years of professional experience is a 30-year-old woman. The second observer
filled the observation form independently of the researcher by observing the mother-child
behaviors.

In addition, before the implementation of the program, a meeting was held with the
mothers who will participate in the implementation. At the meeting, the researcher and participant
mothers introduced themselves. Later, the mothers talked about their experiences with their
children with special learning disability and their purpose of participating in the program. The
meeting lasted 35 minutes. During the implementation of the program, all studies were carried
out with mothers, and the researcher did not directly intervene in the literacy education process
of children. The mother education program was implemented by the researcher as five sessions
in a total of 14 lesson hours, each lesson being 40 minutes, in a special education institution where
individuals with special needs receive supportive education. At the end of the teaching sessions,
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the end-of-session evaluation form was filled in individually by the participating mothers. In this
process, the researcher did not intervene in the process.

In the study, in order to determine the opinions of mothers and teachers about the draft
mother education program in the literacy education process of children with special learning
disability, interviews were conducted with the participating mothers and teachers after the
program was implemented. Interviews with the mother interview form and the teacher interview
form were carried out by the researcher. Post-application interviews with mothers and teachers
were held in the counseling room of the special education center where the program was
implemented. During the interviews, the researcher and the participant were found one-on-one.
The interviews were recorded with a voice recorder and there was no time limit.

In the study, mother-child literacy studies were also observed after the implementation of
the program. Observations made in order to determine the reflections of the knowledge and skills
acquired by the mother during the program on the child's literacy education were carried out in
an individual education classroom in a special education institution. During the observation
period, no intervention was made in the literacy activities of the mother and child together, and
no time limit was made. During the observation, the mother and child sit opposite each other at
the table. The researcher and the second observer recorded the mother-child behaviors through
the observation form. In addition, during the process, the situations encountered in the process
were recorded by the researcher with the researcher's diary.

Validity and Reliability Studies

For a scientific research, validity is the accuracy of the results; Reliability refers to the
reproducibility of research results (Yildinm & Simsek, 2013). In qualitative research that examines
the existence and meaning of an event or phenomenon, there are some measures to be taken
regarding validity and reliability. Many different methods are used to ensure validity and reliability
in qualitative research (Patton, 2014). In this study, in order to increase the internal validity;
Detailed description and purposive sampling methods were used to provide expert review, data
diversity, long-term interaction, depth-oriented data collection and external validity. In order to
ensure the reliability of the research, inter-observer reliability calculation, presentation of the
findings without interpretation and protection of raw research data were carried out. Inter-
observer reliability level in the study was calculated using the formula: consensus / (consensus +
disagreement) x 100 (Kircaali-iftar & Tekin, 1997; Miles & Huberman, 1994). In this study, the
interobserver reliability level was calculated as 91/ (91+13) x100=87.5.

Data analysis procedures

Descriptive analysis was used in the analysis of the qualitative data obtained in this study.
Descriptive analysis is frequently used in qualitative studies. According to Wolcott (1994, cited in
Yildinm & Simsek, 2013), descriptive analysis; The aim is to present the data in descriptive
expressions by adhering to the data obtained and by quoting the participants’ own statements
from time to time. In descriptive analysis, the data should be presented to the reader in an
organized and interpreted way (Patton, 2014; Yildinm & Simsek, 2013). In addition, a clear and
systematic approach should be adopted in the reporting process (Glesne, 2012; Yildirnm & Simsek,
2013).

Descriptive analysis is carried out in four stages. The researcher first creates an analysis
framework in order to prevent data loss and erroneous interpretation of data (Yildirm & Simsek,
2013). In the second step, the data is processed in the thematic framework in which the data is
organized, and direct quotations are selected, in the third step, it defines the findings in an easy
and understandable language by including direct quotations, and finally interprets the findings
by explaining, relating, and interpreting the findings (Yildirim & Simsek, 2013).

The data obtained in this study were first deciphered on the Microsoft Office Word program
and then loaded into the MAXQDA qualitative data analysis program. Similar expressions of the
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participants were gathered under groups and examined, and direct quotations were included by
selecting sample participant expressions. The processed data are presented with tables, graphics,
and maps by using the matrix browser feature in the MAXQDA program.

FINDINGS

1- Mother Education Program Draft

Draft mother education program to ensure mother's participation in the literacy education
process of children with special learning disability; It has been prepared on the basis of the "Basic
Objectives of Turkish National Education” in Article 2 of the National Education Law No. 1739, the
General Principles of Turkish National Education and the "General Principles of Special Education”
in Article 4 of the Decree Law No. 573 on Special Education. The general aim of this program is to
ensure the participation of the mother in the first literacy activities of the child with special learning
disability. In the program, it is aimed to provide the mother with the knowledge and skills that her
child needs in order to participate in the literacy education process. For this purpose, for the
mother; It is aimed to gain various knowledge, skills and positive attitudes in the fields of special
learning disabilities, teaching principles, literacy, preparation for reading and writing, and literacy
with sound-based sentence method. At the end of the program, the mother participating in the
program is expected to have the qualifications to provide guidance and assistance in the subjects
taught by the teacher within the scope of literacy studies.

In terms of program family education program types; It was prepared based on the group
according to the number of people, based on the institution according to the application
environment, and on raising parents as teachers according to their goals. The program consists
of two parts. In the first part, the program's objective, content, learning-teaching process,
evaluation elements and specification table; In the second part, there are lesson plans prepared
based on the program.

The objectives were determined by examining the relevant literature and the findings
obtained from the pre-application. In the draft of the mother education program; There are
specific learning disability, teaching principles, literacy, preparation for reading and writing, and
learning objectives related to literacy teaching. The Turkish Language Curriculum (MEB, 2018) and
the Special Learning Disability Support Education Program (MEB, 2008) are the sources of the
program's objectives in literacy studies. The opinions of six experts, including two specialists in
the field of Turkish education, two field of curriculum and teaching, and two specialists in the field
of special education, were consulted on the possible objectives created by examining the relevant
literature. In line with the feedback received from the experts, the objectives of the program were
rearranged and given its final form. The program includes objectives in the cognitive and affective
domains.

A modular programming approach has been adopted while creating the content element
of the program. While each learning unit in the education program creates a unity within itself, it
shows independent features from other learning units. While editing the content; vitality, self-
sufficiency, meaningfulness, validity, relevance, usefulness, learnability principles were taken into
consideration. The content elements are arranged from concrete to abstract, from simple to
complex, from easy to difficult, from known to unknown, and from the near to the far environment.
The content of the program; It consists of five learning units: special learning disability, teaching
principles, literacy, preparation for reading and writing, and teaching reading and writing with
sound-based sentence method.
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Table 4. Elements of Mother Education Program Draft

Objectives/ Sub-acquisitions

Content

Objective
Sub-Acquisitions:
1.1. Makes the definition of special learning disability.

1.2. List the characteristics of children with special learning disability.

1.3. It refers to the learning disability of a child with a special learning disability.

1.4. Express the general teaching principles for children with special learning disability.
nderstanding the educational needs of the child with special learning disability

Objective
Sub-acquisitions:

2.1. He/she exemplifies the characteristics of the child with special learning disability by associating them with

his/her own child.

2.2. Summarizes general teaching principles for children with special learning disability.

Objective
Sub-acq

Internalizing the specific learning disability
ons:

3.1. Be willing to learn new information about specific learning disability.
3.2. Curious about the characteristics of children with special learning disability.
3.3. Becomes aware of the disability experienced by the child with special learning disability.

Objective 4: Supporting children with special learning disability
Sub-acquisitions:

nowledge of basic concepts related to special learning disability

1. SPECIFIC LEARNING DISABILITY
1.1. Symptoms of a Special Learning
Disability

1.2. Characteristics of Children with
Special Learning Disability

1.3. Learning Disabilities of Children
with Special Learning Disability

1.4. Principles to be Considered in
the Education of a Child with Special
Learning Disability

1.5. How Does a Child with a Special
Learning Disability Feel?

1.6. Advice to Families

4.1. He/she is open to participate in the education of his child with special learning disability.
4.2. It gives importance to emotional support to the child who has special learning disability.

Flat lecture method, case studies, question- answer.

Open-ended questions, true-false marking questions,

attitude scale, end-of-session evaluation form.

Objectives/ Sub-acquisitions Content LTp E
Objectlve's- 'Knowledge of teaching principles 2. PRINCIPLES OF TEACHING . é 5 £
Sub-acquisitions: 2.1. What is Learning and Teaching? 85 ©e 2
1. ? @
5.1. Tells the definition of learning. . . _g 9 s § 55
5.2. Tells the definition of teachin: 2.2. Teaching Principles £ g R
5'3' List the teaching princioles. 9 (Maturation, Readiness, Motivation, Again, Active Participation, ot 3 g 2
db:ective Undersgtapndinpthé teaching principles Reinforcement, Feedback- Feedback, Relative to Student, Proximity to Life, E 5 2 g’ o
O S
Suli-ac ons: 9 9 princip From Concrete to Abstract, From the Known to the Unknown, Close to Far, < 3 z &85
au! " 5 Simple to Complex 53 25879
6.1. Explains learning with examples. N - w o i
. X . 2.3. Advice to Families i
6.2. Explains the teaching principles.
Objectives/ Sub-acquisitions Content LTp E
Objective 7: Knowledge of basic concepts about literacy
Sub-acquisitions: c 5
7.1. Makes the definition of reading and writing. 3. LITERAC.Y . 2 £2
h e 3.1. What is Literacy? 2 80
7.2. Expresses the purpose of reading and writing. . . 2 2f
. N LT 3.2. Purpose and Importance of Literacy Education 2 o6
7.3. Lists different types of texts (novel, memoir, bibliography, anecdote, tale, story, poem, T £ &
. 3.3. Text Types s T
mania, etc.). 3.3.1. Types of Prose (Prose) 8 3 £ 5
L . - .3.1. 23 b ¢
?bl”e::"e :n':'p'ehe”d'"g the state of being literate 3.3.1.1. Event Writings (Tale, Fable, Story, Novel, Epic, Legend, 8 ® = £ 5
ub-acq oy . " A B Memoir, Diary, Rhyme) E £ Eoc
8.1. He exemplifies the importance of literacy by relating it to his daily life. . . . ¢ 928
N . N N . 3.3.1.2. Thought (Idea) Writings (Article, Essay, Interview, 283 7O &
8.2. Explain the importance of literacy for the education of the child. L IS o w35
e Anecdote, Criticism, Speech) 9 - S cF
8.3. It expresses the problems that illiteracy can cause. N . = 0 cg >
" N 3.3.1.3. Announcements (Biography, Autobiography, News, 5=z ©209
8.4. Gives examples of different text types. ) - L . [ral @ G
P i . " Interview, Travel Writing, Letter, Petition, Minute, S T+
Objective 9: Internalizing the importance of literacy > T S 5
Sub-acquisitions: Announcement, Advertisement) 5 g
R ] - .3.2. T f P Poetry, Mani, Riddl 2 35
9.1. It gives importance to literacy education. ; 3 3 Sipese;ior?se}z (Faonfillgs ina;:e LII‘::r:)c Process § 8 3
9.2. Express their feelings about literacy. -3-3.5u99 y = 5
9.3. Interested in reading and writing materials.
Objectives/ Sub-acqui Content Lte E
4. PREPARING TO READ AND WRITE °
4.1. Purpose of Literacy Preparation Studies s £ s
Objective 10: Knowledge of literacy preparatory studies 4.2. Preparation for Reading 2 T @
Sub-acquisitions: 4.2.1. Sitting g S 4
10.1. tells the purpose of literacy preparation studies. Voice Games 5 E S
10.2. List the preparatory work for reading. Book Holding and Page Turning 5 5 'S 2
10.3. List the preparatory work for writing. 4.2.4. Visual reading K] 2 "E ; IS
Objective 11: Comprehending the literacy preparation studies 4.2.5. Encouragement to read E ] S 58
Sub-acquisitions: 4.2.6. Reading Left to Right o 2 c S
11.1. Gives examples of preparatory studies for reading. 4.2.7. Rest the Eyes 3 % g -% b
11.2. Gives examples of preparatory work for writing. 4.2.8. Breath-Breathing b o 22 =
Objective 12: Implementing literacy preparatory studies 4.3. Preparation for Writing &2 § 3 3
T a ¢
Sub-acquisitions: Hand gestures s _g‘ 5
12.1. Prepares activities related to literacy preparation studies. Painting s 2 ;
12.2. He/she applies the activity he/she prepared about literacy Holding a pen -% §c
preparation studies. Writing from Left to Right L g 2
Line Studies 7 §°
4.4. Suggestions for Families in the Literacy Preparation Process
Objectives/ Sub-acquisitions Content LTp E
Objective 13: Basic concepts of sound-based sentence method s 6
Sub-acquisitions: -3 ﬁ
- . a2 3
13.1. He says that the sound-based sentence method is a kind of synthesis method. 5. READ AND WRITE TEACHING § -
13.2. Lists the steps of the sound-based sentence method. 5 !
. N WITH SOUND-BASED SENTENCE 2
13.3. Sorts the letter groups in accordance with the sound-based sentence method. 9 &
Objective 14: Comprehending the sound-based sentence method METHOD = £
) . P 9 5.1. Sound Based Sentence Method i =
Sub-acquisitions: 5.2. Stages of Sound Based Sentence de 2
14.1. Compares the sound-based sentence method with the method in which he/she learns to read and write A/.Ie.thodg el % S¢g
(sentence decoding etc.). . L . 5 - ® o
. o .2.1. Re Ve 5 s =
14.2. Explain the application stages of the sound-based sentence method. 5 Sensl.ng and ecognizing Voice E 2 g5
Objective 15: Applying the sound-based sentence method 5.2.2. Reading and Writing Audio 58 2 2
J 122 ApPlying 5.2.3. Creating Syllables, Words, g2 95
Sub-acquisitions: Sentences 2 5 23
15.1. It does the work of feeling the sound. . 5 S8
y ™ 5.2.4. Creating text T3 ol
15.2. It does voice recognition work. > @
. h . . 5.3. Letter Groups % 3
15.3. Makes voice reading and writing exercises. . L . . S
. 5.4. Reading-Writing Practices with 2 2
15.4. Makes work on forming syllables from sounds. 2 S
. - 8 Sound-Based Sentence Method s 3
15.5. Makes syllable reading and writing exercises. 5.5. Advice to Families L o
15.6. Makes word reading and writing exercises. - 2 £
N " N & T
15.7. Makes sentence reading and writing practice. %

15.8. Makes text reading and writing exercises.

LTP: Learning-teaching process
E: Evaluation
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In the learning-teaching process, the dominant teaching approach in the program is the
teaching strategy by presentation. Accordingly, the content is presented by the teacher in a
hierarchical way from general to specific. In the introduction part of the lesson plans; There are
activities aimed at attracting attention, motivating and informing the target. In the development
part of the course, active participation, establishing relationships, making applications, giving
feedback and corrections were put to work. In the conclusion part of the lesson plans, there are
various evaluation activities. Methods such as narration, question-answer, discussion, role playing,
and case study were used in the learning-teaching process of the mother education program
draft. In this way, by using different teaching methods, it is aimed to ensure the active participation
of mothers who assume the role of learner in the process as much as possible, and to learn by
doing experience.

Process evaluation and total evaluation activities are included in the program. An interactive
approach has been adopted in the implementation process of the program, and evaluations are
made in the form of question-answer and discussion. In line with the answers received from the
participants, immediate feedback and corrections are given. At the end of each lesson in the
program, open-ended questions, filling in the blanks, true-false marking, etc. evaluation activities.
In addition, one of the alternative evaluation techniques; fishbone, diagnostic branched tree, self-
assessment, observation forms and attitude scales are used. After the completion of the
implementation process of the program, a total evaluation is made through the observation form.

2- Findings Obtained from the End of Session Evaluation Forms

The mother training program was implemented with mothers who were the participants of
the study in five sessions and fourteen lesson hours. The positive views of the participant mothers
about the learning and teaching process; the use of instructional technology, doing activities,
practicing, presenting the content with examples, the way of evaluation and the attitude of the
educator (Figure 2).

e
@ PractTcmg @

The Use of Instructional Technology Presenting the Content with Examples

- G o
@ Learning Teaching Process @

The Way of Evaluation The Attitude of the Educator

]

Doing Activities
Figure 2. Views of Mothers on the Learning-Teaching Process

Participating mothers stated that the use of instructional technologies in the learning-
teaching process helped them understand the content better. Another situation that mothers find
positive regarding the learning-teaching process is activities and practices during teaching. They
stated that learning in this way becomes more enjoyable.

What | liked the most in today's lesson; Our teacher made us watch videos on the computer and
we saw what the teacher told us. (M)

In today's lesson; My friend and | had each other read and write. Our teacher also checked on
us, I learned by doing. (M3)
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Another situation that mothers are pleased with is the presentation of the content with
examples and the positive attitude of the educator. Mothers also expressed a positive opinion
about the evaluation activities carried out at the end of the teaching sessions.

In today's lesson; | learned in the best way by participating in the class and giving examples in
return for our teacher's examples. (M)

What | like in today's lesson; We had a picture exam. As in the children's book, it happened. (M3)

Regarding the learning and teaching process of mothers; They stated that they felt negative
emotions due to their negative approach to their children and noticing the mistakes they made
in their children's education before, and that they had disability because they had not participated
in a teaching activity for a long time.

What | dislike the most in today's lesson; | was overreacting to my child. | realized that | made a
mistake and regretted it. (M)

What | don't like the most in today's lesson; | learned what | knew was right. | realized that |
made a mistake. (M3)

In today's lesson, the most | had a hard time avoiding a class for a long time. (M)
3- Findings Obtained from Post-Implementation Interviews

In this study, after the mother education program draft was implemented, the opinions of
the participating mothers and teachers about the mother education program draft were taken
during the literacy education process. Under this heading, findings related to post-
implementation interviews with mothers and teachers are presented.

In the interview, which was held to determine the views of the mothers about the program,
questions were asked about the positive/negative consequences of the program, their level of
satisfaction with the program, and their views on the implementation process of the program. The
positive consequences of the program based on the findings obtained from the mother's views;
productive homework/repetition, acquiring new knowledge and skills, recognizing the mistakes
made in the child's education, taking a role and responsibility in the child's education, positive
mother-child communication and making friends (Table 5).

Table 5. Positive Consequences of the Mother Education Program Draft

Positive Consequences of the Program n Participant
Doing Homework/Repetition 4 M1, M2, Mz, Ms
Acquiring New Knowledge and Skills 4 M1, Mz, M3, Ma
Recognizing Your Mistakes 4 M1, Mz, M3, Ma
Taking Role and Responsibility in Child's Education 3 M1, Ms, Mg
Positive Mother-Child Communication 4 M1, Mz, M3, Ma
Make friends 3 M1, Mz, Ma

When Table 5 is examined, the positive consequences of the program for mothers are seen.
However, considering the achievements of the draft mother education program, it can be said
that there are some unforeseen positive consequences for the program. The predicted positive
consequences of the draft mother education program are taking role and responsibility in the
education of the child, acquiring new knowledge and skills, positive mother-child communication
and doing homework/repetition (Figure 3).
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Doing Homework/Repetition Taking Role and Responsibility in the Education of the Child

Projected Positive Consequences of the Program
Positive Mother-Child Communication  acquiring New Knowledge and Skills

Figure 3. Projected Positive Consequences of the Draft Mother Education Program

Participating mothers stated that they are willing to take more roles and responsibilities
regarding their children's education. M3 stated that her fourth-grade child would take a more
active role in the secondary school education process and plan to cooperate with the child's
teacher, while another mother stated that she aimed to do studies that would contribute to the
literacy process in her child's free time.

For example, in middle school, | can talk to a teacher one-on-one. | can take individual training.
I can get an individual education from him, so | know my rights. | learned them too. Like, | didn't
know before. If you hadn't told me, | wouldn't have known. (M3)

I will try to write small poems from now on. | will increase the reading time a little more. That's
for sure. It will be over an hour. In short, | will devote everything to my child. (M)

In addition, mothers through the program; mentioned that they have acquired new
knowledge and skills related to special learning disabilities, literacy education process and
teaching principles. They state that the knowledge and skills they acquire, especially about the 49
characteristics of children with special learning disability, are important for them, and thus they
can communicate more positively with their children. A mother, on the other hand, emphasizes
the changes in her approach to her child as a result of the information she gained about the
individual differences of her child with special learning disability.

| felt Cs like a normal child. But now, thanks to our teacher, | felt that my child was a special
child. For example, there is no problem in his intelligence, there is no problem in his hands or
feet, but | felt that he could not do it like other children. | was very angry with my child because
he couldn't do it before. "Your other friends are doing it, why can't you?" | was saying. Turns out
it wasn't in the kid's own hands. What he couldn't do was not in his own hands. My child is
different. He's a special kid. (M5)

Participating mothers expressed the opinion that they could use the knowledge and skills
they acquired in the program in their literacy work with their children. Participating mothers
emphasized that they gave feedback on the reading mistakes made by the children during the
literacy activities, and they repeated it more frequently.

| am able to speak more respectfully to my child. | can understand it. | feel that he is not in his
control, so | know. | used to get very angry while trying to read and write, my son, why can't you
do it? Now, [ sit it on my lap. | read the same word three times or four times, and he reads it
together. For example, | was angry before. | was reading it once, the second | was expecting him
to read it. (M3)

Participating mothers stated that they take into account the teaching principles in their
domestic work with their children, and thus they do homework and repetition more efficiently
with their children.

For example, learning, teaching, telling. Then things that we can do while having fun. | learned
them. | really thank you very much. | really wanted to participate in something like this. When
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we teach our child something, we learned how to do it. By telling, not by getting angry, but by
doing everything with love. (M)

In line with the interviews with the participating mothers, it was seen that the program
caused some unforeseen consequences in terms of making friends/peer interaction and noticing
the mistakes made in the child's education. Unforeseen positive consequences are presented in
Figure 4.

]

Unforeseen Positive Consequences of the Program

g N

Cll Cl

Making Friends/Peer Interaction ~ Noticing the Mistakes Made in the Child's Education

Figure 4. Unforeseen Positive Consequences of the Draft Mother Education Program

Participating mothers met with mothers who have children with similar characteristics and
made new friendships during the implementation of the mother training program draft. It can be
thought that this situation contributes to emotional support for mothers. In addition, mothers in
the role of students stated that they benefited from each other's positive/negative experiences by
engaging in peer interaction.

I knew | wasn't the only one (in this case). | met other mothers. What they know is wrong in my
opinion. | learned it. Our teacher and our teacher also contributed to this. So, it was good, we
had people to share our troubles with. We are not alone; | know that well. | learned. | enabled
other children's mothers to benefit from my own knowledge. | benefited from their knowledge.
It was positive, so I'm glad. It was good for us, and it was good for the education of our children.
I mean, if there is such a program again, | would like to participate again. (M4)

In the draft of the mother education program, there are no gains related to the wrong or
inadequate behaviors of mothers in their children's education. From this perspective, it can be
seen as an unforeseen positive outcome that mothers realize the mistakes they make in their
children's education. Mothers describe this situation based on their own experiences as follows:

I think he learns how to treat the child, learns what the child's right is. If the child says no, we
learn not to go against it. We learn that the child is also an individual. So, it shouldn't always be
what your parents say. We should listen to our child. It's aimed at them. For example, before,
(my child) was like my slave. If | say get up, he gets up; if | say sit, he sits. But now it gets better
when you give the child a say. (M3)

Depending on the mothers' statements, it was observed that the draft mother education
program had some negative consequences. These negative consequences are in the form of the
child's feeling of inadequacy in terms of learning disability and the mother's individual feeling of
inadequacy and generally focus on the emotional state of the mothers (Table 6).

Table 6. Unforeseen Negative Consequences of the Mother Education Program Draft

Negative Consequences of the Program n Participant
Feeling Incompetent About Your Child's Learning Disability 2 M2, M3
Mother's Feeling of Inadequacy 1 M

In the draft of the mother education program, there are no gains in dealing with the
behavioral problems of the child with special learning disability and in dealing with the disability
encountered in the education of the child. These negative feelings that the program makes for
mothers are the unforeseen negative consequences of the program. Participating mothers stated
that they had disability in coping with the behavioral problems of their children with special
learning disability and that they felt inadequate in this regard. One mother, on the other hand,
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mentioned that she felt some anxiety because of her insufficient prior knowledge and her

husband's lack of support in her child's education.

I learned what my child can and cannot do because of his attention deficit. On the negative side,
for example, | don't know how to deal with my child. So, | find it difficult, | think about them a
lot. For example, | used to say that if he learns to read and write, it will pass (special learning
disability). But it wasn't all about reading and writing. | felt like | was just getting started. I felt
like | was at the beginning of the road. | do not know. God give convenience. (M3)

Negative situation, | am a primary school graduate, teacher. My family didn't. | would too, but it
didn't work. When | got married, | enrolled in open education. | have three children. | don't know
how to get enough of these kids. You showed, for example, fairy tales, stories, legends. | didn't
know these. So, | would call it all stories. | saw that | was missing. More these (children) will go
to middle school, high school. If you say my husband, he will never touch the children. I felt alone.
(My)

During the interviews with the mothers of children with special learning disability, questions
were asked about the implementation process of the program. During the implementation of the
program, mothers; it is seen that they are satisfied with the use of role-playing method, the use
of instructional technology and the presentation of the content with examples (Table 7).

Table 7. Views of Mothers on the Implementation Process of the Program

Opinions on the Implementation Process of the Program n Participant
Using the Role-Playing Method 2 M1, M3
Using Instructional Technology 2 M1, M2
Presenting Content with Examples 1 My

Participating mothers state that the use of role-playing method during teaching contributes
to their better learning, and the use of presentations during teaching is also a positive situation.

For example, the teacher (researcher) had an application made, | learned in those applications,

how can | treat my child better. For example, | can teach my child how to apply the output of

letters or something by emphasizing them. It would be better. (M3)

For example, a friend of mine is a student, and | am a mother. Here you are trying to read it. |

like it so much. We had fun, we laughed. And you told us to do it like that, it would be better if

you did it like that. So, | enjoyed it very much. We also watched videos. We talked. I like these.

(My)

In the study, in order to determine the opinions of the teachers about the mother education
program draft; Questions were asked to determine the satisfaction with the program, the changes
in the literacy level of the student, the mother's participation in education and the support
received from the mother. Teachers' positive opinions about the program focus on mother and
child motivation, homework/repetition, cooperation, while negative opinions are on illiterate
mothers and the continuity of program effects. The teachers' views on the program are presented
in Figure 5.

Teachers' Opinions about the Program

N

@] ]

Positive Opinions NE‘Q"’tje ODIHIOHS\

Homework/Repetition

]

Mother and Child Motivation @ @ The Continuity of Program Effects

Cooperation llliterate Mothers

Figure 5. Positive and Negative Opinions of Teachers on the Draft Mother Education Program
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Teachers' positive opinions about the program; mother's motivation, child's motivation,
homework/repetition, and cooperation (Table 8).

Table 8. Positive Opinions of Teachers on the Draft Mother Education Program

Positive Opinions n Participant
Homework/ Do Not Repeat 4 T, T2, T3, Ta
Cooperation 3 T, T, Ta
Mother and Child Motivation 3 T1, T3, Ta

All of the participating teachers stated that there were positive changes in the behavior of
mothers doing homework and repetition with their children after the program. According to the
teachers, another positive reflection of the program is the increase they observed in teacher-
parent cooperation.

Mom is already a very caring lady. They would complete their writing assignments but skipped
a little reading assignment. This is obvious already. She gets her reading studies done better, she.
This is the most obvious change | have observed. (T;)

According to the teachers' opinions, another positive contribution of the draft mother
education program is the increase in the motivation of the mother and the child. Teachers describe
this change they observed as follows:

As | said, parents take care of their children. When a parent takes care of his child, the child's
desire also increases. This time, the child says that my mother is taking care of him at home, |
have a teacher at school So, it all works for me. This time, the child's willingness is also
increasing. The more parents make an effort for their children, the more the teachers make an
effort. That's why | think the parent relationship is very important. (T4)

The negative opinions of teachers about the draft mother education program are related
to the continuity of the effects of the program and illiterate mothers and are presented in Table
9.

Table 9. Negative Opinions of Teachers Regarding the Mother Education Program Draft

Negative Opinions n Participant
Continuity of Program Impacts 2 T3, Ta
llliterate Mothers 1 T2

Although the teachers stated that the motivation of the mothers and their participation in
education increased after the program, they expressed the opinion that this positive effect of the
program may disappear after a while. Another criticism of the draft mother education program is
that illiterate mothers cannot benefit from the program.

| wish it could have been longer. | wish we could coordinate in the longer term. Because in a
short time yes, the parents were motivated. But maybe after a month they will be able to break

off. (T4

There are mothers who need it more. Most of them are also illiterate. It is very difficult to support

your child. More general things can be done for these mothers as well. (T»)

In the last interviews with the teachers, questions were asked about the support that the
teachers received from the mothers after the program. The support that teachers receive from
mothers after the program is in the form of complete homework, free reading at home,
communication and arranging the child's working environment (Table 10).

Table 10. Support from Mothers After the Program

Support from Mothers n Participant
Complete Homework 4 Ty, T2, T3, Ta
Free Reading at Home 3 T, T3, Ta
Providing Communication 3 T1, T3, Ta
Organizing a Child's Work Environment 1 T4
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When Table 10 is examined, it is seen that teachers receive support most frequently for
completing homework and organizing the child's work environment least frequently after the
program. According to the teachers' opinions, there was a positive change in mother-child free
reading activities at home after the program.

My problem was that at home, the letters were pronounced not with their sound, but with the
way they were pronounced in the alphabet. | told you too. You've worked on this for the mother.
You taught. Thank you. It was helpful in this regard. Repetitions at home began to be done more
smoothly. Here, we are making an effort so that students can learn and gain something. It is a
good thing for me that the family supports us. (T7)

The financial situation of the family is not very good. | gave a book here. For home reading. They
are reading, they are making signs where they left off. It would be great if they continue like this.

(Ts)

For example, our parent said that she created a special study area for her child. She said that
they do their homework within a certain hour daily. | think it's good about it. (T4)

In the light of the findings obtained from the post-implementation interviews with the
teacher, the suggestions of the teachers for the mother education program are to include the
parents of children with intellectual disabilities, as well as the parents of different disability groups,
to provide guidance to the mothers after the program, and to involve the teachers in the process
(Figure 6).

]

Aggesﬂons\‘
s ¥

Involve Teachers in the Process

]

Guidance to Mothers After the Program
CHl c3

Inclusion of Different Disability Group Parents
Figure 6. Teachers' Suggestions for the Mother Education Program Draft

A teacher suggested that teachers should be included in the implementation process of the
program because of the continuity of the effects of the program and the teachers' need for
information on this subject.

| wish we could include teachers. Good moms are enthusiastic right now. He's trying to do. If it
continues, that's very good. But if they don't continue... If you had worked on the teachers here,
for example, how will they guide mothers in the ongoing process, what should they do... It would
be better. We usually have young friends here. It would be more beneficial for them. (T3)

4- Findings Obtained from Observation of Mother-Child Literacy Practices

In the study, in order to examine the reflections of the mother education program draft on
mother-child studies; mother-child studies were observed before and after the program was
implemented. In the observation form, scores were made as yes=3, partially=2, no=1. Then, the
total score was calculated for each observation form. The total score from the first observation
and the total score from the last observation were converted into percentage values and
interpreted with a graphic. The percentages of correct behavior observed during the practice of
mothers with their children are presented in Graph 1.
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Percentage of Correct Behavior

97.4 94.8 974
100 - 92.3
80 1
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53. 53.
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M Last Observation
20 A
M-1 M-2 M-3 M-4

Participating Mothers

Chart 1. Percentages of Correct Behavior Observed During Mother-Child Studies

When Graph 1 is examined, it is seen that the correct behavior of mothers in their practices
with their children has increased positively. In the first observations made with mothers and
children, it was observed that mothers generally exhibited their ability to read letters, write letters,
syllables, syllables, words, and sentences. It was observed that the mothers had the most difficulty
in sensing sounds, recognizing sounds, forming syllables from sounds, writing words, writing
sentences, making text read and text printing. The most common mistakes mothers make; It is the
behavior of directly reading and printing the letter without doing voice recognition and feeling.
Another negative situation is that he tries to make the child read syllables without having them
do syllable formation (sound cracking) studies from sounds.

In the post-program observation with mothers and children, it was observed that mothers
were generally able to guide the first literacy activities. However, it was observed that they had
some disability in forming syllables from sounds and writing text. forming syllables from My, M,
M4 sounds; M, M3 and M4 were able to partially complete the text printing works.

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

This study is a program development research. The process in program development studies; it
continues as designing a system, implementing it, and evaluating the results (Ornstein & Hunkins,
1998; Richey & Klein, 2005; Varis, 1969). In this study, first, a mother education program was
developed to ensure mother participation in the literacy education processes of children with
special learning disability. Afterwards, the program was applied with the mothers of children with
special learning disability and the results were evaluated. Due to the nature of curriculum
development work, the draft of the mother education program is presented as a suggestion
(Richey & Klein, 2005).

After the implementation of the program, the opinions of the mothers on the program were
determined through interviews. At the end of the application, it was seen that the program had
some positive and negative consequences. According to the mother's opinions, the positive
outcomes of the program are productive homework and repetition, acquiring new knowledge and
skills, taking role and responsibility in the child's education, and positive mother-child
communication. Mothers stated that after the program was implemented, they took more roles
and responsibilities for their children's education and did homework and repetitions with their
children more efficiently. In addition, they stated that their children acquired new knowledge and
skills in terms of disability, literacy studies and teaching principles, and that they communicated
better with their children as a result of using these knowledge and skills. In the literature, there
are studies supporting that the participation of the family in literacy education has positive
contributions to the child's literacy studies and family-child communication. For example, Kilig
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(2018) developed a family literacy program for primary school 1st grade parents in his research.
According to the parents' opinions, after the program, the parents stated that they learned to
support their children, their children's literacy improved, and they communicated more positively
with their children. Olmez (2017), in her research with first-year students' parents, developed an
education program to ensure that parents participate in literacy education of their children.
Findings obtained from teacher and parent interviews after the implementation of the program;
It is stated that the program contributes to the more active participation of parents in the literacy
process, their awareness about literacy education increases, they do homework more easily with
their children and strengthens their communication with the teacher.

In the draft of the mother education program developed within the scope of the study,
there are subjects related to special learning disabilities and teaching methods as well as literacy
studies. The mothers who participated in the study stated that they benefited from the program
in terms of their children's disability characteristics and how to teach their children better.
Similarly, Bayrakli (2016); In the study, it was concluded that the mother education program on
inclusion in preschool improved the skills of mothers to recognize their children's disability,
support and teach their children, and strengthen mother-teacher cooperation.

The mothers who participated in the study stated that they took more roles and
responsibilities for the education of their children. One mother even mentioned that she plans to
meet with her teachers individually during her child's secondary school education and request to
benefit from appropriate special education services for her child. It is a necessity to organize
meetings and interviews in order to make the transition between education levels of individuals
with special needs more successful (Bakkaloglu, 2013; Bayrakli, 2016). In the education of the
individual with special needs, all concerned should cooperate and assume the roles and
responsibilities of the child in solving the disability (Sorani-Villanueva, McMahon, Crouch, & Keys,
2014).

According to the opinions of the mothers participating in the study, another outcome of
the program is that mothers make friends. When the researches were examined, it was seen that
parents with special needs children needed social support at a very high level (Sahay, Prakash,
Khaique, & Kumar, 2013; Ozsoy, Ozkahraman, & Calli, 2006; Tekinarslan, Sivrikaya, Keskin, OzIi, &
Rasmussen, 2018). In the draft of the mother education program proposed within the scope of
the study; There are no gains regarding the social needs of the mother. However, during the
program implemented as group training, mothers met with parents who had children with similar
characteristics and exchanged views. This situation is thought to provide social support to mothers
and is an unforeseen positive outcome for the program.

The findings of the interviews made with the teachers after the program was implemented
show that the program increased the motivation of the mother and the child. It is seen that there
are similar research findings in the literature. In his research, Olmez (2017) emphasized that the
participation of the family in the child's literacy education after the parent information program
contributed positively to the motivation of the children. It is known that there is a positive
relationship between the motivation of the child and learning to read and write (Basal & Batu,
2002). In this case, it can be thought that the increase in the motivation of the mother and the
child plays a positive role in the education of the child in a cyclical manner.

Another finding obtained from the teachers is that after the program, there was an increase
in the mothers' behaviors to repeat and do homework with their children. It is seen that there are
some studies in the literature to increase the study skills of children with special learning disability.
Hunt, Soto, Maier, and Doering (2003) developed a training program to improve the study skills
of children with special needs. According to the results obtained from the study, this interactive
approach; These studies had positive effects on academic skills, peer interaction, and participation
in classroom activities.
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The mothers participating in the study had not participated in family education before; it
was seen that they only gained knowledge through general seminars and meetings given at
school. In addition, all the participating teachers supported the view that families should
participate in education and that families should receive education but stated that they did not
organize family education before. The help provided by the teachers to the families is limited to
informing in and out of lessons and via telephone. Similarly, $anli (2012) concluded in his research
that participation in family education is at a low level and one of the reasons for this may be
insufficient education for families in private education institutions.

In the study, Although there are findings that the mother education program draft makes
positive contributions to the mother's child's literacy education, no study has been conducted on
the needs of teachers regarding the literacy education process. The fact that teachers are not
included in the program can be seen as a limitation in terms of the study. As a matter of fact, in
the last interviews with the teachers, a finding was reached those especially younger teachers
should be supported in this regard. In this case, it can be thought that studies should be carried
out to ensure the participation of the family in the literacy education process with the teachers.
When the literature is examined, it is seen that it is emphasized that teachers are supported in
working with the family. (Lindberg, 2014; Akalin, Demir, Sucuoglu, Bakkaloglu, & iscen, 2014).

Another criticism of the teachers towards the draft mother education program proposed in
this study is that illiterate mothers cannot participate in the program. In this study, which is based
on the argument that the mother provides help and support for her child in literacy studies, the
prerequisite feature determined for mothers is that mothers are literate. However, when the
literature is examined, it is seen that there are also studies on parents of illiterate children (Darling
& Hayes; 1989, Rodriguez- Brown, 2004). Such programs primarily serve to contribute to the
child's literacy work in the process that continues to improve the literacy skills of the parents. For
example, Family Literacy: Learning Development, Education Project; It includes a series of
regulations aimed at ensuring the learning of their children and increasing the cooperation
between the family and the school by improving the literacy skills of families (Rodriguez- Brown,
2004). The project initially emerged with the aim of improving the literacy skills of illiterate Spanish
immigrants and later became widespread. Another study on this subject is the Kenan Family
Literacy Project (Darling & Hayes, 1989). In this project, children aged 3 or 4 and their parents
receive training. While families are trained in terms of various academic skills, their children receive
comprehensive preschool education. It was concluded that the education program implemented
within the scope of the project increased the academic performance and social skills of parents
and children. In this context, another limitation of the study is the exclusion of illiterate mothers
from the study.

Within the scope of this study, mother-child literacy studies were also observed before and
after the implementation of the mother education program draft. In the observations made, it was
found that there was an increase in the percentage of correct behavior of the mother in mother-
child studies after the program was implemented. This situation was interpreted as the mother's
ability to reflect the knowledge and skills she gained from the program to the literacy studies she
did with her child, and the program had positive reflections on the child's literacy studies. In the
literature, there are studies emphasizing that the participation of families in the literacy process
has positive contributions to the child. For example, Ozen- Altinkaynak (2014) developed a family-
based literacy preparation program in his research. According to the results obtained from the
research carried out in the experimental design; It was observed that there was a significant
difference in the early literacy skills of the children whose mothers participated in the literacy
preparation program. According to the findings of Baker (2013), in which he examined the effects
of parents' participation in home literacy on preschool children, it was observed that the children
of parents who participated in home literacy experiences developed more cognitively,
emotionally, and socially. Senechal and Young (2008) determined the effects of the participation
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of the family in the literacy process from the pre-school period to the third grade of primary
school through a meta-analysis of 16 interventional studies. According to the findings obtained
from the research, the participation of the family in the literacy process contributes positively to
the literacy skills of both children with special learning disability and normal children.

As a result; According to the statements of the participants, the draft of the mother
education program; It is thought that mothers have positive contributions in terms of establishing
cooperation with the teacher, having their children do homework and repetitions for literacy
education at home, and communicating better with their child and with the teacher. Teachers
stated that there were positive changes in the motivation of mothers and children, and that
mothers participated more actively in the literacy education of their children. In addition, based
on the observation findings, it is thought that the draft mother education program has positive
reflections on mother-child literacy studies. In this context, suggestions for future research are
presented below:

¢ In this study, a draft mother education program for literate mothers was proposed.
According to the findings obtained from the participating teachers, it is seen that
illiterate mothers also need such trainings. For these mothers, A mother education
program can be developed to ensure that the mother learns to read and write first and
then the child participates in literacy education, and studies can be conducted on the
effectiveness of the program.

¢ Inthe study, a draft education program was proposed to increase maternal participation
in the literacy education process of children with special learning disability. According
to the findings obtained from the opinions of the teachers within the scope of the study,
it is thought that the parents of children with different disabilities, especially the parents
of children with intellectual disabilities, also need similar training. Based on this finding,
training programs can be developed for parents of children with different disability
types.

e In this study, it was found that the draft of the mother education program had positive
reflections on the mother's participation in the literacy education process. Based on this
finding, different parent education programs can be developed to ensure participation
in the education of children with special learning disability and their effects can be
investigated.
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Ozet

Bu c¢alismanin amaci, ézel égrenme glicliigii olan cocuklarin okuma yazma
egitimi stirecine annelerin katilimint desteklemek icin annelere ydnelik bir taslak
egitim programt 6nermek ve taslak programt uygulayarak uygulamanin
sonuglarint incelemektir. Program gelistirme arastirmast olarak tasarlanan E-Uluslararast Egitim
calismada gobriisme, gbézlem, arastirmact giinliigii gibi nitel veri toplama Arastirmalart
yontemleri  kullandmustir.  Arastrmanin  katumcidart  amacgltc  6rnekleme Dergisi
ybéntemlerinden 6lcit 6rnekleme kullanidarak belirlenmis olup, 6zel 6grenme
guclugd olan dort cocuk anneleri ve Ggretmenleridir. Elde edilen verilerin § it 12 No- 5, ss. 36-64
analizinde MAXQDA nitel veri analiz programt kullanidarak betimsel analiz
yapidmistir. Calismada gegerliligi ve glvenirligi saglamak amacuwyla; veri
cesitlemesi, uzman incelemesi, uzun sireli etkilesim, amacli érnekleme ve
ayrintilt betimleme yéntemleri kullandmistir. Anne egitim programt taslagt
icerik olarak 6zel 6grenme gligliigi, 6gretim ilkeleri, okur-yazarlik, okuma Arastirma Makalesi
yazmaya hazirlik ve ses temelli ciimle ydntemi konularint icermektedir. Program
taslaginda ayrica ilgili kazanumlar, egitim durumlart ve degerlendirme dgeleri
bulunmaktadur. Anne egitim programt taslaginda agurlikli olarak sunus yoluyla
Ogretim stratejisi benimsenmis olup; soru-cevap, tartisma, anlatim, érnek olay,
rol oynama gibi 6gretim yontemleri kullanidmustir. Programin degerlendirme
Ogesinde ise siire¢ ve toplam degerlendirme etkinliklerine yer verilmistir.
Programda her bir égretim oturumunun sonunda, agtk uglu sorular, bosluk
doldurma, dogru-yanlis isaretleme, balik kicigi, tandayict dallanmis agag, 6z
degerlendirme, gézlem formlart gibi degerlendirme etkinlikleri bulunmaktadur.
Arastirmada yer alan katiimct ifadelerinden hareketle anne egitim programi
taslagy Annelerin égretmenle is birligi yapma, cocuk ve gretmenle daha iyi
iletisim kurma, cocuguna evde &dev/tekrar yaptirma konularinda olumlu
katkiart oldugu diistiniilmektedir. Ayrica katilimct 6gretmenler, annelerin ve
cocuklarin  motivasyonlarinda olumlu  degisimler oldugunu, annelerin
cocuklarinin egitiminde daha aktif rol ve sorumluluk aldiklarint belirtmislerdir.
Gozlem bulgularina dayalt olarak taslak anne egitim programunin anne-cocuk Gonderim: 2021.09.22
okuma yazma ¢alismalarina olumlu yansimalart oldugu distinilmektedir. Kabul: 2021.11.08

Anahtar Kelimeler: Egitim Program: Taslagi, Ailenin Egitime Katiimi, Okuma
Yazma Egitimi, Anne Egitimi, Ozel Ogrenme Giicliigi.
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Genisletilmis Ozet

Giris: Okuma ve yazma becerileri temel akademik beceriler arasindadur. Yastlart ile aynt anda
okuma yazma 6grenemeyen cocuklar, hem akademik hem de sosyal davranislar agisindan bazi
yetersizlikler yasayabilmektedirler. Ozel 6grenme giicliigii olan cocuklar, basta Tiirkce olmak iizere
bircok derse iliskin becerileri 6grenmekte zorlanabilmektedirler. Bu nedenlerle ézel 6grenme
glicliigii olan cocuklarin egitimlerinde sik tekrarlara ve aile destegine ihtiyac duyulmaktadir. Ozel
egitim bir ekip isidir ve aile bu ekibin aktif bir parcast olmak durumundadur. Ozellikle kaynagtirma
egitimine katlan bir ¢cocuga sinif égretmenin glinliik olarak aywrabilecegi zaman kisitldir. Bu
durumda ailenin cocugunun egitimine katimast bir ihtiyactur (Basal ve Batu, 2002). Ebeveynlerin
cocuga dogru yardimda bulunabilmesi icin okuma yazma yéntem ve teknikleri hakkinda bilgi sahibi
olmalart gereklidir (Gtil, 2007). Simf dgretmenleri zaman zaman ailelere cocuklarinin egitimine
katiimu ile ilgili bilgi ve becerileri s6zel veya yazili materyaller yoluyla sunmaktadwr. Ancak bir
program dahilinde hazirlanip uygulanmayan egitimler yetersiz kalmaktadur. Aileye sunulan bu
egitim hizmetlerinin bir program dahilinde sunulmast gerekmektedir.

Aileler, cocugun egitimine katilma konusunda cesaretlendirilmelidir. Ancak aileler zaman
zaman ¢ocugun egitimine katdimiyla ilgili yetersiz bilgilere sahip olabilmektedir. Bu durumlarda
ailenin egitime katilimwint saglayict aile egitimlerinin diizenlenmesi gerekmektedir. Aile egitimi 6zel
gereksinimli bireylerin egitiminde kullanitan en 6nemli destektir (Tavil ve Karasu, 2013). Ancak aile
egitiminden yeterli verimin alinabilmesi icin aileye kazanduwrdmak istenen bilgi ve becerilerin bir
program dabhilinde uygulanmast gerekmektedir. Herhangi bir formal egitim siirecinden beklenecegi
lzere, ailelere sunulacak egitimlerin de belirli bir program ddhilinde yapimast gereklidir. Bu
calismada ézel 6grenme gligliigii yasayan cocuklarin okuma yazma egitim siirecine annelerin
katiiminin desteklenmesi amactyla annelere yénelik bir egitim programt taslagi 6nerilmis ve taslak
programt uygulayarak, uygulama sonuclart incelenmistir. Calismada, ¢cocukla en cok zaman gegiren
ebeveyn olan anne ile 6zel 6grenme glicliigii yasayan cocugunun birlikte daha dogru ve planli
okuma yazma calismalart yapmalart hedeflenmistir. Anne cocugunun okuma yazma egitimine
katiimda program boyunca edindigi bilgi ve becerileri kullanarak ¢ocugunun okuma yazma
konusundaki ddevlerini daha dogru bir sekilde yaptiracak ve cocugunun o glin okulda isledigi
konulart tekrar ettirebilecektir. Bu yolla cocugun okuma yazma becerisine olumlu katkilarinin olmast
beklenmektedir.

Yontem: Bu calismanin amaci, 6zel 6grenme glicliigii yasayan ¢ocuklarin okuma yazma egitim
stirecine annelerin katilimwinin desteklenmesi amacuyla annelere yénelik bir egitim programt taslagt
6nermek ve taslak programt uygulayarak, uygulama sonuclarint incelemektir. Program gelistirme
arastumast olarak tasarlanan c¢alismada g6riisme, gézlem, arastirmact giinligi gibi nitel veri
toplama yéntemleri kullandmustir. Calismada veri toplamak amactyla arastirmact tarafindan
gelistirilen; anne gériisme formu, dgretmen gdriisme formu, gézlem formu ve oturum sonu
degerlendirme formu kullandmustir. Calismanin katiimcilart amacli 6rneklem yéntemlerinden 6l¢iit
ornekleme kullaniarak belirlenmis olup katilimcilar; ézel bgrenme glicliigii yasayan dért cocuk, bu
cocuklarin anneleri ve égretmenleridir. Calisma ¢ Anadolu Bélgesinde bulunan bir il merkezinde
faaliyet goOsteren bir ézel egitim kurumunda gerceklestirilmistir. Calisma dokuz asamada
gerceklestirilmistir. Calismada oncelikle literatiir taramast yapumis ve ailelerin okuma-yazma
stirecine kattliminin ve 6zel dgrenme glicliigii yasayan cocuklarin egitimlerinde aile kati!liminin
vurgulandigt gériilmustiir (Akyol & Yildiz, 2010; Dadandi & Dadandi, 2005; Dam, 2008; Duran &
Sezgin, 2012; Froiland, Peterson, & Davison, 2013; Gdil, 2007; Gl, Ytriimez, Gil, Kilig¢ & Glinay-Ay,
2016; Miedel & Reynolds, 1999; Ozy(jrek, 2009; Rasinski & Stevenson, 2005; Ucgun, 2003). Daha
sonra arastirmada kullanilacak dlgme araclart (gériisme formlar, gézlem formu ve oturum sonu
degerlendirme formu) arastirmact tarafindan gelistirilmistir. Ardindan ilgili literatiir incelenerek
okuma yazma egitim slirecinde anne egitim programt taslaginin hedef, icerik, egitim durumu ve
degerlendirme 6gelerinin hazirlanmast islemleri yapimustir ve ilk taslak olarak 6nerilen programin
6n uygulamast yapimistir. On uygulamaya bir anne, bu annenin ézel 6grenme glicliigii yasayan
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cocugu ve cocugun égretmeni katdmustir. On uygulamadan elde edilen bulgular isiginda programin
ilk taslaginda degisiklikler yapiumustir. Bir sonraki asamada degisiklikler yapilan anne egitim
programt taslaginin uygulanmasina katilacak annelerin secimi ve secilen katilimcilarin anne ¢ocuk
okuma yazma calismalarinin gézlenmesi islemleri yapumustir. Daha sonra anne egitim programt
taslagt calismaya katilan anneler ile uygulanmistir. Programin uygulanis stirecinde her bir 6gretim
oturumun tamamlanmastnin ardindan annelere oturum sonu degerlendirme formlart sunularak bu
formlart o giin katdiklart egitimi g6z éniinde bulunduracak sekilde doldurmalart istenmistir. Son
asamada ise uygulamaya yénelik olarak annelerle ve 6gretmenlerle uygulama sonrast
goriismelerinin yapiumasi, anne-cocuk okuma yazma calismalarinin gézlemlenmesi islemleri
yaptlmis ve sonuglar raporlastiriimistur. Elde edilen verilerin analizinde, MAXQDA nitel veri analizi
programt kullanidarak betimsel analiz yapuUmustir. Calismada gecerliligi ve glivenirligi saglamak
amacuwyla; veri cesitlemesi, uzman incelemesi, uzun sireli etkilesim, amacli érnekleme ve ayrintilt
betimleme yéntemleri kullandmustir.

Sonug: Program gelistirme arastirmalarint diger arastirmalardan ayiwran en 6nemli ézelliklerinden
biri arastirmantn sonunda bir model veya sistem 6nermesidir. Bu baglamda bu program gelistirme
arasturmasinin en 6nemli sonuglarindan biri de anne egitim program taslagudir. Bu calismada
oncelikle konu alanina dayalt olarak anne egitim programt taslagt hazirlanmis ve bu ilk taslak
programin én uygulamast yapumustir. On uygulamadan elde edilen bulgular siginda programin ilk
taslaginda degisiklikler yapilarak anne egitim programt taslagina son hali verilmistir. Anne egitim
programt taslaginda, ézel dgrenme glicliigd, dgretim ilkeleri, okur-yazarlik, okuma-yazmaya
hazirlik ve okuma-yazma égretimine iliskin kazanimlar bulunmaktadwr. Programda bilissel ve
duyussal alanda kazanumlar yer almaktadir. Programin icerik 6desi olusturulurken modiiler
programlama yaklasimt benimsenmistir. Egitim programt icinde yer alan her bir 6grenme (nitesi
kendi icinde biitiinliik olustururken diger 6grenme linitelerinden bagimsiz ézellik gostermektedir.
icerik diizenlenirken; hayatilik, kendi kendine yeterlilik, anlamlilik, gecerlilik, ilgililik, yararldlik,
égrenilebilirlik ilkeleri g6z éniinde bulundurulmustur. lcerik égeleri somuttan soyuta, basitten
karmasiga, kolaydan zora, bilinenden bilinmeyene ve yakin ¢evreden uzak cevreye olacak sekilde
diizenlenmistir. Programin icerigi; ézel 6grenme glicliigd, égretim ilkeleri, okur-yazarlik, okuma-
yazmaya hazirlik ve ses temelli ciimle yontemi ile okuma yazma 6gretimi olmak tizere bes 6grenme
nitesinden olusmaktadir. Programda baskin olan G6gretim yaklasimt sunus yoluyla &gretim
stratejisidir. Buna gobre, icerik genelden 6zele dogru hiyerarsik bir sekilde 6gretmen tarafindan
sunulmaktadir. Ders planlarinin giris kisminda; dikkat cekme, glidiileme ve hedeften haberdar
etmeye yénelik etkinlikler bulunmaktadir. Dersin gelisme kisminda aktif katiim, iliski kurma,
uygulama yapma, dénlit-diizeltme verme ise kosulmustur. Ders planlarinin sonu¢ kisminda ise
cesitli degerlendirme etkinlikleri bulunmaktadir. Anne egitim programt taslaginin 6grenme-6gretme
stirecinde anlatim, soru-cevap, tartisma, rol oynama, érnek olay gibi ydntemler kullandmustur. Bu
sekilde farkli 6gretim yéntemleri kullandarak, dgrenen roliinii listlenen annelerin mimkiin
oldugunca stirece zihinsel ve fiziksel olarak aktif katdiminin saglanmast ve yaparak-yasayarak
6grenmeleri hedeflenmistir. Programda stire¢ dederlendirme ve toplam degerlendirme etkinliklerine
yer verilmistir. Programin uygulanis siirecinde etkilesimli bir yaklasim benimsenmis olup soru-cevap
ve tartisma seklinde degerlendirmeler yapiumaktadur. Katiimcilardan alinan cevaplar dogrultusunda
aninda déndit ve diizeltme verilmektedir. Programda her bir dersin sonunda agtk uclu sorular, bosluk
doldurma, dogru-yanlis isaretleme vb. degerlendirme etkinlikleri bulunmaktadtir. Ayrica alternatif
degerlendirme tekniklerinden olan; balik kilcigi, tanilayict dallanmis agag, 6z degerlendirme, gbzlem
formlart ve tutum édlgekleri kullaniimaktadir. Programin uygulanma stirecinin tamamlanmasinin
ardindan ise gézlem formu araciligt ile toplam degerlendirme yapiumaktadir.

Calismada katiimct ifadelerine dayalt olarak anne egitim programt taslaginin; annelerin
ogretmenle isbirligi saglamas, cocukla ve 6gretmenle daha iyi iletisim kurmast ve evde ¢ocuguna
Odev/tekrar yaptirmast agisindan olumlu katkilarinin oldugu distiniilmektedir. Ayrica katilimct
ogretmenler annelerin ve cocuklarin motivasyonlarinda olumlu degisimler oldugu ve annelerin
cocugunun egitiminde daha aktif rol ve sorumluluk aldigt yéniinde gériis bildirmistir. G6zlem
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bulgularindan hareketle anne egitim programu taslaginin anne cocuk birlikte yapilan okuma yazma
calismalarina olumlu yansimalart oldugu diisiiniilmektedir.

Oneriler: Calismadan elde edilen bulgulara dayanarak 6gretmenlere yénelik olarak aile ile iletisim
ve isbirligi konusunda hizmet ici egitimler diizenlenebilir. Ogretmenler iletisim ve isbirligi saglama
konusunda aileleri cesaretlendirebilir ve aileleri farklt iletisim kurma teknikleri konusunda
bilgilendirebilir. Ayrica okur-yazarligt olmayan annelere yénelik olarak éncelikle annelerin okuma
yazma becerisini kazanmast ve daha sonra ¢ocugunun okuma yazma egitimine katilmast
hususunda anne egitim programu gelistirme calismalart yapiabilir. Bu ¢alismada anne egitim
programt taslaginin annenin okuma yazma egitimi siirecine katilimina olumlu yansimalart oldugu
tespit edilmistir. Bu bulgudan hareketle ézel 6grenme glicliigii olan cocuklarin egitimine katuimuint
saglamak icin farklt aile egitim programlart gelistirilebilir ve etkileri arastirlabilir.
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Abstract

This study aims to identify relations among meaning of life, moral identity, and
altruism levels of teacher candidates and whether they vary depending on
some variables. Among the quantitative research methods, the relational
screening model, a subtype of general screening model, was used in this study.
The graduates and seniors studying in Izmir and Manisa provinces are the
teacher candidates who participated in the study. The Meaning in Life Scale
developed by Akin and Tas (2011) was used to measure perception of meaning
in life, the Moral Identity Scale developed by Yilmaz and Yilmaz (2015) was
used to measure moral identity, and the Altruism Scale developed by Ummet,
Eksi and Otrar (2013) to measure the altruism levels of participants as data
collection instruments. According to the results, the level of altruism of the
female was found to be statistically and significantly higher than the male;
however, there was no gender-based difference on the level of moral identity
and the meaning of life. Furthermore, the meaning of life level of graduate
teacher candidates was statistically and significantly higher than senior
students, on the other hand, the altruism and moral identity levels of teacher
candidates differed depending on their graduation status. Both statistical
significance and positive correlation were found between teacher candidates'
perception of meaning of life, moral identities and the altruism of level.
Consequently, the moral identity and altruism levels of prospective teachers
were found to be predictors of the meaning of life in a statistically significant
manner.
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INTRODUCTION

The word “life” has probably been used since humankind started to use language. This
consept has fundamental importance for all of us. However, we only have rough and subjective
ideas about what life really means. The reason is that, until recently, it was easy for people to
distinguish between what they call life and what they call non-life in the last century. There was
no need for defining life exactly; its meaning could be understood intuitively. However, scientific
development has given rise to complications about this issue (Klemke, 2000). Therefore, no one
has been able to give a satisfactory and common answer to the question of the meaning in life
since ancient times (Yalom, 2001). Many important figures in the field of philosophy have sought
an answer to what renders life meaningful, even if they may not have put it into terms. Although
some of these concepts are about happiness and morals, it is understood that a person has a life
which (s)he needs to realize and contemplate (Metz, 2013).

The things that render life meaningful are, to some, making achievements (James 2005),
having a moral character (Thomas 2005) or being devoted to relationships with family members
(Velleman 2005). In a large majority of the studies conducted on the meaning of life, it was found
out that showing the ultimate and positive value (s)he can exhibit is in the centre of an individual’s
life. In other words, relatively few people believe either that a meaningful life is an impartial quality
or that the humankind or the universe as the main subject of interest, bears a meaning as a whole
(Edwards 1972; Seachris 2009).

Indisputably, another component of the feeling of “meaningfulness” is the fact that it
refers to altruism, a favour done without expecting anything in return unlike happiness or
rightfulness conceptually (Wolf, 2010) because the pre-requisite of a meaningful life is that a
person attains the objectives that fit his or her voluntary choice and self-sacrifice (Nielsen 1964)
or because it involves gladness and wellness after doing this (Wohlgennant 1981). What makes
life meaningful for individuals may vary. Reker and Wong (1988) defined the main sources of
meaning as follows: (a) meeting basic needs such as food, shelter, and security; (b) leisure activities
or hobbies; (c) creative work; (d) personal relationships (family or friends); (e) personal
achievement (education or career); (f) personal growth (wisdom or maturity); (g) social and
political activism (for example, promoting peace or participating in campaigns against
environmental pollution); (h) altruism; (i) common values and ideals (truth, goodness, beauty and
justice); (j) traditions and culture, including heritage or ethnocultural associations; (k) legacy
(leaving a mark for posterity); and (l) religion. These sources of meaning encompass different
levels of needs, from basic biological needs to spiritual needs.

The meaning of life is not only achieving the objectives set but usage of high-quality,
moral, altruistic attitudes that entail moral values and material and spiritual values more effectively
(Taylor 1992). Young adults, who have developed a purposeful world view and have come to
understand that their life has meaning, makes this meaning a sense of self and act in accordance
with their resulting identity. In other worlds, embracing the identity is supporting the existence of
meaning (Negru-Subtrica et al, 2016). Individuals can have meaningful and noteworthy
experiences throughout their lives; however, such experiences can only be possible if individuals
are committed to their personal goals and have the confidence and determination to take action
to achieve them (Ugur & Akin, 2015).

The transition period between adolescence and adulthood is the one where identity gets
shaped (Erikson, 1968). Moreover, this period defines the process of forming meaning in life and
sense of self. For this reason, positive identity development and making sense of life in young
adults are considered to consolidate each other. Young adults should realize not only their own
development but also social development in line with a moral objective (Malin, Ballard, & Damon,
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2015). Young adults start to see themselves as individuals responsible for the world they live in
and try to develop consistency and integrity in moral and personal terms as required by the social
life by comprehending the complexity of the global world (Krettenauer et al., 2016; Hardy & Carlo,
2011).

Moral aspect of a person is a central factor in defining his/her character and morals are
one of the most critical determiners of identity development (Strohminger & Nichols, 2014).
Morals are deemed as the core factor in perceiving and assessing happiness among both ordinary
people and psychologists (Phillips, De Freitas, Mott, Gruber, & Knobe, 2017). Moral identity is
explained as a motivating factor for the moral behaviour that helps determine whether an action
that a person is to perform is right or wrong (Blasi, 2013; Freeman, Aquino, & McFerran, 2009;
Reed, Aquino, & Levy, 2007). Of course, identity formation can occur in many dimensions such as
religious, career or academic identity as well as moral one and identities in such multiple areas
affect being well and establishes a prudent personality (Hardy et al., 2013; Meca et al.,, 2017).

Moral identity development comes to forefront among young adults due to cognitive and
social development features. While children try to act morally in fear of punishment or for the
sake of a reward, adolescents are, to a large extent, motivated by internal factors (Hardy & Carlo,
2011). Internal factors such as having compassion, upholding justice, altruism, modesty, being
responsible and selflessness reflect the behaviours of a person with moral identity qualities. The
driving force of altruistic behaviour, which constitutes an important factor of moral identity, is
neither central authority and official sanctions nor high social status or gaining personal interest
(Griskevicius et al., 2010) but only increasing benefits provided by other people (Hamilton, 1972).

According to Buss (2008), the problem in explaining altruism is the fact that altruistic
behaviours always existed in history of humankind. In other words, it is not an unusual situation.
Durrant and Ward (2013) argued that altruistic behaviour is a norm of positive social behaviour.
The important critical point in altruistic behaviour is not whether the helping behaviour is
important for the helped person or not, but genuine intent of the helper (Freedman, Sears &
Carlsmith, 1993). According to Piliavin and Charning (1990), altruism occurs when a person puts
the needs and expectations of others before his/her own expectations, desires and needs, when
(s)he prefers to act in this direction.

Examination of altruism in terms of gender reveals a variance due to the difference
between the two genders in their motives on helping. Since women are known to be more
sensitive as compared to men, they are found to have higher levels of altruism. It has also been
noted that there are studies indicating that men can share their income more equally with others
(Johnson, 2000). Levels of altruism differ based on gender. Altruism levels in women have been
found to be higher than that of men. (Duman, B.; 2021). Some other studies have found no
meaningful variance in the level of altruism across genders, or any such relationship that could be
attributed to gender difference, though (Kasapoglu, 2013; Onatir, 2008; Yesilkayali, 2015; Ismen
and Yildiz 2005; Ak, 2013)

Levels of altruism have not found to be different across college majors (Duman, B. 2021).
On the other hand, Boylu found in his (2020) study that social services majors had higher levels
of altruism than students majoring in psychology. Throughout college life, students expand and
strengthen their social circles and also develop a relationship of trust over time. Therefore, seniors
normally are expected to indicate higher levels of altruism.

As people get more and more mature, they become more sophisticated in sympathizing
with the subjective experiences of others and helping them (Farsides, 2007). A person starts
learning as soon as (s)he opens his/her eyes to the world and this learning experience, which
grows exponentially by experience throughout one’s life, continues until the person’s last breath.
The first education starts at home, but education for social life is delivered by teachers, who are
self-sacrificing, devoted and altruistic. It is generally thanks to our teachers that individuals who
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act in line with moral rules, are altruistic, virtuous, and honest are raised. Teaching is a sacred
profession that should be performed through devotion, not appointment. Therefore, candidate
teachers, who will step into the profession of teaching, should have developed moral identities,
they should know how to live life without missing it, live it to the fullest and should be able to
render their lives meaningful. Altruistic attitudes and behaviours should be a part of their
personalities as well.

There is a vast amount of literature on moral identity (Hardy & Carlo, 2011; Hart, 2005;
Blasi, Kurtines, & Gewirtz, 1994; Reimer & Wade-Stein, 2004; Kocabiyik, 2014; Onat, 2011; Coskun,
2017) and altruism (Batson, 2011; Nagel, 1978; Fehr & Fischbacher, 2003; Arpaci & Ozmen, 2014;
Ismen & Yildiz, 2005). Few studies have been published on the relationship between moral identity
and altruism (Yang, Cai, Yong, & Shi, 2020; Ozbey & Karduz, 2018. However, the literature is
thought to fail to reflect the relationship between moral identity, altruism, and the meaning of life
concepts. Therefore, this study holds an importance in terms of making a new contribution to the
literature.

This study examines moral identity, meaning in life and altruistic behaviour attitudes in
teacher candidates according to different variables. To this end, answers were sought for the
following questions:

1. Do moral identity, meaning of life and altruistic behaviour attitudes of teacher candidates
differ statistically at a significant level depending on gender?

2. Do moral identity, meaning of life and altruistic behaviour attitudes of teacher candidates
differ statistically at a significant level depending on graduation status?

3. Is there a meaningful correlation among moral identity, meaning of life and altruistic
behavior attitudes of teacher candidates statistically at a significant level?

4. Do moral identities and altruistic behavior attitudes of teacher candidates predict life at
a significant level statistically?

METHODOLOGY

In this study, correlational research design, a subtype of general survey model, was used. General
survey moldes are arrangements made on the whole population or a group or a sample to be
taken out of a population that consists of great number of elements for the purpose of reaching
a general conclusion about the population. Single can be performed by general screening models.
Correlational research design is a research model that aims to determine the existence and/or
degree of covariance between two or more variables (Christensen, Johnson, Turner, & Christensen,
2011; Seeram, 2019). This study aims to identify potential relations among meaning of life, moral
identity and altruism levels of teacher candidates and whether they vary depending on some
variables.

Study Group

The convenient sampling method (Buyukoztirk et al., 2015) was utilized. For this purpose
166 (44.1%) graduates and 209 (55,9%) seniors studying in izmir and Manisa provinces, which
totaled 375 teacher candidates were recruited for the study. At the first stage, scales were
evaluated separately and forms of 8 teacher candidates with incorrect or incomplete scales were
taken out of the sample. As a result of this, forms of 196 (53,4%) female students and 171 (46,6%)
male students totaling 367 senior and graduate teacher candidates were included to evaluation
of the study group. Ages of the participants ranged from 21 to 26 and the average age of the
participants is 23.66.
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Data Collection Instruments

The Meaning in Life Scale (MLS): The meaning in life scale was developed by Steger et al,,
(2006) for the purpose of determining the meaning people find and seek in life. Adaptation to
Turkish was performed by Akin and Tas (2011). The Scale is 7 point Likert (1 for definitely not
valid-7 for definitely valid) type measurement instrument and comprises of 10 items. The scale
consists of two sub-scales: the current meaning and the meaning sought in life. Cronbach’s alpha
reliability coefficient of the scale was found to be .77 for the current meaning subscale, .83 for the
sought meaning subscale and .81 for the whole scale. It was determined that test-retest reliability
coefficients obtained at an interval of four weeks was .89 for current meaning scale, .92 for sought
meaning scale and .94 for the whole scale. Cronbach’s alpha reliability coefficient was calculated
as .81 for the whole scale in the present study.

Moral Identity Scale: Moral Identity Scale, which was developed by Aquino and Reed (2002)
to measure moral identity levels of individuals consists of 10 items and two sub-dimensions in
total: Symbolization (5 items), internalization (5 items). The scale was adapted into Turkish by
Yilmaz and Yilmaz (2015). Cronbach’s alpha reliability coefficient of the scale was found to be .77
for internalization sub-dimension and .76 for symbolization sub-dimension. Corrected item total
correlations of the scale range from .32 to .71. Fourth and seventh items of the internalization
dimension are negative (reverse) items. In this study, Cronbach’s alpha reliability coefficient was
calculated as .76. for the whole scale.

Altruism Scale: It was developed by Ummet, Eksi and Otrar (2013) in order to measure
altruism levels of individuals. Exploratory factor analysis was used in the scale development study,
criterion validity was performed, item discrimination was determined and Cronbach’s Alpha
reliability number was calculated. A scale consisting of monetary aid (6 items), aid provided in
traumatic conditions (6 items), aid provided to the old/sick (4 items), aid based on physical
strength (5 items), aid in education process (5 items), aid arising from feeling of closeness (5 items)
was obtained out of 7 sub-dimensions (participation in voluntary activities (7 items)) and 38 items
that explain 51.82 of the total variance at the end of the study. As for Cronbach Alpha numbers
that belong to sub-dimensions, Cronbach Alpha vale of the 1st factor was found to be .815, 2nd
776, 3rd .757, 4th .760, 5th .743, 6th .696, 7th .659 and total Cronbach alpha value of the scale
was found as .93. There is no reverse coded item in the scale. Cronbach’s alpha coefficient of the
scale was measured as .91 for the whole scale in this study.

Process

Meaning in life, moral identity and altruism variables were chosen carefully so as to
determine the possible relation in this study, which is conducted. Then scales related to the
variables and personal information form were combined in order to obtain main variables. The
participants were informed about the purpose and importance of the application before starting
the scale application, they were asked if they were voluntary and then application was performed
on teacher candidates voluntary to be participants.

Data Analysis

After the data obtained was transferred to computer environment, the data were analysed
by parametric tests (kurtosis and skewness values are between-1.96 and +1.96 (Tabachnick &
Fidell 2013). Data was analysed by SPSS-25 package programme. Independent samples t test was
used for paired comparisons, Pearson moment multiplication correlation analysis for variable
correlations, and regression analysis was used in order to identify the prediction level. p<.05
importance level was taken as basis as confidence interval (Altunisik, Coskun, Bayraktaroglu,
Yildirim, 2005).
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Kolmogorov-Smirnov statistical value was calculated as .043 (p>.05) for meaning in life, .067
(p>.05) for moral identity and .078 (p>.05) for altruism. Kurtosis and skewness value was
calculated as (1.2 and -0.9) for meaning in life, (1.1 and -1.09) for moral identity and (1.04 and -
0.9) for altruism. Kolmogorov-Smirnov statistical value of the meaning in life scale came out a
little lower than expected. Nevertheless, when considered according to kurtosis and skewness
values (between -1.96 and +1.96), it was decided to conduct analyses by parametric tests.

FINDINGS

Comparison Analyses

Independent sample t test was used in order to compare the meaning in life, moral identity
and altruistic levels of teacher candidates by gender variable and findings were shown in Table 1.

Table 1. T Test Results of Meaning in Life, Moral Identity and Altruism Levels of Teacher
Candidates (N=367)

Gender N < SD t P
1. Meaning in Life Female 196 51.16 ,9048 -,484 ,629
Male 171 51.62 ,8956
2. Moral Identity Female 196 53.46 ,9857 1,418 157
Male 171 51.90 1,1121
3. Altruism Female 196 38.91 ,5634 2,908 ,004
Male 171 37.22 ,5520

*p< .05

As seen in Table 1, there is no statistically significant difference between meaning in life
mean scores of female teacher candidates (x=51.16) and meaning in life mean scores of male
teacher candidates (x=51.62) (t=-,484, p<.05). Similarly, there is no statistically significant
difference between moral identity mean score of female teacher candidates (x =53.46) and moral
identity mean score of male teacher candidates (x=51,90) (t=1,418, p<.05). On the other hand,

altruism mean score of female teacher candidates x=38.91) is significantly higher than that of
male teacher candidates (x =37,22) in statistical terms (t=2,908, p<.05).

Independent sample t test was used in order to compare meaning in life, moral identity and
altruism levels of teacher candidates according to graduation status and findings were shown in
Table 2.

Table 2. T Test Results of Meaning in Life, Moral Identity and Altruism Levels of Teacher
Candidates by Graduation Status (N=367)

Grade N < SD t P

1. Meaning in Life Senior 205 50.27 ,9034 -2,674 ,008
Graduate 162 52.77 8776

2. Moral Identity Senior 205 52.17 1,0478 -1,170 ,243
Graduate 162 53.46 1,0460

3. Altruism Senior 205 38.32 ,5744 731 465
Graduate 162 37.88 ,5508

*p< .05

As can be seen in Table 2, meaning in life mean score of graduate teacher candidates (x
=52.77) is statistically higher than meaning of life mean scores of senior teacher candidates (x
=50.27) at a significant level (t=-2,674, p<.05). There is no statistically significant difference
between moral identity mean score of senior teacher candidates (x=52.17) and moral identity
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mean score of graduate teacher candidates (x=53.46) (t=-1,170, p<.05). Similarly, there is
statistically no significant difference between altruism mean score (x=38.32) of senior teacher
candidates and those of graduate teacher candidates (x=37,88) (t=.731, p<.05).

Findings on Correlation

Pearson moments multiplication correlation analysis was implemented in order to find out
if there is correlation among meaning in life, moral identity and altruism levels of teacher
candidates and results were shown in Table 3.

Table 3. Pearson Correlation Matrix about the Correlation among Meaning in Life, Moral Identity
and Altruism Levels of Teacher Candidates

Variables N ML Mi A < SD

1-Meaning in Life 367 - A436** .305** 25.69 1,0390

2-Moral Identity 367 - - .280** 52.74 1,0475

3-Altruism 367 - - - 38.12 ,5638
**p<.01

As is seen in Table 3, a statistically significant positive correlation exists at p<.01 threshold
among meaning in life, moral identity and altruism. Accordingly, the correlation coefficient
between meaning in life and moral identity is r= .44, between the meaning in life and altruism is
r=.31, and between moral identity and altruism is r=.28.

Multiple regression analysis was carried out in predicting the meaning in life for teacher
candidates so as to see the role of moral identity and altruism variables and the results were
shown in Table 4.

Table 4. Results Relating to Meaning in Life, Moral Identity and Altruism in Teacher Candidates

Unstandardised Coefficients Standardized coefficients
Model B SH B t P
(Fixed) 5,958 ,364 16,369 ,000
Moral Identity ,378 ,048 ,381 7,911 ,000
Altruism ,366 ,089 ,199 4,129 ,000

p< 001

It is seen in table 4 that moral identity and altruism variables predict meaning in life at a
statistically significant level in the regression analysis carried out for the purpose of revealing the
role of moral identity and altruism variables in prediction of meaning in life (F = 53,105, p < .001,
R = .48, R2= .23). According to the results of this analysis, contribution of the variables in variance
is 23. Contribution of moral identity and altruism in variance (Moral Identity: p = .381, t = 7,911,
Altruism: f =.199,t = 4,129, p < .001) was found to be significant.

CONCLUSION, DISCUSSION and RECOMMENDATIONS

Conclusion and Discussion

In this study, findings obtained were assessed in order to examine moral identity, meaning
in life and altruistic behavior attitudes in teacher candidates according to different variables.

First of all, when moral identity, meaning in life and altruistic behavior attitudes of teacher
candidates are considered according to gender, no statistically significant difference exists
between meaning in life score averages of female teacher candidates and those of male teacher
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candidates. In other words, meaning in life does not differ depending on gender. There are studies
in the literature where similar results had been reported (Kiang & Fuligni, 2010; Demirbas, 2010;
Yiksel, 2013). As a matter of fact, in the study he conducted with two different study groups,
Yiksel (2013) found that meaning in life did not differ among university students depending on
gender. It was found by the same token in the study of Bas and Hamarta (2014) that meaning in
life did not vary depending on gender and that meaning in life scores of female and male
participants were quite close. Studies that have reached different conclusions are also seen in the
literature. In a scale study by Steger et al., (2006), it was found that meaning in life differed by
gender. Tas (2011) reached the conclusion that teachers differed according to gender in meaning
sought in life sub-dimension. It was revealed that meaning sought in life levels of male teachers
were higher than those of female teachers. The reason why meaning in life does not differ
depending on gender in the current study is the fact that if a person believes in something,
whatever (s)he places in the centre of his/her life or whatever (s)he desires to reach is meaningful.
For this reason, it can be purported that generally, the purpose of existence of a person matters
and gender has no impact on that. In other words, it can be assumed that meaning in life may
differ from person to person depending on changeable state of mind of each individual. In general
terms, it can make a person’s life more meaningful if that person gets what (s)he strongly wants,
attains his/her high objectives or do whatever (s)he believes to be important (Trisel 2002; Hooker
2008; Alexis 2011). According to the subjectivist point of view, if a person cares about or likes a
situation mentally, it bears a meaning for that person to the extent that life cares about or likes it
(Frankfurt, 2009).

By the same token, no statistically significant difference was found between moral identity
score averages of female teacher candidates and those of male teacher candidates. When the
literature is taken into account, it is seen that there are studies that have reached different
conclusions. Walker (1984) reported that men exhibit a higher moral development level in
adulthood compared to women in his study where he examined gender difference in Kohlberg's
moral development theory. In Arnold’s study (1993), it was concluded that women felt more close
to moral features and get more motivated by things related to morals than men. While women
stated that helpfulness bears more importance then adapting to the surroundings in moral terms,
men expressed the opposite.

Moreover, moral identity and moral motivation contribute significantly to prediction of
moral behavior according to the result of the study. In the study they conducted about moral
development, Kumru, Carlo and Edwards (2004) concluded that while men tend to exhibit positive
social behavior publicly, women rather tend to exhibit emotional, obedient and secret positive
social behaviors. Besides, it was concluded that while peer attachment and communitarian values
predict positive social public behavior, parental and peer attachment predict emotional positive
social behavior. It followed that communitarian values and empathy predicted altruistic positive
behavior and obedient and secret positive behaviors. This may result from the fact that the male
gender role requires them to be in a social environment more under the social gender role and
therefore they place more importance on their responsibilities as they consider friendship and
social relationships significant (Beutel and Marini, 1995) and have competitive, assertive, bold,
hunter-collector, breadwinner, strong and protective attitudes. It can also be thought that while
women exhibit moral behavioral patterns where they fulfil their responsibilities in a personal
relationship, men tend to make judgements on morality of an action provided that it is accepted
by the society and complies with social rules. In other words, it can be argued that women exhibit
moral behaviors rather in emotional relationships with obedient and positive social behaviors
while men exhibit moral behaviors rather in social relationships (Kumru, Carlo and Edwards, 2004).

On the other hand, it was seen that altruism mean score of female teacher candidates were
statistically higher than those of male teacher candidates at a significant level. Given the literature,
it is observed that the finding obtained is confirmed by some study results (Coulter and et al.,
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2007; Rushton, Fulker, Neale, Nias and Eysenck, (1986); cited in ismen and Yildiz, 2005). In the
studies concerned, it was stated that women reported higher level of altruistic attitude compared
to men. Again, in the research where he reviewed 16 studies, Hoffman (1977) indicated that
women showed higher level of emotional reaction and helpfulness to feelings of others. This can
be attributed to the fact that women are more inclined to altruistic attitude in comparison to men
in terms of gender roles within the society, which is the social living space. As a matter of fact
Eagly and Crowley (1986) revealed that, in connection with gender role, men help others more in
dangerous situations or in cases that require physical strength while women have higher
protective tendency as they exhibit more emotional approach in such cases as special
responsibility projects and helping the disabled, which require emotional and safe environment.
Altruistic attitude level of women was found to be higher than men in the study conducted by
Egilmez and Naylor (2017) as well. It can be thought that this stems from the fact that women
tend to be more emotional, supportive and personally open in their relationships and have higher
sense of kindness, mercy, responsibility and devotion (Beutel & Marini, 1995).

Gender sociaization might be another reason. Gender socialization is the process through
which children learn about social expectations, attitudes, and behaviors typically associated with
boys and girls. That is, as children grow, they build a general sense of self and the ability to relate
to others and play a role in society. In this process, they develop beliefs about roles and
expectations associated with each gender group (gender roles) and a self-identity (gender
identity) as a member of one gender group or another (Stockard, 2006). In this vein, girls who
learn about the role of motherhood and emotions at a younger age by playing with rag babies
might have instinctively more self-sacrificing, moderate, maternal and protective attitudes due to
their potentials of becoming mothers. As a matter of fact, in the study they conducted, Walker
and Frimer (2007) concluded that personalities who exhibit examples of affection are more
merciful, altruistic, productive and optimistic when compared to people exhibiting examples of
boldness.

However, some studies do not support the conclusion reached in this study (Kacar-Banbal,
2010; Krebs, 1970; ismen & Yildiz, 2005; Ma and Leung, 1992; Onatir, 2008). The data obtained
from the research performed by Harris and Bays (1973) with 80 male and 80 female shopping
customers show that men have higher probability of helping women who wear femininely
especially if they ask for a feminine help. No correlation was found between altruistic attitude and
gender in some studies. In addition to no correlation was found between altruistic behavior and
gender performed with children. Again, no significant difference was found among altruistic levels
of students in the study Kasapoglu (2014) conducted with university students. The reason for this
may be that, depending on the gender role assigned to men and women, men tend to help other
people in dangerous and risky situations (Eagly & Crowley, 1986) whereas women exhibit more
emotional help and protective behaviors in safe and secure situations (Duru, 2002). Another
reason is that men desire to earn more money and rise in their profession because they take on
the responsibility of providing financial livelihood of their families (Fortin, 2006), and women
exhibit more altruistic behavior due to their traditional roles and responsibilities such as child care
and support for their spouses.

Secondly, when moral identity, meaning in life and altruistic behavior attitudes of teacher
candidates are considered according to their graduation status, it is seen that meaning in life
mean score of graduate teacher candidates is statistically higher at significant level than those of
senior teacher candidates. When the literature is examined, it is seen that studies reaching
different conclusions exist. The study carried out by Malin, Reilly, Quinn and Moran (2014)
quantitatively demonstrated that young adults have lost their living purposes more than high
school students. According to the study conducted by Han, Liauw and Kunt (2019), the existence
level of meaning in life drops in adulthood. Similarly, the study of Malin et al. (2017) indicated that
as civilians after graduation from high school, individuals show decreasing tendency to participate
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in activities that demonstrate existence of purposes related to meaning of life. The reason is that
the period of adulthood is risky in establishment of purpose and meaning of life as adulthood
period corresponds to times of fundamental changes and pre- and post-high school (university
education) period correspond to transition to an independent life (Smith, Christoffersen,
Davidson, & Herzog, 2011). Given the increasing search for meaning and purpose in this period
(Bronk, Hill, Lapsley, Talib and Finch, 2009; Steger, Oishi and Kashdan, 2009), it can be said that
the decrease in existence of meaning in life occurred in the period of long-term period of search
for meaning. In other words, this can result from the fact that teenagers at the age of high school
and university see things through rose-coloured glasses as they have not yet faced the challenges
of life and they have the protection and support of their families behind them. It may be becoming
hard to maintain the existence of meaning of life upon stepping into the professional life, where
they have to stand on their own two feet and have increased responsibility. However, no
significant difference was found statistically between moral identity mean score of senior teacher
candidates and graduate teacher candidates. When the literature is reviewed and the studies on
the changes caused by the social environment of university in individuals are examined, it is seen
that in the study they carried out, King and Mayhew (2002) indicated that development of moral
judgement skills of university students did not only stem from chronological maturing. According
to the finding of the study, education received in university is effective on development of the
self. Individuals graduating from university may experience problems in both their personal lives
and in finding a solution to the moral dilemmas they encounter in their professional lives. Based
on this fact, universities should explore preparing their students for the moral dilemmas they will
be faced with in their personal and professional lives as indicated by Curtis-Tweed (2004). In his
study on self-perception and moral examples conducted with 120 adults aged 17-91, Walker
(1999) found the compatibility dimension as a characteristic feature in young adults (adults at
university age) setting a moral example. Likewise, in their study entitled “Young Adult Moral
Exemplars: Making of Self through Stories” Matsuba and Walker (2005) made interview with equal
number of male and female young adults with a mean age of 25. When the young adults in the
study group were compared, it was concluded that intermediary themes, saviour experiences,
scenes of getting dirty, awareness about pains of others, enemies, ideological depths and future
objectives are different in terms of moral examples. In a study conducted on adults, Colby and
Damon (1992) found that these behaviors are deemed as an emotional requirement rather than
behaviors that surface upon contemplation. Similar results were obtained in the studies conducted
with young adults at university age. In the study he carried put, Nickerson (2003) investigated the
relation between the adolescents’ moral sense of self and their moral reasoning skills. According
to the result of the research, a correlation exists between moral sense of self and reduction of risk
behavior. This study demonstrates that moral sense of self is an important aspect of moral identity.

Similarly, there is no statistically significant difference between altruism mean score of
senior teacher candidates and those of graduate teacher candidates. Similar findings can be seen
when the literature is examined. In his research where he examined the altruism levels of nursing
seniors, Kacar- Banbal (2010) found no significant difference in class levels of students and total
altruism score. However, it is also seen that there are studies that have reached different
conclusions. It was observed in the study of Kasapoglu (2014) that junior students had significantly
higher level of altruism than freshman students. In the research by ismen and Yildiz (2005), it was
found that those working as teachers were more altruistic than those who were yet teacher
candidates. This may stem from the fact that those starting teaching understand how important
altruism is and realise how big of a pleasure it gives to do their students favours without expecting
nothing in return.

According to the other finding obtained, there is a statistically significant positive
correlation among meaning in life, moral identity and altruism levels of teacher candidates.
Accordingly, the correlation coefficient was found between meaning in life and altruism, and
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between moral identity and altruism. Moral identity is significantly related to development of
humans and pro-social and positive social behavioral tendency that form moral aspects of life
(Han, 2015; Kristjansson, 2007). Moral identity is the standards where the concepts of morality (for
example kind, fair, pro-social behaving and altruism) are central, important and necessary for the
person’s own identity (Blasi 1984). There are two important forms of pro-social behaviors, one of
which is altruism. A person who exhibits altruistic behavior has to pay a certain price. The altruistic
behavior should be exhibited in return for this price without expecting any personal interest
(Bilgin, 2020). As a general rule, it was reported as a result of the identity research that a person
acts morally while taking into account both altruistic and informal behaviors (Stets&Carter 2011;
2012).

Aquino and Reed (2002) conceptualizes moral identity as a structure that enables
relationship of a person with other people through a series of moral behaviors that define his/her
moral self and personality and that regulates itself. Altruism is a type of moral behavior according
to the identity theory as well. For example, individuals with important moral identities exhibit more
positive attitudes in terms of efforts of aid for others (Reed & Aquino 2003). Moreover, according
to Patrick et al., (2018), moral identity affects willingness of adult individuals to show pro-social
behaviors (in other words, altruistic attitude). However, little importance was placed on
internalization of pro-social behavior types in adolescence and the roles and correlations among
such factors as moral identity and moral judgment. Patrick et al. (2018) found in their study that
moral identity provides for most pro-social behavior (altruistic attitude) types. Moral judgement
and moral identity provide for altruistic and pro-social behaviors collectively and correlationally.
Moreover, moral identity has mediated the relations among moral judgment and some social
behavior forms (helpfulness, voluntariness) Le Galliard et al. (2003) found that altruistic behavior
has various prices but individuals with developed moral identity decrease these prices and
become less selfish in time. Midlarsky (1991) places the benefits provided by altruism to
individuals under five items: it helps the individual to get away from his/her own problems,
develops perception on the value and meaning of life, improves empathy skills, heals the soul and
increases his/her psychological mood, socialization and well-being. In the study conducted by
Kasapoglu (2014), it was found that there is a positive and meaningful correlation between well-
being and altruism levels of students and that altruism is a significant predictor of well-being. For
this reason, meaning in life contains positive social behaviors. In other words, altruistic attitude
includes the elements of bringing meaning into one'’s life and helping people.

Moreover, altruism has positive gains such as setting an example for future generations
with self-sacrificing and moral behaviors, increasing social status, psychological well-being,
bringing meaning into life and improving reputation in social environment (Buss, 2015). It can be
asserted that this results from the fact that a teacher candidate who has high moral identity and
altruistic behaviors generally has increased potential of exhibiting altruistic behaviors that can set
an example for future generations with self-sacrificing and moral behaviors, helping others,
especially students; therefore, feels him/herself happy as (s)he helps others, bringing meaning
into his/her life. Hence, it can be argued that there is positive correlation among meaning in life,
moral identity and altruism and they underpin each other.

Finally, it is observed that moral identity and altruism variable predict the meaning of life
at a statistically significant level in the regression analysis conducted for the purpose of seeing
the role of the variable of moral identity and altruism in predicting meaning of life in teacher
candidates. According to the results of this analysis, contribution of the variables in the variance
is 22%. The contribution of moral identity and altruism in variance was found meaningful.
Individuals who grasp the meaning and importance of life and try to make their existence in life
meaningful spend life more positively and fully (Zika and Chamberlain, 1992). Meaning in life,
which is one of the fundamental concepts of positive psychology, bears great importance for
teachers, who shape the future and students, who own it. Teacher candidates who cannot give
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meaning to their lives cannot be successful in materializing their future objectives and they might
also experience serious difficulty in setting an example for the students entrusted to them and in
shaping their lives when they start performing their jobs (Lindeman and Verkasalo 1996). However,
teacher candidates who find life meaningful, bear positive feelings in their university education
period, are altruistic and have dreams related to their profession and they also experience no
difficulty in making both themselves and the ones around themselves happy and satisfied (Hicks
and King, 2007).

When the literature is scanned, it was reported in the longitudinal research conducted that
there is a mutually reinforcing relation between meaning in life and moral identity development
(Negru-Subtirica, Pop, Luyckx, Dezutter, &Steger, 2016). In this vein, another research carried out
demonstrated that moral identity is positively correlated to activities that increase the meaning of
life such as participation in social responsibility activities, exhibiting altruistic behaviours and
joining voluntary activities (Porter, 2013). In the study conducted by Han, Liauw and Kunt (2019),
it was reported that while moral identity predicts existence of meaning positively, existence of
meaning does not have an important effect on moral identity. In other words, the factors that
makes life meaningful do not have a positive or negative effect on the thing that renders a
person’s life meaningful (Steger et al., 2006). To put it in a different way, young adults may build
the meaning of their lives in ways that are not directed at any moral purpose like finding meaning
as a star athlete or student. Therefore, the sole existence of meaning does not necessarily define
moral identity. On the other hand, developing a moral identity provides for existence of meaning
of life (Han, Liauw and Kunt, 2019). In their study, Yikilmaz and Demir-Gudul (2015) demonstrate
that conscious awareness and existence of meaning in life define satisfaction in life at a significant
level in university students while the search for meaning is not a meaningful predictor of
satisfaction in life.

Moral behavior ensures order and security in the society (Stets& McCaffree, 2014). Teachers
can convey moral behavior to their students to the extent that they internalize it as a code and
adapt it into their lives. In this way, morals of the society can be preserved. Perpetuity of moral
order can be sustained by the actions of future generations. The truth is, people are not cruelly
selfish but if this situation gets normalized or students are raised in societies that have the morality
to behave selfishly, they may learn to be so (Basu,2007). If we desire to hand the world over to a
future generation that have a moral identity, it may be argued that especially teachers should
support the set of socially inherent values such as consciousness, altruism, integrity and fairness.

Recommendations

This study is limited to senior and graduate teacher candidates. In other words, it is not
possible to extend the findings obtained to other university education levels and other groups of
profession. Conducting similar studies with various variables and students of different
departments and grades and making comparisons with different groups of profession may add a
different perspective to the matter. The psychological counsellors, psychologists and social service
experts that work actively in the field may help university students and graduate profession
candidates to gain consciousness by using these findings in the education programmes and
seminars and by informing them.

According to the findings obtained from the study, altruism makes the lives of teacher
candidates meaningful. In this respect, making changes in the education programs will be
beneficial for teacher candidates, who attach importance to sharing, helping and cooperation, and
can approach their students with compassion and altruism, to develop altruistic behaviors and
increase their inclinations during their educational processes.

Teacher candidates are role models in terms of knowledge, morality and personality. In the
education process of teacher candidates, attaching importance to moral education and
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personality development along with academic knowledge, and considering values while planning
this process are recommended.

This study was limited to senior university students, graduate students and certain
universities. Covering a larger sample including different universities and regions in Turkey might
lead to different results.

REFERENCES

Acar, M. C. Ve Apak, H. (2017). Sosyal Hizmet B&limii Ogrencilerinin Empatik Egimleri ile Ozgecilik
Diizeyleri Arasindaki iligkinin incelemesi. Toplum ve Sosyal Hizmet Dergisi, 28(1), 93- 112.

Akin, A. & Tas, I. (2011). Validity and reliability of the Turkish version of the meaning in life questionnaire.
[ll. International Congress of Educational Research. Girne, TRNC.

Ak, K. (2013). Universite Ogrencilerinin Ozgecilik Diizeylerinin Yordayicisi Olarak Yasam Amaclari. Yiiksek
Lisans Tezi, Gazi Osman Pasa Universitesi Egitim Bilimleri Enstitisi, Tokat.

Alexis., A. (2011). The meaning of life: A modern secular answer to the age-old fundamental question.
Create Space Independent Publishing Platform.

Altunisik R., Coskun R, Bayraktaroglu S., & Yildirnm E. (2005). Sosyal bilimlerde arastirma yontemleri SPSS
uygulamali. Sakarya Kitabevi. Sakarya.

Aquino, K. & Reed, A. (2002). The self-importance of moral identity. Journal of Personality and Social
Psychology, 83(6), 1423-1440. https://Doi.Org/10.1037//0022-3514.83.6.1423

Arnold, M. L. (1993). The place of morality in the adolescent self. Harvard University.

Arpaci, P., & Ozmen, D. (2014). The relationship between levels of altruism and empathic tendencies among
nursing students/Hemsirelik ogrencilerinin ozgecilik ve empatik egilim duzeyleri ve aralarindaki
iliski. Journal of Education and Research in Nursing, 11(3), 51-58.

Baier, K. (1997). Problems of life and death: A humanist perspective. Amherst: Prometheus Books.

Basu, K. (2007). Identity and altruism: The moral basis of prosperity and oppression. Mimeo, Cornell
University.

Bas, V. & Hamarta, E. (2014). Universite égrencilerinde degerler ve yasamin anlami arasindaki iliski. Degerler
Egitimi Dergisi, 13(29), 369-391.

Batson, C. D. (2011). Altruism in humans. Oxford University Press, USA.

Batson, C. D., Dyck, J. L, Brandt, J. R, Batson, J. G, Powell, A. L, McMaster, M. R,, & Giriffitt, C. (1988). Five
studies testing two new egoistic alternatives to the empathy-altruism hypothesis. Journal of
Personality and Social Psychology, 55(1), 52.  https://D0i.Org/10.1037/0022-3514.55.1.52

Beutel, A. M., & Marini, M. M. (1995). Gender and values. American Sociological Review 60(3), 436-448.
https://doi.org/10.2307/2096423

Bilgin, A. (2020). A philosophical analysis of the biological accounts of morality and altruism (Master's
thesis).

Blasi, A. (1984). Moral identity: Its role in moral functioning in morality, moral behavior, and moral
development (ed. William Kurtines and Jacob Gewirtz). New York: Wiley, 128-39.

Blasi, A. (2013). The self and the management of the moral life. In handbook of moral motivation (pp. 229-
248). Rotterdam: Sense Publishers. https://D0i.Org/10.1007/978-94-6209-275-4_14.

Blau, P. M. (1964). Exchange and power in social life. New Brunswick, NJ: Transaction Publishers.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

77


https://doi.org/10.1037/0022-3514.55.1.52
https://doi.org/10.2307/2096423

E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dch.g.l...ll'.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Boylu, M. A. (2020). “Universite Ogrencilerinin Ozgecilik Diizeyleri ile Empatik Egilim Ve Benlik Saygis
Arasindaki iliskinin Incelenmesi”. Yiiksek Lisans Tezi, Cag Universitesi Sosyal Bilimler Enstitiis(,
Mersin.

Brassai, L, Piko, B. F., & Steger, M. F. (2011). Meaning in life: Is it a protective factor for adolescents’
psychological health? International Journal of Behavioral Medicine, 18(1), 44-51.
https://D0i.Org/10.1007/s12529-010-9089-6.

Britton, K. (1969). Philosophy and the meaning of life. Cambridge: Cambridge University Press.

Bronk, K. C., Hill, P. L, Lapsley, D. K., Talib, T. L., & Finch, H. (2009). Purpose, hope, and life satisfaction in
three age groups. The Journal of Positive Psychology, 4(6), 500-510.
https://Doi.Org/10.1080/17439760903271439.

Buss, D. M. (2008). The evolution of desire-revised. NY: Basic Books.
Buss, D. M. (2015). Evolutionary psychology: The new science of the mind. NY: Psychology Press.

Buyukozturk, S., Kilic Cakmak, E., Akgun, O.E., Karadeniz, S., and Demirel, F. (2012). Bilimsel arastirma
yontemleri. Ankara: Pegema Akademi.

Christensen, L. B., Johnson, B., Turner, L. A., & Christensen, L. B. (2011). Research methods, design, and
analysis. (TWELFTH Edition) Pearson Education, Inc.

Colby, A., & Damon, W. (1992). Some Do Care: Contemporary Lives of Moral Commitment. New York: Free
Press.

Coskun, A. (2017). Ahlaki kimlik ve makyavelizmin orglt yararina ahlaki olmayan davranis izerinde etkisi:
ahlaki iklimin diizenleyici rold.

Coulter, A., & Ellins, J. (2007). Effectiveness of strategies for informing, educating, and involving
patients. Bmj, 335(7609), 24-27.

Curtis-Tweed?*, P. (2004). Moral and civic responsibility and the commercialization of higher
education. Journal of Moral Education, 33(2), 211-217.

Demirbas, N. (2010). Yasamda anlam ve yilmazlik. (Yayinlanmamus yiiksek lisans tezi). Hacettepe Universitesi
Sosyal Bilimler Enstitlisti, Ankara.

Duman, B. (2021). Universite 6grencilerinin 6zgecilik diizeyleri ile sosyodemografik degiskenler acisindan
incelenmesi. Balkan ve Yakin Dogu Sosyal Bilimler Dergisi, 7(4), 27-35.

Duru, A, & Reeb, D. M. (2002). International diversification and analysts' forecast accuracy and bias. The
Accounting Review, 77(2), 415-433.

Eagly, A. H., & Crowley, M. (1986). Gender and helping behavior: A meta-analytic review of the social
psychological literature. Psychological Bulletin, 100(3), 283.

Edwards, P. (1972). Why, in the encyclopedia of philosophy? (ed. P. Edwards), Vol: 6-7, 296-302. Macmillan
Publishing Company

Egilmez, E., & Naylor-Tincknell, J. (2017). Altruism and popularity. International Journal of Educational
Methodology, 3(2), 65-74.

Eksi, H., Sayin, M. & Celebi, C. D. (2016). Universite ogrencilerinin 6zgecilik ve otantiklik seviyeleri arasindaki
iliskinin incelenmesi. Deg@erler Egitimi Dergisi 14 (32), 79-102.

Erikson, E. (1968). Youth: identity and crisis. New York, NY: WW. https://D0i.Org/10.1002/yd.29.
Farsides, T. (2007). The psychology of altruism. Psychologist- Leicester-, 20(8),474.

Fehr, E., & Fischbacher, U. (2003). The nature of human altruism. Nature, 425(6960), 785-791.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

78



E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dch.g.l...ll'.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Feinberg, J. (1980). Absurd self-fulfillment. In Time and Cause (pp. 255-281). Springer.

Fortin, N. M. (2006). Greed, altruism, and the gender wage gap. Unpublished manuscript, Department of
Economics, University of British Columbia.

Frankfurt, H. G. (2009). The reasons of love. Princeton University Press.

Freeman, D., Aquino, K., & McFerran, B. (2009). Overcoming beneficiary race as an impediment to
charitable donations: social dominance orientation, the experience of moral elevation, and donation
behavior. Personality and Social Psychology Bulletin, 35(1), 72-84.

Freedman, J. L, Sears, D. O. & Carlsmith, J. S. M. (1993). Sosyal psikoloji. (Cev.: A. Dénmez). Ankara: imge
Kitapevi.

Griskevicius, V., Tybur, J. M., & Van den Bergh, B. (2010). Going green to be seen: status, reputation, and
conspicuous conservation. Journal of Personality and Social Psychology, 98(3), 392.
https://Doi.Org/10.1037/a0017346.

Hamilton, W. D. (1972). Altruism and related phenomena, mainly in social insects. Annual Review of
Ecology and Systematics, 3(1), 193-232. https://doi: 10.1146/annurev.es.03.110172.001205.

Han, H. (2015). Purpose as a moral virtue for flourishing. Journal of Moral Education, 44(3), 391-309.
https://Doi.Org/10.1080/03057240.2015.1040383.

Han, H. (2015). Virtue ethics, positive psychology, and a new model of science and engineering ethics
education. Science and Engineering ethics, 21(2), 441-460. https://D0i.Org/10.1007/s11948-014-
9539-7

Han, H., Liauw, I, & Kuntz, A. F. (2019). Moral identity predicts the development of presence of meaning
during emerging adulthood. Emerging Adulthood, 7(3), 230-237.
https://doi.org/10.1177/2167696818758735

Hardy, S. A., & Carlo, G. (2011). Moral identity: What is it, how does it develop, and is it linked to moral
action? Child Development Perspectives, 5(3), 212-218. https://doi.org/10.1111/j.1750-
8606.2011.00189.x

Hardy, S. A., Francis, S. W., Zamboanga, B. L., Kim, S. Y., Anderson, S. G., & Forthun, L. F. (2013). The roles of
identity formation and moral identity in college student mental health, health-risk behaviors, and
psychological well-being. Journal of Clinical Psychology, 69(4), 364-382.
https://D0oi.Org/10.1002/jclp.21913.

Hardy, S. A., Walker, L. J,, Olsen, J. A,, Woodbury, R. D., 8& Hickman, J. R. (2014). Moral identity as moral ideal
self: links to adolescent outcomes. Developmental Psychology, 50(1), 45-57.
https://Doi.Org/10.1037/a0033598.

Harris, M. B., & Bays, G. (1973). Altruism and sex roles. Psychological Reports, 32(3, Pt 1),
1002. https://doi.org/10.2466/pr0.1973.32.3.1002

Hart, D. (2005, January). The development of moral identity. In Nebraska symposium on motivation (Vol.
51, p. 165).

Hicks, J. A, & King, L. A. (2007). Meaning in life and seeing the big picture: positive affect and global focus
cognition and emotion. Psychology Press, 21(7), 1577-1584.
https://doi.org/10.1080/02699930701347304

Hoffman, M. L. (1977). Empathy, its development and prosocial implications. In Nebraska symposium on
motivation. University of Nebraska Press.

Hooker, B. (2008). The meaning of life: Subjectivism, objectivism, and divine support. In The Moral Life (pp.
184-200). Palgrave Macmillan.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88


https://doi.org/10.1177%2F2167696818758735
https://psycnet.apa.org/doi/10.2466/pr0.1973.32.3.1002

E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dch.g.l...ll'.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

ismen, E. ve Yildiz, A. (2005). Ogretmenlige iligkin tutumlarin &zgecilik ve atilganlik diizeyleri acisindan
incelenmesi. Kuram ve Uygulamada Egitim Yonetimi, 11(42), 151-166.

James, L. (2005). Achievement and the meaningfulness of life. Philosophical Papers, 34, 429-42.
https://doi.org/10.1080/05568640509485166

Johnson, K. K. (2000). Age and gender differences in altruistic behavior. unpublished thesis. OR: University
of Oregon.

Kagar-Banbal, G. (2010). Hemsirelik égrencilerinin 6zgecilik dizeyleri (Yayinlanmamis ylksek lisans tezi).
istanbul Universitesi Saglik Bilimleri Enstitiisu.

Kamm, F. M. (2003). Rescuing Ivan Ilych: how we live and how we die. Ethics, 113, 202-33.

Kasapoglu, F. (2013). Universite Ogrencilerinde lyilik Hali ile Ozgecilik Arasindaki iliskinin incelenmesi.
Yiiksek Lisans Tezi, inénii Universitesi Egitim Bilimleri Enstitiisii, Malatya.

Kasapoglu, F. (2014). lyilik hali ile 6zgecilik arasindaki iliskinin incelenmesi. Hikmet Yurdu Diistince-Yorum
Sosyal Bilimler Arastirma Dergisi, 7(13), 271-288.

Kiang, L., & Fuligni, A. J. (2010). Meaning in life as a mediator of ethnic identity and adjustment among
adolescents from Latin, Asian, and European American backgrounds. Journal of Youth and
Adolescence, 39(11), 1253-1264. https://doi.org/10.1007/s10964-009-9475-z

Klemke, E. D. (2000). The meaning of life. Oxford University Press
Kocabiyik, O. O. (2014). Benlik ve ahlaki kimlik. Degerler Egitimi Dergisi, 12(27), 261-280.

Krawczyk, M., & Le Lec, F. (2010). ‘Give me a chance!’An experiment in social decision under
risk. Experimental Economics, 13(4), 500-511.https://doi.org/10.1007/s10683-010-9253-5

Krebs, C. J. (1970). Genetic and behavioral studies on fluctuating vole populations. In Proc. Adv. Study Inst.

Dynamics numbers populations (Oosterbeek) (pp. 243-256).

Krettenauer, T, Murua, L. A, & Jia, F. (2016). Age-related differences in moral identity across
adulthood. Developmental Psychology, 52(6), 972. https://doi.org/10.1037/dev0000127

Kristjansson, K. (2007). Measuring self-respect. Journal for the Theory of Social Behaviour, 37(3), 225-242.
https://doi.org/10.1111/j.1468-5914.2007.00339.x.

Kumru, A., Carlo, G. & Edwards, C. P. (2004). Olumlu sosyal davranislarin iliskisel, kilturel, bilissel ve
duyussal bazi degiskenlerle iliskisi. Tirk Psikoloji Dergisi, 19(54), 109-125.

Le Galliard, J. F., Ferriére, R, & Dieckmann, U. (2003). The adaptive dynamics of altruism in spatially
heterogeneous populations. Evolution, 57, 1-17. https://doi.org/10.1554/0014-3820.

Lennon, M. C., Appelbaum, L. D., Aber, J. L., & McCaskie, K. (2003). Circumstances dictate public views of
government assistance. http://www.nccp.org/publications/pdf/text_552.pdf.

Long, M. C., & Krause, E. (2017). Altruism by age and social proximity. PloS One, 12(8), e0180411.
https://doi.org/10.1371/journal.pone.0180411

Ma, B., Christen, B., Leung, D., & Vigo-Pelfrey, C. (1992). Serodiagnosis of lyme borreliosis by western
immunoblot: reactivity of various significant antibodies against borrelia burgdorferi. Journal of
Clinical Microbiology, 30(2), 370-376.

Malin, H., Ballard, P. J., & Damon, W. (2015). Civic purpose: an integrated construct for understanding civic
development in adolescence. Human Development, 58(2), 103-130.
https://doi.org/10.1159/000381655.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

80


https://doi.org/10.1080/05568640509485166
https://psycnet.apa.org/doi/10.1037/dev0000127
http://www.nccp.org/publications/pdf/text_552.pdf
https://doi.org/10.1371/journal.pone.0180411

E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dch.g.l...ll'.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Malin, H., Han, H., & Liauw, I. (2017). Civic purpose in late adolescence: Factors that prevent decline in civic
engagement after high school. Developmental Psychology, 53(7), 1384.
https://doi.org/10.1037/dev0000322.

Malin, H., Reilly, T. S., Quinn, B., & Moran, S. (2014). Adolescent purpose development: exploring empathy,
discovering roles, shifting priorities, and creating pathways. Journal of Research on Adolescence, 24,
186-199. https://doi.org/10.1111/jora.12051.

Marcus, R. F. (1980). Empathy and popularity of preschool children. Child Study Journal, 10, 133-145. doi:
10.1037/h0081268.

Matsuba, M. K., & Walker, L. J. (2005). Young adult moral exemplars: The making of self through
stories. Journal of research on adolescence, 15(3), 275-297.

King, P. M., & Mayhew, M. J. (2002). Moral judgement development in higher education: Insights from the
Defining Issues Test. Journal of moral education, 31(3), 247-270.

Meca, A, Sabet, R. F.,, Farrelly, C. M,, Benitez, C. G,, Schwartz, S. J., Gonzales-Backen, M., ... & Lizzi, K. M.
(2017). Personal and cultural identity development in recently immigrated Hispanic adolescents:
Links with psychosocial functioning. Cultural Diversity and Ethnic Minority Psychology, 23(3), 348.
https://doi:10.1037/cdp0000129.

Metz, T., (2012). The meaningful and the worthwhile: Clarifying the relationships. The Philosophical Forum,
43, 435-48.

Metz, T. (2013). Meaning in life as the aim of psychotherapy: A hypothesis. In the Experience of Meaning in
Life (pp. 405-417). Springer.

Midlarsky, E. (1991). Helping as coping. In M. S. Clark (Ed.), Review of personality and social psychology,
Vol. 12. Prosocial Behavior (p. 238-264). Sage Publications, Inc.

Nagel, T. (1978). The Possibility of Altruism, 1970. Princeton (New Jersey).

Negru-Subtirica, O., Pop, E. ., Luyckx, K., Dezutter, J., & Steger, M. F. (2016). The meaningful identity: a
longitudinal look at the interplay between identity and meaning in life in adolescence,
Developmental Psychology, 52. (11), 1926-1936. https://d0oi:10.1037/dev0000176.

Nielsen, K. (1964). Linguistic philosophy and "the meaning of life. Cross Currents, 14(3), 313-334. Oxford
University Press.

Nickerson, M. (2003). " The power of a morally indignant woman"-Republican women and the making of
California conservatism. Journal of the West, 42(3), 35-43.

Nozick, R. (1974). Anarchy, state and utopia New York: Basic Books.

Onat, O. (2011). Geng yetiskinlerin ahlaki kimliklerinin incelenmesine yonelik nitel bir arastirma (Doctoral
dissertation, Marmara Universitesi (Turkey)).

Onatir, M. (2008). Ogretmenlerde Ozgecilik ile Deger Tercihleri Arasindaki iliski. Yiiksek Lisans Tezi,
Yeditepe Universitesi Sosyal Bilimler Enstitiisti, istanbul.

Ozbey, A, & Karduz, F. F. A. (2018). Ozel yetenekli ve normal gelisim gésteren dgrencilerin ahlaki kimlik ve
dzgecilik diizeylerinin incelenmesi. Abant izzet Baysal Universitesi Egitim Fakiiltesi Dergisi, 18(4),
2207-2226.

Park, N., Park, M., & Peterson, C. (2010). When is the search for meaning related to life satisfaction? Applied
Psychology: Health and Well-Being, 2(1), 1-13. https://doi:10.1111/j.1758- 0854.2009.01024.x.

Patrick, R. B., Bodine, A. J,, Gibbs, J. C., & Basinger, K. S. (2018). What accounts for prosocial behavior? Roles
of moral identity, moral judgment, and self-efficacy beliefs. The Journal of Genetic
Psychology, 179(5), 231-245. https://doi.org/10.1080/00221325.2018.1491472

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

81


https://doi.org/10.1080/00221325.2018.1491472

E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dl"_ﬁ.g.l...“.l..
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Phillips, J., De Freitas, J., Mott, C., Gruber, J., & Knobe, J. (2017). True happiness: the role of morality in the
folk concept of happiness. Journal of Experimental Psychology: General, 146(2), 165-181.
https://doi.org/10.1037/xge0000252.

Piliavin, J. A. & Charng, H. W. (1990). Altruism: a review of recent theory and research. The Annual Review of
Sociology, 16, 27-65.

Porter, T. J. (2013). Moral and political identity and civic involvement in adolescents. Journal of Moral
Education, 42(2), 239-255. https://doi.org/10.1080/03057240.2012.761133.

Reed, I. I, & Aquino, K. F. (2003). Moral identity and the expanding circle of moral regard toward out-
groups. Journal of personality and social psychology, 84(6), 1270-86. https://doi.org/10.1037/0022-
3514.84.6.1270

Reed, A., Aquino, K., & Levy, E. (2007). Moral identity and judgments of charitable behaviors. Journal of
Marketing, 71(1), 178-193.

Reimer, K., & Wade-Stein, D. (2004). Moral identity in adolescence: Self and other in semantic
space. ldentity, 4(3), 229-249.

Reker, G. T., & Wong, P. T. P. (1988). Aging as an individual process: Toward a theory of personal meaning.
In J. E. Birren & V. L. Bengston (Eds.), Emergent theories of aging (pp. 214-246). NY: Springer.

Rushton, J. P., Fulker, D. W., Neale, M. C,, Nias, D. K., & Eysenck, H. J. (1986). Altruism and aggression: the
heritability of individual differences. Journal of personality and social psychology, 50(6), 1192.

Seachris, J. (2009). The meaning of life as narrative: a new proposal for interpreting philosophy's ‘primary’
question. Philo, 12, 5-23. https://doi.org/10.5840/philo20091211

Seeram, E. (2019). An overview of correlational research. Radiologic technology, 91(2), 176-179.

Smith, C., Christoffersen, K., Davidson, H., & Herzog, P. S. (2011). Lost in transition: the dark side of
emerging adulthood., NY: Oxford University Press.

Steger, M. F,, Bundick, M. J., & Yeager, D. (2011). Meaning in life. In R. J. R. Levesque (Ed.), Encyclopedia of
Adolescence (pp. 1666-1677). New York, NY: Springer New York. https://doi.org/10.1007/978-1-
4419-1695-2_316.

Steger, M. F,, Frazier, P., Oishi, S., & Kaler, M. (2006). The meaning in life questionnaire: assessing the
presence of and search for meaning in life. Journal of Counseling Psychology, 53(1), 80-93.
https://doi.org/10.1037/0022-0167.53.1.80.

Steger, M. F,, & Kashdan, T. B. (2007). Stability and specificity of meaning in life and life satisfaction over
one year. Journal of Happiness Studies, 8(2), 161-179. https://doi.org/10.1007/s10902-006-9011-8.

Steger, M. F,, Kashdan, T. B., & QOishi, S. (2008). Being good by doing good: daily eudemonic activity and
well-being. Journal of Research in Personality, 42, 22-42. https://doi.org/10.1016/j.jrp.2007.03.004.

Steger, M. F.,, Kashdan, T. B,, Sullivan, B. A,, & Lorentz, D. (2008). Understanding the search for meaning in
life: personality, cognitive style, and the dynamic between seeking and experiencing meaning.
Journal of Personality, 76(2), 199-228. https://doi.org/10.1111/j.1467-6494.2007.00484 x.

Steger, M. F,, Oishi, S., & Kashdan, T. B. (2009). Meaning in life across the life span: levels and correlates of
meaning in life from emerging adulthood to older adulthood. The Journal of Positive Psychology,
4(1), 43-52. https://doi.org/10.1080/17439760802303127.

Stets, J. E., & McCaffree, K. (2014). Linking morality, altruism, and social solidarity using identity theory.
In the palgrave handbook of altruism, morality, and social solidarity (pp. 333-351). Palgrave
Macmillan.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

82


https://doi.org/10.5840/philo20091211

E-Vluslananair Cgl..tl..m a4'1.a.$tu‘1.ma[a.fu. Dch.g.l...ll'.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Stets, Jan E. & Michael J. Carter. (2011). The moral self: applying identity theory. Social Psychology
Quarterly 74, 192-215. https://doi.org/10.1177/0190272511407621

Stets, Jan E. & Michael J. Carter. (2012). A theory of the self for the sociology of morality. American
Sociological Review 77, 120-140. https://doi.org/ 10.1177/0003122411433762

Stockard, J. (2006). Gender socialization. In Handbook of the Sociology of Gender (pp. 215-227). Springer,
Boston, MA.

Strohminger, N., & Nichols, S. (2014). The essential moral self. Cognition, 131(1), 159-171. https://doi:
10.1016/j.cognition.2013.12.005.

Tabachnick, B. G., & Fidell, L. S. (2013). Using multivariate statistics (6th Ed.). Boston MA: Pearson.

Tas, I. (2011). Ogretmenlerde yasamin anlami yasam doyumu sosyal karsilastirma ve i¢c-dis kontrol odaginin
cesitli degiskenler acisindan incelenmesi (Yayimlanmamus yiiksek lisans tezi). Sakarya Universitesi,
Sakarya.

Taylor, C. (1992). The ethics of authenticity. MA: Harvard University Press.
Thomas, L. (2005). Morality and a meaningful life. Philosophical Papers, 34, 405-27.
Trisel, B. A. (2002). Futility and the meaning of life debate. Sorites, 14, 70-84.

Ugur, E. & Akin, A. (2015). Yasam bagliligi dlcegi Tiirkce formu: Gecerlik ve giivenirlik calismasi. insan ve
Toplum Bilimleri Arastirmalari Dergisi, 4(2), 424-432.

Ummet, D., Halil, E. K. S. i, & Otrar, M. (2013). Ozgecilik (altruism) 6lcedi gelistirme calismasi. Degerler
Egitimi Dergisi, 11(26), 301-321.

Unal, A. (2015). is doyumu, yasam doyumu ve yasam anlami degiskenlerinin ilkokul ve ortaokul
ogretmenlerinin mesleki bagliliklari Gzerine etkisi (Yayimlanmamis yiksek lisans tezi). Ondokuz
Mayis Universitesi Egitim Bilimleri Enstitiisi.

Velleman, J. D. (2005). Family history. Philosophical Papers, 34, 357-78.

Verkasalo, M., Tuomtvaara, P., & Lindeman, M. (1996). 15-year-old Pupils’ and their Teachers’ Values, and
their Beliefs about the Values of an Ideal Pupil. Educational Psychology, 16(1), 35-47.

Walker, L. J. (1999). The perceived personality of moral exemplars. Journal of Moral Education, 28(2), 145-
162.

Walker, L. J. (1984). Sex differences in the development of moral reasoning: A critical review. Child
Development, 677-691. https://doi.org/10.2307/1130121

Walker, L. J. ve Frimer, J. A. (2007). Moral personality of brave and caring exemplars. Journal of Personality
and Social Psychology, 93(5), 845- 860. https://doi.org/10.1037/0022-3514.93.5.845

Ward, T., & Durrant, R. (2013). Altruism, empathy, and sex offender treatment. International Journal of
Behavioral Consultation and Therapy, 8(66-71), 66.

Wohlgennant, R. (1981). Has the question about the meaning of life any meaning? repr. Life and Meaning:
A Reader, 1987, 34-38.

Wolf, S. (2010). Meaning in life and why it matters. Princeton University Press.
Yalom, . (2001). Varoluscu psikoterapi (Z. i. Babayigit, Cev.). Kabalci Yayinevi.

Yang, L, Cai, G, Yong, S., & Shi, H. (2020). Moral identity: A mediation model of moral disengagement and
altruistic attitude. Social Behavior and Personality: an international journal, 48(7), 1-13.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88

83


https://doi.org/10.2307/1130121

E-Vluslananass Cgl..tl..m a4ﬁ.a.$tl.h.ma.la.fu. Dch.g.l...ll..
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Yesilkayali, H. C. (2015). Koruyucu Aile Bireylerinin Sosyodemografik Ozellikleri ile Empatik Becerileri Ve
Ozgecilik Durumlar Arasindaki iliskinin incelenmesi. Yayimlanmamis Yiiksek Lisans Tezi, Ankara
Universitesi Saglik Bilimleri Enstitlisu, Ankara.

Yikilmaz, M. ve Demir-Gudiil, M. (2015). Universite ogrencilerinde yasamda anlam, bilingli farkindalik,
algilanan sosyoekonomik dlizey ve yasam doyumu arasindaki iliskiler. Ege Egitim Dergisi, 16(2), 297-
315.

Yilmaz, A. G. F,, & Yilmaz, A. G. F. (2015). Ahlaki kimlik 6lcegi Tirkce formunun gecerlik ve glvenirlik
calismasi. Celal Bayar Universitesi Sosyal Bilimler Dergisi, 13(4), 111-134.
https://doi.org/10.18026/cbusos.35372

Yiksel, R. (2013). Geng yetiskinlerde ask tutumlari ve yasamin anlami (Yayimlanmamis yiksek lisans tezi).
Egitim Bilimleri Enstitlist, Sakarya Universitesi.

Zika, S., & Chamberlain, K. (1992). On the relation between meaning in life and psychological well-being.
British Journal of Psychology, 83, 133-145. https://doi.org/10.1111/j.2044-8295.1992.tb02429.x

84

E-Yutennational Jounnal of Educational Resdcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 65-88


https://doi.org/10.1111/j.2044-8295.1992.tb02429.x

E-Vluslananair Cgl..tl..m a4h.a.$tl.h.ma.[a.fu. Dllﬁ.g.l...“.l..
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 65-88

Ogretmen Adaylarnda Ahlaki Kimlik, Ozgecilik Ve Yasamwu Anlarm

Dr.Ogrt. Uyesi Fatuma Firdevs Adam Karduz Dr. Adnan Ozbey
Cumhuriyet Universitesi - Tiirkiye University of North Texas - USA
ORCID: 0000-0003-1765-6287 ORCID: 0000-0002-5198-8026
karduzfirdevs@cumhuriyet.edu.tr adnanozbey@hotmail.com
Ozet

Bu arastirmada, 6gretmen adaylarinin yasamin anlami, ahlaki kimlik ve
6zgecilik diizeyleri arasindaki olast iliski durumu ile bazi degiskenlere gére
farklllik gésterip gostermediklerini  tespit etmek amaclanmustr.  Bu
arastirmada, nicel arastirma yéntemlerinden genel tarama modelinin bir alt
tird olan iliskisel tarama modeli kullandmustir. Arastirmanin drneklemi icin
2017-2018 egitim égretim yiinda izmir ve Manisa illerinde egitime devam
eden 209 (% 55,9) 4. sinif ve mezun olmus 166 (% 44,1) toplamda 375
dgretmen adaytna ulasiimustir. Veri toplama aract olarak; Steger ve digerleri
(2006) tarafindan gelistirilen Yasamin Anlamt Olcedi; Aquino ve Reed (2002) Cilt: 12, No: 5, ss. 65-88
tarafindan bireylerin ahlaki kimlik diizeylerini élcmeye yénelik gelistirilen
Ahlaki Kimlik Olcegi ve Ummet, Eksi ve Otrar (2013) tarafindan bireylerin
ézgecilik diizeylerini 6lcmeye yénelik gelistirilmis Ozgecilik (Altruism) Olcegi
kullandmustir. Calismada; Odretmen adaylarinin ahlaki kimlik, yasamin
anlamt ve 6zgecil davranis tutumlart cinsiyete gére istatistiksel olarak
anlamli diizeyde farklilasmakta midir? Ogretmen adaylarinin ahlaki kimlik,
yasamin anlamt ve ézgecil davranis tutumlart mezuniyet durumuna gére
istatistiksel olarak anlamli diizeyde farklilasmakta mudir? Odretmen
adaylarinin ahlaki kimlik, yasamin anlamt ve ézgecil davrants tutumlan
arasinda istatistiksel olarak anlamli bir iliski var midu? Odretmen
adaylarinin ahlaki kimlik ve ézgecil davranis tutumlary yasamin anlamint
istatistiksel olarak anlamli diizeyde yordamakta mudur? sorularina cevap
ar“anmt§t'tr.. So.nug .olgrak, 6gretmen adaylart.nm ahlaki kimlik ve ézgecilik Génderim: 2021-09-26
diizeylerinin istatistiksel olarak anlamli bir sekilde hayatin anlaminin Kabul: 2027-11-08
yordayiciart oldugu bulunmustur.

E-Uluslararas Egitim
Arastirmalan
Dergisi

Arastirma Makalesi

Anahtar Kelimeler: Ahlaki Kimlik, Ozgecilik, Yagsamin Anlami, Ogretmen.
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Genisletilmis Ozet

Problem: Bu arastirma dgretmen adaylarinda ahlaki kimlik, yasamwin anlamt ve ézgecil davranis
tutumlarint farklt degiskenlere gore incelemektir. Bu amac dogrultusunda asagidaki sorulara cevap
aranmistur:

1. Ogretmen adaylarvun ahlaki kimlik, yasamin anlamt ve 6zgecil davranis tutumlart
cinsiyete gore istatistiksel olarak anlamli diizeyde farklilasmakta mudur?

2. Ogretmen adaylarinin ahlaki kimlik, yasamuin anlamu ve 6zgecil davranis tutumlart
mezuniyet durumuna gére istatistiksel olarak anlamli diizeyde farklilasmakta mudur?

3. Ogretmen adaylariin ahlaki kimlik, yasanmin anlamu ve ézgecil davranis tutumlart
arasinda istatistiksel olarak anlaml bir iliski var mudur?

4. Ogretmen adaylarinin ahlaki kimlik ve ézgecil davranis tutumlari, yasamin anlamint
istatistiksel olarak anlamli diizeyde yordamakta mudur?

Yontem: Bu arastirmada, nicel arastirma yéntemlerinden genel tarama modelinin bir alt tiirti olan
iliskisel tarama modeli kullandmsturr. Genel tarama modelleri ¢ok sayida elemandan olusan bir
evrende, evren hakkinda genel bir yargiya varmak amact ile evrenin tiimii ya da ondan alinacak bir
grup, 6rnek ya da 6rneklem Ulizerinde yapilan tarama diizenlemeleridir. Genel tarama modelleri ile
tekil ya da iliskisel taramalar yapulabilir. iliskisel tarama modeli, iki ve daha cok sayidaki degisken
arasinda birlikte degisim varligint ve/veya derecesini belirlemeyi amaclayan arastirma modelleridir
(Buyukozturk et al., 2015). Bu arastirmada ise égretmen adaylarinin yasamuin anlamy, ahlaki kimlik
ve Ozgecilik diizeyleri arasindaki olast iliski durumu ile bazt degiskenlere gére farklilik gésterip
gOstermediklerini tespit etmek amaclanmustir. Veri toplamak icin uygun drnekleme yéntemi
secilmistir. Uygun drneklem yéntemi; zaman, para ve isgiicii kaybint énlemek amacuyla érneklemin
kolay ulastabilir ve uygulama yapulabilir birimlerden secilmesidir (Bliylikéztiirk ve dig. 2015). Bu
amacgla izmir ve Manisa illerinde egitime devam eden 209 (% 55,9) 4. sinif ve mezun olmus 166 (%
44,1) toplamda 375 égretmen adayina ulastmistur.

Bulgular: Karsiastirma Analizleri ve iliski bulgulart seklinde iki baslikta sunulmustur:

Karsilastirma Analizleri: Ogretmen adaylarinin yasamin anlami, ahlaki kimlik ve ézgecilik
diizeylerinin cinsiyet degiskenine gdre karsilastirmak icin bagimsiz 6rneklem t testi kullandmustur.
Kadn é6gretmen adaylarinin yasamin anlamt puanlart ortalamalar: (x =51.16)  ile erkek dgretmen
adaylarinin yasamun anlamt puan ortalamalart (x=51.62) arasinda istatistiksel olarak anlaml bir
farkliik yoktur (t=-,484, p<.05). Benzer sekilde kiz dgretmen adaylarinin ahlaki kimlik puan
ortalamalart (x =53.46) ile erkek 6gretmen adaylarinin ahlaki kimlik puan ortalamalart (x =51,90)
arasinda istatistiksel olarak anlamlt bir farklilik yoktur (t=1,418, p<.05). Diger yandan kiz égretmen
adaylarinin ézgecilik puan ortalamalart (x=38.91) erkek 6gretmen adaylarinin 6zgecilik puan
ortalamalarindan (x =37,22) istatistiksel olarak anlamli bir sekilde yiiksektir (t=2,908, p<.05).

Mezun o6gretmen adaylarinin yasamin anlamu puanlart ortalamalart (x =52.77) dérdiinci
sinif égretmen adaylarinin yasamuin anlami puan ortalamalarindan (< =50.27) istatistiksel olarak
anlamli bir sekilde yliksektir (t=-2,674, p<.05). Dérdiincii sinif 6gretmen adaylarinin ahlaki kimlik
puan ortalamalart (x =52.17) ile mezun sinif égretmen adaylarinin ahlaki kimlik puan ortalamalar
(X =53.46) arasinda istatistiksel olarak anlamli bir farklilik yoktur (t=-1,170, p<.05). Benzer sekilde
dérdiincii sinif 6gretmen adaylarinin 6zgecilik puan ortalamalart (x=38.32) ile mezun sinif
ogretmen adaylarinin 6zgecilik puan ortalamalart (x=37,88) arasinda istatistiksel olarak anlamli
bir farklik yoktur (t=.731, p<.05).

iliski Bulgularv: Ogretmen adaylarinda yasamin anlam, ahlaki kimlik ve ézgecilik arasinda iliski
olup olmadigint saptamak icin Pearson momentler carpimt ilgilesim analizi uygulanmustur.
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Yasamin anlamy, ahlaki kimlik ve ézgecilik arasinda p<.01 esiginde pozitif yonli istatistiksel
olarak anlamlu ilgilesim mevcuttur. Buna gore yasamin anlamt ile ahlaki kimlik arasinda ilgilesim
katsayist .r= 44; yasanin anlamu ile 6zgecilik arasinda ilgilesim katsayist r=.30; ahlaki kimlik ve
6zgecilik arasinda ilgilesim katsayist r=.28 olarak tespit edilmistir.

Yasamun anlamwnt yordamada ahlaki kimlik ve 6zgecilik degiskeninin roliinii gérmek icin
yaptlan regresyon analizinde, ahlaki kimlik ve 6zgecilik degiskeninin yasamin anlamint istatistiksel
olarak anlamlu bir sekilde yordadigt gériilmektedir (F = 53,105, p < .001, R = .48, R2 = .23, Adj R2
= .22). Bu analiz sonuglarina gére, degiskenlerin varyansa katkist % 22'dir. Ahlaki kimlik ve
ézgeciligin varyansa katkist anlamli (Ahlaki Kimlik: B = .381, t = 7,911, Ozgecilik: B = .199, t = 4,129,
p < .001) bulunmustur.

Sonug: Yapuan bu ¢alismada égretmen adaylarinda ahlaki kimlik, yasamin anlamt ve dzgecil
davranis tutumlarint farkle degiskenlere gére incelemek amaciyla elde edilen bulgular
degerlendirilmistir.

ilk olarak, 6gretmen adaylarinin ahlaki kimlik, yasamun anlamu ve ézgecil davranis tutumlar
cinsiyete gore degerlendirilmesinde; kiz dgretmen adaylarinin yasamin anlamt puan ortalamalarn
ile erkek dgretmen adaylarinin yasamin anlamt puan ortalamalart arasinda istatistiksel olarak
anlamlt  bir farklilik bulunmamaktadwr. Yani hayatin anlamt cinsiyete gére farklilik
gOstermemektedir. Aynt sekilde kadin 6gretmen adaylarinin ahlaki kimlik puan ortalamalart ile
erkek 6gretmen adaylarinin ahlaki kimlik puan ortalamalart arasinda istatistiksel olarak anlamlt bir
farklilik bulunmamustir. Kadin égretmen adaylarinin ézgecilik puan ortalamalart erkek dgretmen
adaylarinin ézgecilik puan ortalamalarindan istatistiksel olarak anlamlt bir sekilde yliksek oldugu
gorilmustir. Yani yasamin anlamunin, her bir kisinin dedisken zihinsel durumlarina bagl olarak
kisiden kisiye degistigi varsayabilir. Genel olarak kisinin (kadin-erkek farketmeksizin), gliclii bir
sekilde istedigi seyi almasi, yiiksek dereceli hedeflerine ulasmast veya gercekten 6nemli olduguna
inandigi seyi yapmast (Trisel 2002; Hooker 2008; Alexis 2011) hayatint daha anlamlt kiimasina sebep
olabilir. Subjektivist bakis agisina gére de, eger kisi zihinsel olarak bir durumu umursuyor ya da
seviyorsa, o zaman kisi icin yasamwin umursadigt ya da sevdigi él¢lide anlamlt olmaktadur (Frankfurt,
2009).

Ikinci olarak, &gretmen adaylaruun ahlaki kimlik, yasamwin anlami ve ézgecil davranis
tutumlart mezuniyet durumuna gére degerlendirildiginde; mezun 6gretmen adaylarinin yasamin
anlamt puan ortalamalart dérdiincii  sinif 6gretmen adaylartnin - yasamin  anlamt  puan
ortalamalarindan istatistiksel olarak anlamlt bir sekilde yiiksek oldugu goériilmektedir. Ancak
dérdiinci sinif égretmen adaylarinin ahlaki kimlik puan ortalamalart ile mezun sinif 6gretmen
adaylarinin ahlaki kimlik puan ortalamalart arasinda istatistiksel olarak anlamlt bir farkllik
bulunmamustir. Benzer sekilde doérdiincii sinif 6gretmen adaylarinin 6zgecilik puan ortalamalari ile
mezun sintf 6gretmen adaylarinin ézgecilik puan ortalamalart arasinda istatistiksel olarak anlaml
bir farklilik yoktur. Prososyal davrargin iki 6nemli sekli vardir. Bunlardan biri de ézgeciliktir. Ozgeci
davranist gosteren kimsenin belli bir bedel 6demesi s6z konusudur. Ancak bu bedelin karsuiginda
kisisel ¢tkar beklentisi olmadan 6zgecil davranisin yapimasidir (Bilgin, 2020). Genel olarak, kimlik
arastirmast sonucunda, cogu insanin hem ézgecil hem de gayrwresmi davranislart gz éniine alirken
ahlaki bir sekilde hareket ettigini bildirmistir (Stets & Carter 2011; 2012).

Son olarak, dégretmen adaylarinin yasamin anlamint yordama da ahlaki kimlik ve 6zgecilik
degiskeninin roliinti gérmek icin yapilan regresyon analizinde, ahlaki kimlik ve dzgecilik
degiskeninin yasamin anlamunt istatistiksel olarak anlaml bir sekilde yordadigt gériilmektedir. Bu
analiz sonuclarina gére, degiskenlerin varyansa katkist % 22'dir. Ahlaki kimlik ve 6ézgeciligin
varyansa katkist anlamlt bulunmugtur. Yani, yasamdaki anlamin var olmasindaki faktérlerin, kisinin
hayatint anlamlt kilan seyin icerigi lizerinde olumlu yada olumsuz bir etkisinin olmamasudur (Steger
et al, 2006). Baska bir deyisle, gencler hayatlarinin anlamuny, yildiz bir atlet veya dgrenci olarak
anlam bulmak gibi, herhangi bir ahlaki amaca yénelik olmayan sekillerde insa edebilir. Dolayistyla,
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yalnizca anlamin varligt mutlaka ahlaki kimligi tanimlamaz. Bununla birlikte, ahlaki bir kimlik
gelistirmek yasamwin anlamunin varligint dngérmektedir (Han, Liauw ve Kunt, 2019). Yikilmaz ve
Demir-Gudiil (2015) yaptiklart arastirmada iniversite dgrencilerinde bilincli farkindaligin ve
yasamda anlam varliginin yasam doyumunu anlamlt diizeyde yordadigini, anlam arayisinin ise
yasam doyumunun anlamlt bir yordayicist olmadigint géstermektedir. Ahlaki davranis toplumda
diizeni, emniyeti saglar (Stets& McCaffree, 2014).

Oneriler: Bu calisma 4. Sintf iiniversite 6grencileri ve mezun égretmen adaylaryla sinrlidir. Yani
elde edilen bulgulart diger (niversite egitim diizeyi ve meslek gruplarina genellemek miimkiin
degildir. Cesitli degiskenlerle benzer ¢alismalar (iniversitelerin farkli b6limiine devam eden diger
stnif diizeylerindeki dgrenciler ve meslek gruplarwyla karsitlastirma yapiumast konuya farklt bakis
agtlart getirecektir. Alanda aktif olarak gérev yapan psikolojik danismanlar, psikologlar, sosyal
hizmet uzmanlart hazirlayacaklart egitim programlart veya seminerlerde bu bulgulart kullanarak
Universite dgrencileri ve mezun meslek adaylarint bilgilendirerek farkindaliklarint arturip
bilinclenmelerini saglayabilirler.
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Abstract

The purpose of this study is to determine the relationship between teacher
autonomy and emotional labor. The population for the study, designed in
relational survey model, is composed of teachers who worked at primary,
secondary and high schools in Mugla province and the sample were selected
through the disproportionate cluster sampling technique. The data was
gathered with the Teacher Autonomy Scale and the Emotional Labour Scale.
Descriptive statistics, t-test, ANOVA and multiple regression analysis were
used to analyse the data. According to the results obtained from the study,
the general autonomy behaviors of teachers were determined to be above
the moderate level and among the dimensions of autonomy, teachers
displayed teaching autonomy the most. It was also identified that teacher
autonomy differed significantly by school type and school level, whereas it
did not differ significantly by gender and seniority. On the other hand,
teachers indicated that they display naturally felt emotions the most among
the dimensions of emotional labor. Teachers’ emotional labor behaviors
differed significantly by gender, whereas they did not differ significantly by
school type, school level, and seniority. According to the results of regression
analysis it was determined that there was a significant and close to moderate
level of relationship between all dimensions of emotional labor and teaching,
curriculum, communication and general teacher autonomy. However, a
significant and low level of relationship was found between the dimensions
of emotional labor and professional development autonomy. Last but not
least, expression of naturally- felt emotions was identified as a significant
predictor of all the dimensions of teacher autonomy.
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INTRODUCTION

Transition of societies to the information age has brought along many changes in economic,
political, and social fields and has caused differentiation of expectations belonging to societies’
future generations. The main responsibility of raising individuals who have skills and competencies
to meet these expectations is incumbent on schools and teachers who are their main components.
In renovation studies carried out in the curriculum of the Ministry of National Education of Turkey
in 2016-2017 academic year, not only providing students with basic information which they can
use in daily life, but also several cognitive, social and individual competences and skills such as
questioning life, critical thinking, adopting differences between cultures, problem solving, to be
independent and autonomous are deemed obligatory for individuals (MEB, 2017, p.8). Teachers
act as a guide who facilitate learning, show alternative ways to students, and promote their ability
to make decisions independently taking their own responsibilities in the learning process (Kog,
2006, p.56-57). In this respect, teachers who display autonomous behaviors would organize the
teaching environment by choosing content, materials and methods according to students’
interests and needs. As a result, they can enable students to be more successful in a well planned
teaching environment (Colak, Altinkurt & Yilmaz, 2017, p.193). From this point of view, it is under
the responsibility of teachers to rearrange curriculum and materials as well as in-class course
practices by taking into consideration the interests, needs and learning styles of students.
Individualization of teaching in this way and that it produces the desired outcomes could be
possible in the way that teachers act autonomously both in their teaching and professional
development process.

Littlewood (1997) defined the ones that can act autonomously as individuals who make
decisions to direct their actions and have the capacity to act independently adding that this
capacity depends on two main components which are skills and willingness. In this regard, when
a teacher acts autonomously, it means that he/she teaches voluntarily and takes part in the
education process willingly. Such an attitude of a teacher towards teaching can be accepted as
readiness for performing teaching professionally. Teacher autonomy means that teachers have a
word and take responsibility in planning and practicing activities in teaching and school-related
issues as in many other professions. An autonomous teacher uses authentic teaching materials
according to students’ interests and needs and also acts freely when putting into effect the
contents using his/her own methods and techniques. In this sense, an autonomous teacher is the
one who can readily reflect professionalism into teaching (Oztiirk, 2011a; Pearson & Moomaw,
2005). Thus, in their study, Pearson and Moomaw (2005) concluded that teacher autonomy is
directly related to professionalism. Another concept relating to teacher professionalism is
emotional labor (Altinkurt & Yilmaz, 2014; Altinkurt & Ekinci, 2016; Hosgorlr, 2017). This concept,
which is defined as teachers’ emotional display and effective management of their emotions in all
communications within school, is referred in the related literature as an attribute that is necessary
for professional teachers (Truta, 2014).

When individuals try to fulfill their responsibilities, emotional labor comes out as fulfilling
them in accordance with organizational expectations by changing their emotions in necessary
cases to leave a positive impression on their interaction with the service beneficiaries (Hochschild,
1983, p.7). Morris and Feldman (1996) defined emotional labor as a process for individuals to plan,
control and display their emotions during interpersonal interaction so as to demonstrate emotions
expected by the organization (Morris & Feldman, 1996, p. 987). When teachers practice their
profession in schools, they have to display emotional labor during their interaction with students,
parents, directors, and colleagues (Begernirbas & Yalcin, 2012). Hosgorir and Yorulmaz (2015)
concluded that leading teachers in professional development in particular display more emotional
labor. In this sense, it is believed that a professional teacher who makes an effort to act
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autonomously while working will be subject to more effort regarding emotional labor.

On the other hand, Castro (2003) revealed the importance of the relationship between
autonomy and emotional labor stating that there will be no conflict in emotional display in case
an individual acts freely and autonomously while fulfilling his/her individual or professional tasks
and responsibilities within the organization (Castro, 2003, p. 40). Morris and Feldman (1996) stated
that when individuals feel autonomous within the organization, their professional satisfaction
increases; as a result, there will be no conflict in their emotional display. In this respect, teachers’
ability to act freely and autonomously and displaying their real emotions while exerting emotional
labor in their interaction with school management, parents, students, and colleagues may
contribute to school objectives.

Autonomy

This concept refers to an individual's potential to make decision in his/her expectations,
actions and preferences about life. In other words, it refers to individual's independence regarding
preferences, demands, and all kinds of life practices (Oshana, 2003). According to Piaget (1932),
who regards individuals as psychological entities, autonomy signifies direction of an individual by
himself/herself and absolute freedom in terms of inner conscience when making decisions about
cases without any intervention. According to inam (2016), an autonomous individual is the one
who has gained his/her freedom and independence in the inner world. Power and existence of
freedom depends on the individual himself/herself. An autonomous individual does not act as
he/she wants, but is aware of others’ autonomy. However, an individual who is non-autonomous
lacks basic principles and values that lead his/her life and displays unfamiliar emotions, ideas,
attitudes and behaviors without questioning or intellectualizing them, which makes that individual
a robotic one (Cliceoglu, 1998, pp. 391-392). Correspondingly, Oztiirk (2013) defined a non-
autonomous and stereotyped individual to abide by an idea or power and to have lack of
personality traits such as free thinking, making choices, critical thinking, and learning new things
(Oztiirk, 2013, pp. 63-70). An individual who has the ability to act autonomously is the one who
directs his/her life freely, is curious, eager to search, can think independently of constraint of many
other forces and make choices freely. Thus, autonomy can be approached as a pioneer condition
of any individual or organizational effort to develop. Considering that people do not live alone
but within an organization or a society due to their needs, decisions of autonomous individuals
can affect life of people and hence, their organization. In this regard, schools that are open systems
play a critical role for future generations to be free and autonomous and lead the society. So,
schools make a good contribution to raising free and autonomous individuals who can make their
own decisions and have a high sense of responsibility. Therefore, teachers have a major role in
shaping and structuring education to encourage individuals to be autonomous.

John Dewey interpreted autonomy in educational organizations from a different point of
view. Dewey (2014) suggested that a teacher should consider both individual and group
differences in the classroom and design teaching to allow choosing a field to meet students’
needs, arrange content and enable them to have experiences. Furthermore, he suggested that
individual differences should be considered in course planning and this should be flexible for any
possible change (Dewey, 2014, p. 70). A teacher should determine students’ prior experiences,
readiness levels, and potentials and be an effective leader and guide in terms of re-selection of
subjects without being bound to the curriculum, determination of course activities, providing new
experiences and arranging all these activities (Dewey, 2014, pp. 91-93). Therefore, individualization
of teaching is only possible through autonomous behaviors of teachers.

It seems that some social scientists have linked issues related to the professionalization of
the teaching profession and teacher autonomy to enlightenment and modernity, which has
advanced in parallel with enlightenment. The idea of modernity has come to focus through
scientific and technological improvements during the 17 century when the modern era started.
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Modern state emerging out of the fascinating and transforming impact of modernity needs
knowledge to reassert and keep its power. This is possible through specialization and
professionalism of individuals who have a voice in their own fields and reproduce the current
knowledge with the development of science and technology and transfer this knowledge to the
next generations. Bauman (2003, pp. 62-84) stated that old traditions and understandings should
be changed through modernity and there is a need for specialized directors, teachers and social
scientists to teach and lead individuals’ world of ideas.

McLaren (2007) brought a new perspective into education stating that neoliberal economic
approach has an impact on education and directs it. According to McLaren (2007, p. 41), education
is regarded as a fake liberation tool in fast-industrializing countries and managements that follow
economic policies based on profits. Furthermore, Mclaren pointed out that teachers are
disciplined, deskilled, forced to become dependent on technology in schools and made passive
in their work environment, thus their freedom and autonomy are kept under control. This shows
that economic policies of the country reflect into education and affect teachers who are an
important element of education, control over their functional existence in education, make them
passive and govern their free and autonomous attempts.

Today, we can see that educational organizations focus more on learner-student regarding
autonomy. Constructivist approach has brought a new perspective into educational relationship
between teacher and student. Based on this approach, classroom environments where educational
activities are practiced and the quality of education should be arranged according to students’
learning styles, levels of readiness, socio-economic status, and cultural structures (Moore, 2000).
According to Mariani (1997), teacher should be able to support autonomy of learners as well as
individual development. For this, teacher should create learning environment to allow students to
make decisions of their own free will, learn about the ways to knowledge and evaluate it by critical
thinking based on their objectives (Steh & Pozarnik, 2005). In a supportive way, Camilleri (1997)
stated that a teacher should create a healthy atmosphere for teaching, provide appropriate course
materials and tools appropriate for each student’s interest and skills, and motivate them for
learning.

Furthermore, since autonomy includes examination and evaluation of activities regarding
moral and occupational aspects of the profession as well as making decisions on the issues
concerning individuals, it is an important factor of occupational professionalism (Montgomery &
Prawitz, 2011, p. 29). Occupational professionalism is defined as an individual’s training to fulfill
his/her authorities and responsibilities determined by the organization, execution of these
occupational responsibilities based on the knowledge and skills obtained from that training, and
turning experiences into practice within the framework of his/her criteria and thus conducting
activities freely (Raelin, 1999 p. 25). It is indicated in the Basic Law of National Education with
number 1739 that “The state is a private specialization occupation that undertakes education and
related management tasks”. Teaching, in this sense, is deemed as professionalism occupation by
its mission. On the other hand, within historical process, teachers were perceived as technicians
following through their tasks in certain periods just as they were perceived as professionals
specialized in their profession, aware of the authorities and responsibilities of their occupation
(Webb, 2002, p. 49). A professional teacher should have responsibilities as well as making decision
freely in their field regarding autonomy. According to Colak, Altinkurt and Yilmaz (2017, p. 191),
teachers should have the liberty to make own decisions and have the related responsibilities to
their works as in other fields of work that require specialty so that they can be regarded as
professionals with knowledge, competence and skills in their professional life. In this sense,
autonomy signifies a limited freedom in which a teacher cannot act freely in every aspect Ingersoll
(2007) states that there should be a balance between responsibilities and autonomy of a teacher
and criticizes attributing autonomy to teaching profession under autonomy attributed to other
occupational groups if teaching is handled as a professional occupation. On that sense, authorities
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and liberty of teachers should be expanded.

Teacher autonomy has been investigated in different dimensions in the related literature.
Pearson and Hall (1993, p. 176) examined teacher autonomy in two different dimensions, including
curriculum autonomy and general teaching autonomy. However, Oztiirk (2011b, p. 86) discussed
teacher autonomy under the scope of planning and implementation of teaching, participation in
management process, and professional development autonomy. Friedman (1999, p. 58) dealt
teacher autonomy under four dimensions which are teaching and evaluation autonomy, autonomy
in participating in school decisions, professional development autonomy, and curriculum
autonomy. In this sense, autonomy behaviors of teachers are discussed under four dimensions in
this study. These are; 1) Curriculum autonomy 2) Teaching autonomy 3) Professional development
autonomy and 4) Communication autonomy.

Planning and Implementation of Teaching: One of the main responsibilities of teachers is to
plan and implement activities. Teachers themselves should choose course books and materials to
be used, course content and appropriate teaching methods and organize them according to
students’ readiness levels. Also, they should add or remove lessons in the predetermined
curriculum based on students’ needs, which should be considered within the scope of this
autonomy.

Teaching autonomy: Guiding teaching and making learning easier and more efficient is
another responsibility of a teacher. Teachers should be conscious of how their students learn so
as to make an effective teaching and organize activities to support their individual, social and
intellectual development. Teaching process happens when teachers identify their students’
interests, skills, readiness levels, and learning styles and develop appropriate in-class strategy,
method and technique.

Professional development autonomy: Professional development can be defined as
adaptation process of teachers to changing conditions and innovations in issues regarding both
themselves and their profession due to continuous change in and advancement of the scope and
content of knowledge. In this sense, professional development includes processes giving support
to teachers to create an efficient and effective teaching environment which promotes their
individual and professional academic, intellectual and creative development.

Communication autonomy: This can be defined as teachers’ self-expression in their
communication with directors, teachers and parents who are co-workers of teachers without any
worry (Colak, 2016, p. 32). Teachers who have the freedom of professional communication can
express their ideas comfortably and solve problems when they encounter educational and
administrative issues.

Emotional Labor

Emotion is a concept that comprises quite broad and different meanings. James (1884, p.
189-194) stated that emotions are not only a physical expression of the changes in our inner world
but also an external effect can also change feelings and emotions can be expressed by body
language. Goleman (2010, p. 373) defined emotions as “senses and thoughts, psychological and
biological states activated by sense and a tendency to movement”. Martin (1999, p.112) made a
more comprehensive description of emotion. Emotions are senses experienced, interpreted,
shown and expressed by people; they emerge through social interaction and have different
meanings based on social, cultural, interpersonal and situational conditions. Glomb and Tews
(2004, p. 1) stated that emotions regulate people’s perceptions, lead their behaviors and affect
their relationships with others, and impact on interpersonal relationships and their life of
organizational works. Therefore, it is essential that emotions be considered psychological as well
as social phenomena in organizational environments (Secer, 2005, p. 831).
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Individuals in organizations try to regulate their emotions or emotional representations due
to several reasons. This can be a demand of the organization or may come out as a result of the
employee’s own effort by nature of the work. This effort which is called as emotional labor has a
critical application value in terms of educational organizations (Savas, 2012, p.42). Hochschild who
examined emotional labor in terms of individuals and groups within an organization studied it in
her book named Managed Heart (1979, p. 569). In her book, she defined emotional labor as
suppression, management and reformation of emotions when needed to form body and facial
movements that can be observed outwardly. In this approach, employees are expected to manage
their emotions as well as their physical and mental labor and present it as desired by the recipients
so that the recipients are provided with better services (Hochschild, 1983, p. 7).

Ashforth and Humphrey (1993) embraced Hochschild's (1983) study and contributed to
emotional labor in different aspects. They regarded emotional labor in terms of reflecting the right
behavior towards the service recipient instead of controlling and managing the employee's
emotions. Differently from Hochschild, Ashford and Humprey (1993, p. 90) focused directly on the
action itself rather than focusing on the emotions inducing that action. This is because behavior
and its compliance with the display rules are clearly observable and affect the service recipient
directly (Biyik & Aydogan, 2014, p. 16).

Morris and Feldman described emotional labor as effort spent to plan and control emotions
that should be shown by the organization in the relationship between the employee and the
service recipient (Morris & Feldman, 1996, p. 987). Unlike Ashforth and Humphrey (1993), they
focused on the effort made regardless of its extent. On this basis, it is important how an
organization reflects emotion to the recipient through its employee but not what the employee
feels. Therefore, a major part of behavior patterns towards service recipient are determined by the
directors of the organization (Ozgiin, 2015, pp. 15-16).

Grandey (2000) described emotional labor as emotion regulation of employees in
accordance with the organization objectives. She defined it as a process of regulating emotions
and the related expressions in line with the expectations of the organization (Grandey, 2000, p.
97). According to Grandey (1999), emotion regulation forms as antecedent-focused and response-
oriented emotion regulation by regulating and balancing emotions and showing appropriate
reactions when an individual is exposed to any stimulation.

As mentioned above, emotional labor was first discussed by Arlie Russell Hochschild in the
literature of organizational behavior and then, complementary approaches were developed on
that concept. Hochschild (1983) explained management of emotions in two aspects that are
surface acting and deep acting. However, Ashforth and Humphrey (1993) stated that an
employee’s emotions could be surface acting or deep acting towards service recipient as well as
he/she can directly express his/her natural emotions. Thus, emotional labor in similar studies
started to be examined three-dimensionally together with the expression of natural emotions.
Also in this study, taking the mentioned approaches as a reference, emotional labor has been
discussed in three dimensions that are surface acting, deep acting, and expression of natural
emotions.

Surface acting means that an employee shows feelings that he/she does not actually feel
but pretends as if he/she is feeling. Hochschild (1983, p. 33) stated that based on the situation
needed for a work, even if employees do not actually feel the emotional feelings they are expected
to show, they express those feelings by pretending just like an actor does. Deep acting is that an
employee, in his/her relationship with the service recipient, makes an effort to really feel the
feelings when expressing his/her feelings to service recipient. In this type of behavior, the
employee changes his/her real situation so that the organization could achieve its goals
(Hochschild, 1983, p. 33). In surface acting, change of the expressed feelings only comes into
question, but there is neither increase nor decrease in feelings actually felt. However, in deep
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acting, one tries to change his/her feelings that he/she actually feels (Brotheridge & Grandey,
2002; Hochschild, 1983). Expression of natural emotions is spontaneous emotional displays that
are expressed without any special effort. Although it comes to mind that an employee who
expresses natural emotions does not make much effort, some researchers agree that expressing
this efficiently requires emotional effort (Brotheridge & Grandey, 2002). Thus, expression of natural
emotions is added as the third dimension of emotional labor by some researchers.

Relationship between Teacher Autonomy and Emotional Labor

Teachers should consider differences in students’ interests and skills and learning styles, so
they should provide them with learning environments that will allow them to discover and realize
themselves. Individualizing teaching is only possible when they a word in all phases of teaching.
Furthermore, being more autonomous regarding professional and individual development will
promote the quality of education they directly offer by following innovations. According to Colak
and Altinkurt (2017), autonomous teachers are in interaction with school directors, colleagues and
students and make decisions based on their professional experiences, so they undertake
responsibilities standing behind their decisions. In this sense, teacher autonomy incorporates the
authentic and autonomous behaviors of teachers who are important stakeholders of education
within the scope of memorandums, regulations, laws and pedagogical principles to help the
school reach its educational purposes (Colak and Altinkurt, 2017, p. 35). Attitudes of teachers who
directly feel the responsibility of and act accordingly with educational process can be seen as a
sign of occupational professionalism. Another concept of teacher professionalism is emotional
labor. That teachers internalize their emotional states emerging from their interaction with their
colleagues, directors and students as required by their profession in planning and execution of
teaching and they express emotional display expected by them has taken its place in the literature
as a required specification in professional teachers (Truta, 2014). Hosgortr and Yorulmaz (2015)
concluded in their study that teachers who show leadership especially in professional
development display more emotional labor.

Expression of emotional labor constitutes an important part of teaching activities. Teachers
show hard efforts and express emotional labor with awareness of its effects in teaching process
(Koster, 2011, p. 76). In this respect, teaching is one of the professions where emotional labor is
experienced very strongly with its characteristics of training students, self-sacrifice and self-
devotion (Truta, 2014). According to Begenirbas and Yalcin (2012), teachers use different methods
and techniques based on the content of the subject and express an intense emotional display with
gestures and facial expressions they make while communicating with the school administration or
students. The importance of the effort made by the teacher while practicing his/her profession for
emotional labor comes in sight (Begenirbas and Yalcin, 2012, p. 4). Beytekin, Arslan and Dogan
(2020) states that teachers' ability to manage their emotions in a way their profession requires can
have a positive impact on their performance. According to Morris and Feldman (1996), the way of
interaction of an employee with service recipient and autonomy of the employee are efficient in
emotional display and these can cause emotional disharmony. Emotional disharmony increases in
professions with face-to-face communication and emotional conflict decreases if there is
employee’s autonomy. There is an adaptation and balance between individuals’ emotional
displays and autonomous behaviors that are expected by their organization. However,
disagreement and conflict may arise in emotion balancing process in individuals who have
autonomous behaviors, thus this may end in work stress and burnout (Morris & Feldman, 1996).
Achhnani (2020) also states that this conflict may lead emotional exhaustion and deterioration in
the quality of teaching. Therefore, in case that emotional display is attributed to certain rules and
limitations by the organization, emotional labor will have negative outcomes; however, in case
that an organization allows an autonomous individual to show his/her own feelings to a certain
extent, work stress will be lower and job satisfaction will be affected positively. There are several
studies examining teachers’ autonomy levels in relation to job satisfaction, working conditions,
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stress, motivation, educational reforms, and central examinations (Ayral et al.., 2014; Iwata, 2013;
Pearson & Moomaw, 2005; Sparks 2012; Sakar, 2013; Uzim & Karsli, 2013; Yildiz, Gunay & Ozbilen,
2021). Besides, there are also studies examining emotional labor in relation to turnover, job
commitment, service performance, burnout, alienation, teaching satisfaction and leadership
(Ashforth & Humphrey, 1993; Begenirbas, 2013; Beytekin, Arslan & Dogan, 2020; Buri¢, Kim &
Hodis, 2021; Chau, 2007; Grandey, 1999; Hosgériir & Yorulmaz, 2015; Oztiirk, 2011a; Yin 2015).
Yet, no study has been found on teachers’ autonomous behaviors and emotional labor. Within this
framework, this study aims to investigate the relationship between teachers’ autonomous
behaviors and emotional labor. Accordingly, the following questions seek for answers:

1. What are the autonomous behavior levels of teachers?

2. Do teachers’ autonomous behaviors significantly differ according to gender, school type,

school grade and seniority variables?

What are the emotional labor levels of teachers?

4. Does teachers' emotional labor significantly differ according to gender, school type,
school grade and seniority variables?

5. Is emotional labor of teachers a significant predictor of their autonomous behaviors?

w

METHODOLOGY

This research, was designed in relational survey model. Survey model aims to reveal a past or
present situation as it is (Karasar, 2020, s.109). Thus, in this study which aims to identify the
relationship between teacher autonomy behaviours and emotional labor, this model was preferred
to design the research.

Population and Sample

The population of this study consisted of 8718 teachers working at the public and private
schools in the city center and provinces of Mugla in 2017-2018 academic year. In order to
determine the sample, disproportionate cluster sampling technique was used. The number of
sample representing the population was calculated as at least 368 for 95% confidence level. Data
were collected from a total of 507 teachers. As a result of examining the scales applied, it was
determined that there was a lack of data in 16 scales and 42 scales were filled imprecisely. When
the extreme values were analyzed, it was identified that 24 scales did not receive values from +3
to -3. After these scales were removed, analyzes were performed with 423 scales available.

53% of the teachers participating in the study were female (n=224) and 47% of them were
male (n=199). Besides, 87.7% of teachers worked in public schools (n=371) while 12.3% of them
worked in private schools (n=52). 13.9% of teachers worked in primary schools (n= 59), 20.8% in
secondary schools (n=88), 40.4% in general high schools (n=171), and 24.8% in vocational high
schools (n=105). Besides, 12.3% of the teachers worked as classroom teachers (n=52), 76.8% as
branch teachers (n=325) and 10.9% as vocational teachers (n=46). Lastly, 18.2% of teachers had
professional seniority between 1-5 years (n=56), 9.9% of them between 6-10 years (n=42), 15.1%
between 11- 15 years (n=64), 24.5% between 16-20 years (n=104) and 37.1% of them have 21 or
more years of professional seniority (n=157).

Data Collection

The data of this study were collected by the researcher from schools in Mugla province.
First of all, face-to-face meetings were held with the teachers. During these meetings, the aim of
the study was stated and the scales were distributed. At the end of the meetings, the scales filled
in by the teachers were collected and included in the data set. The data for teacher autonomy of
the research were collected through Teacher Autonomy Scale developed by Colak (2016). The
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scale is a Likert-type five-point scale involving options, which are (1) Strongly disagree, (2)
Disagree, (3) Moderately agree, (4) Agree and (5) Strongly agree. The scale consists of 17 items
and there are no reversely scored items in the scale. Besides, the scale comprises of four
dimensions, namely teaching autonomy, curriculum autonomy, professional development
autonomy and communication autonomy. Total scores can be obtained from the entire scale. The
increase in the scores obtained from each dimension or the entire scale indicates that the general
autonomy behaviors of the teachers increased. Cronbach’s Alpha internal consistency coefficient
was calculated as .82 for teaching autonomy, .82 for curriculum autonomy, .85 for the professional
development autonomy, .78 for communication autonomy and .89 for the entire scale. Moreover,
Cronbach's Alpha internal consistency coefficients were recalculated for this study as follows: .83
for teaching autonomy, .81 for curriculum autonomy, .78 for the professional development
autonomy, .77 for communication autonomy and .88 for the entire scale.

On the other hand, in order to determine teachers' emotional labor behavior, the scale
developed by Diefendorff et al. (2005) and adapted into Turkish by Basim and Begenirbas (2012)
was used. The scale is a Likert-type five-point scale consisting of (1) Never, (2) Very rare, (3)
Sometimes, (4) Often, (5) Always options to identify the level of participation in the items. The
scale consists of 13 Likert-type items. There are no reversely scored items in the scale. Additionally,
the scale comprises of three dimensions called as surface acting, deep acting and expression of
naturally-felt emotions. Cronbach’s Alpha internal consistency coefficient was calculated as .92 for
surface acting, .85 for deep acting and .83 for expression of naturally-felt emotions. The
recalculated Cronbach's Alpha internal consistency coefficients for this study were .88 for surface
acting, .86 for deep acting and .87 for expression of natural felt emotions dimensions. These so-
called internal consistency coefficients demonstrate that the reliability of the scale is rather high.

Data Analysis

In the analysis of the research data, descriptive statistics, t-test, one-way variance analysis
and multiple regression analysis were used. The level of significance was determined as .05 for all
the statistical analyses. Besides, in order to test the normality of the distribution, skewness and
kurtosis coefficients were examined. The skewness coefficients were found to be between -.90
and .18 in all variables whereas the kurtosis coefficients were between -.52 and .80. Since these
values were in the acceptable level between +1 and -1, the distribution was considered to be
normal. In order to determine whether there were multiple connections between the variables
examined in the study, variance increase factor (VIF) and non-standardized regression coefficients
(B) were used. If the VIF value is more than 10 (Hair, Anderson, Tatham, & Black, 1998) or the value
of B is more than 2, it is indicated that there is a multiple connection problem (Cokluk, 2010). In
this study, the highest VIF value was calculated as 2.3 while the highest B value was .20.

Percentage and frequencies were applied in the analysis of personal information. Arithmetic
mean and standard deviation were used in order to analyze teachers' opinions about autonomous
behaviors and emotional labor behaviors. T-test was applied to determine whether teachers'
autonomy behaviors and emotional labor differ significantly according to gender, school type, and
variables whereas one-way analysis of variance (ANOVA) was used to identify whether it differs
according to school level and seniority. Tukey and LSD tests which are among the multiple
comparison tests were used to determine the source of the significant difference obtained
according to the results of one-way analysis of variance. In addition, multiple regression analysis
was used in order to identify whether or not the emotional labor of teachers significantly predicted
autonomy behavior.
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FINDINGS

In this section, the findings regarding the opinions of teachers about their autonomy behavior
and emotional labor and whether these opinions differ significantly according to gender, school
type, school level and seniority variables are presented. Then, the results of the regression analysis
on whether or not teachers' emotional labor is a significant predictor of autonomy behaviors are
given.

According to the findings obtained from the research, the general autonomy behaviors of
teachers were above the moderate level (X=3.95, S=.53). Besides, teachers were of the opinion
that they felt most autonomous in the teaching process (X=4.13, S=.57) among the autonomy
dimensions. This dimension was followed by communication autonomy (X=4.11, S=.71) and
curriculum autonomy (Xx=3.85, S=.73), respectively. The level in which teachers demonstrated
autonomy behavior at the lowest level was professional development autonomy (X=3.56,
S =.93).

It was identified that the autonomy behaviors of teachers did not differ significantly
according to gender variable. However, autonomy behaviors of teachers showed significant
differences in according to school type variable in the dimensions of teaching autonomy
[tu21)=2.95; p<.05], curriculum autonomy [tu21)=3.54; p<.05] and general autonomy [tu21)=2.19;
p<.05]. According to this; teachers working in private schools (X=4.35, S=.52) stated that they had
more autonomy in the teaching process when compared to teachers in public schools (X=4.10,
S=.57). Similarly, teachers working in private schools (X=4.19, S=.60) remarked that they had more
autonomy about curriculum than teachers in public schools (X=3.81, S=.64). In addition, teachers
working in private schools (X=4.10, S=.45) opined that they had more general autonomy when
compared to teachers in public schools (Xx=3.92, S=.53). However, no significant difference was
found in the autonomy behaviors of teachers according to school type in the dimensions of
professional development autonomy [tu21)=.37; p>.05] and communication autonomy [tu21)=1.03;
p>.05].

Teachers' opinions on teaching autonomy showed a significant difference according to
school level [Fz-419)=4.39; p< .05]. In the dimension of teaching autonomy, significant differences
were found not only between Anatolian high school teachers and primary school teachers but
also between Anatolian high school teachers and secondary school teachers. It was observed that
primary school teachers (X=4.27, S=.53) and secondary school teachers (X=4.25, S=.59) showed
more teaching autonomy behaviors when compared to Anatolian high school teachers (X=4.03,
S=.55). Moreover, teachers opinions regarding curriculum autonomy were identified to differ
significantly according to school level [F-419)=3.06; p< .05]. A significant difference was found in
terms of curriculum autonomy dimension between primary school teachers and secondary school
teachers. Accordingly, it was indicated that primary school teachers (x=4.01, S=.74) and secondary
school teachers (X=3.99, S=.64) demonstrated more curriculum autonomy behaviors than
Anatolian high school teachers (X=3.75, S=.72). Likewise, it was determined that general
autonomy behaviors of teachers differed significantly according to school level [Fe-
419=3.37; p< .05]. Hereby, it was observed that primary school teachers (x=4.05, S=0.54) and
secondary school teachers (X=4.05, S=0.48) had more autonomy behaviors when compared to
Anatolian high school teachers (x=3.87, S=0.52). On the other hand, no significant difference was
obtained in the opinions of teachers related to the dimensions of professional development
autonomy [F3-419)=.38; p>.05] and communication autonomy [F3-419)-. 57; p>.05] according to
school level.

It was also identified that the autonomy behaviors of teachers did not differ significantly in
teaching autonomy [Fu-4191.49; p>.05], curriculum autonomy [Fu-419=2.23; p>.05], professional
development autonomy [Fu419)-21; p> .05] and communication [F4-419)-69; p>.05] dimensions

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 89-117

97



E-Vluslananasr EJitism Anastvumalarne Dengisl
ISSN: 1309-6265, Cilt: 12, No: 1, ss. 89-117

and also in general autonomy [F-419)-1.18; p>.05] according to seniority variable.

According to the findings regarding the emotional labor behaviors of teachers, it was
determined that teachers exhibited naturally-felt emotions (X=4.25, S=.64) at the highest level
among the emotional labor dimensions. This dimension is followed by deep acting (X=3.64, S=.92)
and surface acting (X=2.57, S=.95) behavior, respectively.

The emotional labor demonstrations of teachers showed a significant difference in the
dimension of surface acting behaviors according to gender variable [tu21)=.3.24; p<.05]. Male
teachers (X=2.73, S=.91) were found to demonstrate more surface acting behaviors than female
teachers (X=2.43, S=.96). Similarly, teachers’ opinions related to emotional labor differed
significantly in deep acting dimension according gender variable [tu21)=2.30; p<.05]. It was
observed that male teachers (Xx=3.75, S=.83) demonstrated more deep acting behaviors than
female ones (X=3.54, S=.98). There was also a significant difference in teachers’ opinions on
emotional labor according to gender in expression of natural felt emotions [tu21)=.)=2.89; p<.05].
Female teachers (X=4.33, S=.63) were determined to display more natural felt emotions when
compared to male teachers (X=4.15, S=.65).

When the emotional labor behaviors of teachers were investigated according to school type
variable, no significant difference was observed in the dimensions of surface acting behaviors
[tu21)=1.88; p>.05], deep acting behaviors [tu:1)=1.30; p>.05] and naturally-felt emotions
[tu21)=.94; p>.05]. Likewise, according to school level, teachers’ opinions regarding emotional labor
behaviors did not differ significantly in the dimensions of surface acting [F3-419)=2.03; p>.05], deep
acting [F3-419)=2.02; p>.05] and natural felt emotions [F3-419)=.49; p>.05]. In addition to these,
when the emotional labor behaviors of teachers were examined according to seniority variable,
there was no significant difference in the dimensions of surface acting behaviors [Fu-419)=.84;
p> .05], deep acting behaviors [Fu-19)=)=1.64; p> .05] and expression of naturally-felt emotions
[F-410)=1.86; p> .05].

The last purpose of this research was to determine whether emotional labor behaviors of
teachers predicted autonomy behaviors at a significant level or not. The findings related to the
statistics conducted for this purpose are included under this heading. The results of the regression
analysis, performed in order to determine the level of teachers' emotional labor behaviors
predicting teaching autonomy, are given in Table 1.

Table 1. Regression Analysis Results for the Prediction of Teaching Autonomy Behaviors

Variables B Standard Error B t P Binary r Partial r

Constant 3.14 24 12.89 .00

Surface Acting .01 .03 .02 .53 .59 -.05 .02

Deep Acting .01 .03 .02 43 .66 .03 .02

Natural Emotions 21 .04 .23 4.56 .00 22 21
R=.23 R2=.05 F3-422)=7.8 P=.00

The binary and partial correlations between emotional labor behaviors of teachers and their
teaching autonomy are given in Table 1. A low level of relationship (r=.22) was observed between
teaching autonomy and expression of naturally-felt emotions of teachers. Based on a review of
other variables, a positive and low level of relationship was determined between teaching
autonomy and expression of naturally-felt emotions (r=.21). A significant and close to moderate
level of relationship was found between all dimensions of emotional labor and teaching autonomy
(R=.23, p<.05). Besides, the dimensions of emotional labor explain 5% of the total variance in
teaching autonomy. When the t-test results related to the significance of the regression
coefficients were examined, it was seen that only the expression of naturally-felt emotions was a
significant predictor of teaching autonomy.

In Table 2, the results of the regression analysis conducted in order to determine the level
of teachers' emotional labor behaviors predicting the curriculum autonomy are presented.
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Table 2. Regression Analysis Results for the Prediction of Curriculum Autonomy Behaviors

Variables B Standard Error B t p Binary r Partial r

Constant 2.61 .31 835 .00

Surface Acting .03 .04 .03 71 A7 -03 .03

Deep Acting .02 .04 .03 67 49 .05 .03

Natural Emotions .25 .05 22 4.26 .00 .20 .20
R=.21 R2=.04 F(3-222-6.8 P=.00

The binary and partial correlations between emotional labor behaviors of teachers and their
curriculum autonomy are demonstrated in Table 2. A positive and low level of relationship (r=.20)
was identified between curriculum autonomy and expression of naturally-felt emotions of
teachers. Based on a review of other variables, a positive and low level of relationship (r=.20) was
observed between curriculum autonomy and natural emotions of teachers. In addition, there was
a significant and close to moderate level of relationship between curriculum autonomy and all
dimension of emotional labor (R=.21, p<.05). Hereby, the dimensions of emotional labor explain
4% of the total variance in curriculum autonomy. When the t-test results regarding the significance
of regression coefficients were examined, it was identified that only the expression of naturally-
felt emotions of teachers was a significant predictor of curriculum autonomy.

The results of the regression analysis, performed in order to determine the level of teachers'
emotional labor behaviors predicting professional development autonomy, are demonstrated in
Table 3.

Table 3. Regression Analysis Results for the Prediction of Professional Development Autonomy
Behaviors

Variables B Standard Error B t p Binary r  Partial r

Constant 2.07 .39 5.21 .00

Surface Acting .08 .05 .08 1.62 .10 .06 .07

Deep Acting .09 .05 .09 1.83 .06 a2 .08

Natural Emotions 21 .07 15 2.87 .00 1 13
R=.18 R?=.03 F(3-422=5.02 P=.00

In Table 3, the binary and partial correlations between emotional labor behaviors of
teachers and their professional development autonomy are examined. A positive and low level of
relationship was obtained not only between professional development autonomy and deep acting
behaviors (r=.12) but also between professional development autonomy and expression of
naturally-felt emotions (r=.11). Based on a review of other variables, there was a positive and low
level of relationship (r=.13) between professional development autonomy and natural emotions.
Moreover, it was identified that there was a significant and low level of relationship between all
dimensions of emotional labor and professional development autonomy (R=.18; p<.05). It was
also determined that the dimensions of emotional labor explain 3% of the total variance in
professional development autonomy. When the t-test results for the significance of regression
coefficients were examined, it was observed that only the expression of naturally-felt emotions
was a significant predictor of professional development autonomy.

In Table 4, the results of the regression analysis conducted in order to determine the level
of teachers' emotional labor behaviors predicting the communication autonomy are presented.

Table 4. Regression Analysis Results for the Prediction of Communication Autonomy Behaviors

Variables B Standard Error B t P Binary r  Partial r

Constant 2.61 .29 8.80 .00

Surface Acting -.01 .04 -.02 -39 .69 -.08 -.02

Deep Acting .09 .03 12 2.52 .01 12 12

Natural Emotions .28 .05 .25 4.98 .00 .26 23
R=.29 R2=.08 F3-422-12.94 P=.00
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The binary and partial correlations between emotional labor behaviors of teachers and their
communication autonomy are demonstrated in Table 4. It was determined that there was a
positive and low level of relationship between communication autonomy and deep acting
behaviors (r=.12) and also between communication autonomy and naturally-felt emotions (r=.26).
Based on a review of other variables, a positive and low level of relationship was observed not
only between communication autonomy and deep acting behaviors (r=.12), but also between
communication autonomy and natural emotions of teachers (r=.23). In addition, there was a
significant and close to moderate level of relationship between communication autonomy and all
dimension of emotional labor (R=.29, p<.05). Hereby, the dimensions of emotional labor explain
8% of the total variance in communication autonomy. When the t-test results related to the
significance of regression coefficients were examined, it was identified that deep acting behaviors
and the expression of naturally-felt emotions of teachers were significant predictors of
communication autonomy.

The results of the regression analysis, performed in order to determine the level of teachers'
emotional labor behaviors predicting the general autonomy behaviors, are demonstrated in Table
5.

Table 5. Regression Analysis Results for the Prediction of General Autonomy Behaviors

Variables B Standard Error B t p Binary r  Partial r

Constant 2.70 22 12.25 .00

Surface Acting .02 .03 .05 .92 .35 -.03 .04

Deep Acting .04 .02 .08 1.63 .10 .10 .07

Natural Emotions 23 .04 .28 5.64 .00 27 .26
R=.29 R2=.08 F3-422-12.94 P=.00

In Table 5, the binary and partial correlations between emotional labor behaviors and
general autonomy behaviors of teachers are examined. According to the results, a positive and
low level of relationship was obtained not only between general autonomy behaviors and deep
acting behaviors of teachers (r=.10) but also between general autonomy behaviors and expression
of naturally-felt emotions (r=.27). Based on a review of other variables, a positive and low level of
relationship (r=.26) was observed between general autonomy behaviors and natural emotions of
teachers. Besides, it was determined that there was a significant and close to moderate level of
relationship between all dimensions of emotional labor and general autonomy behaviors (R=.29,
p<.05). It was also determined that the dimensions of emotional labor explain 8% of the total
variance in general autonomy behaviors. When the t-test results for the significance of regression
coefficients were examined, it was indicated that only the expression of naturally-felt emotions
was a significant predictor of general autonomy behaviors.

DISCUSSION, RESULTS AND SUGGESTIONS

The results of this study regarding autonomy behaviors of teachers indicated that teachers
displayed autonomy behaviors above the moderate level. Teachers stated that they behave in an
autonomous way most during teaching among the other autonomy dimensions. This was
followed by professional communication autonomy, curriculum autonomy and professional
development autonomy, respectively. The results regarding comparison of teacher autonomy
levels based on different dimensions correspond to the results of the study conducted by Colak
and Altinkurt (2017). The results demonstrate that teachers who participated in the study had a
relatively major role in teaching process although decisions made by the authority of the
education system in Turkey and the content are integrated into the curriculum in a way not to
allow teachers to take much initiative. Thus, it is believed that they behave in accordance with
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professionalism exerting more effort in this sense, being aware of their responsibilities.

Teachers are required to know and evaluate the environments they work in, due to their
profession. Students’ educational needs, interests and tendencies, ability to understand any issue
as well as their skills and abilities may differ a lot from each other. Besides, each class may have
different atmosphere and rules of conduct. Those who know best the dynamics affecting teaching
in the classroom and should make the best and meaningful decisions with students are teachers.
The necessary regulations should be made to allow teachers to be more autonomous in areas like
selecting course materials and books, planning and practicing in-class activities considering
variables that differ during teaching process. The structure of the curricula, the problems related
to supervision practices, some problems and deficiencies related to professional inadequacy,
prevent teachers from participating effectively in the design and implementation processes of the
teaching process (Canbolat, 2020). Curriculum is prepared centrally by the Ministry of National
Education in Turkey. Though determination of methods and techniques suitable for the course
content depends on teachers' control and initiative, it is the Ministry of National Education that
appoints learning outcomes, objectives, duration and contents (MEB, 2017). Curriculum does not
grant teachers freedom for such matters. While the central management provides an image of
integrity and order in teaching, it is not functional with its capacity for generating problems and
solutions. Central provision of course books to be taught every year and prohibitions and
restrictions to the use of different sources, books and materials for course contents prevent
teachers from taking initiatives particularly in the curriculum and teaching process. Hence,
curriculum should be prepared flexibly in order to enable teachers to make necessary regulations
in accordance with the school rules, students’ interests, needs and learning styles and teachers
should be allowed to make their own choice among various and rich alternatives instead of using
a single book which will be used in classes.

According to the study results, teachers showed the least autonomy behavior in
professional development autonomy. The research showed that, teachers’' sense of autonomy
regarding their professional development helps them to develop a deeper sense of self-efficiency
and also helps them to have positive attitude towards Professional development (Judah &
Richardson, 2006; Schibeci & Hickey, 2004). It is obvious that teachers should be trained to have
high communicative skills, professional and intellectual knowledge at a level to have the
competence to become autonomous. In addition, considering that knowledge has a dynamic and
unstable structure, teachers should maintain and improve their occupational professionalism and
they should be aware of their responsibilities of renovating their professional competencies in
accordance with their age. Besides providing educational support that they need for this, they
should also be encouraged to take part in all kinds of scientific activities (congresses, symposiums,
etc.). Furthermore, they should be directed to postgraduate education so that they can follow up
scientific developments in their fields and expand their academic perspectives. In the permission
directive of the Ministry of National Education, it is stated that the necessary precautions should
be taken for graduate education, provided that teachers do not disrupt their duties (MEB, 2013).
Although there is a legal regulation that paves the way for postgraduate education of teachers, it
should be regulated so as not to allow any differences in practice. In this context, school directors
should support and encourage teachers who are enrolled in postgraduate education and assist
teachers by making necessary arrangements in their schedule.

When teacher autonomy behavior was compared in terms of various variables, autonomous
behaviors significantly differed according to school type and grade variables, but they did not
differ significantly according to gender and professional seniority variables. The results of other
studies comparing teachers’ autonomous behaviors according to gender are in accord with the
results of this study. In their studies conducted with teachers, Colak (2016) and Sakar (2013)
concluded that there was no significant difference between autonomous behaviors of teachers
and their gender.
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There were significant differences in autonomy behaviors of teachers regarding teaching
process and curriculum and in terms of general autonomy according to school type. Teachers in
private schools showed more autonomous behaviors in teaching process and curriculum and in
terms of general autonomy than teachers in public schools. Nevertheless, there was no significant
difference between teachers’ professional development and communication autonomy behaviors
according to school type. Based on the statistics of the Ministry of National Education, the number
of students per teacher was 16.6 in public primary schools, 9.1 in private primary schools, 16.9 in
public secondary schools, 9.7 in private secondary schools, 19.6 in public high schools, and 9.2 in
private high schools in Turkey as of 2016-2017 academic year (MEB Strateji Gelistirme Baskanhgy,
2017). As can be seen, the number of students per teacher in private schools is much lower than
public schools. One of the reasons that teachers in private schools have more teaching autonomy
may be that they have less students in number for whom they are responsible. It can be indicated
that teachers in private schools design different methods and techniques based on students’
interests and needs and they can have more voice in teaching process and preparing curriculum.
According to Chubb and Moe (1988), private schools set standards to reach their goals and feel
more independent determining their teaching methods. According to Ensari (2002), private
schools are more independent and autonomous compared to public schools, they can determine
their personnel, create their own curriculum and improve it (Ensari, 2002, p. 27). Aslan, Satici and
Kuru (2006, p. 21) conducted a study on the efficiency of public and private schools and they
revealed that autonomy levels of private schools regarding preparing schedules, teaching process,
teaching materials and flexibility are higher than those of public schools. Similarly, Worth and
Brande (2020) revealed in their study that the level of autonomy among the private sector
teachers are relatively high. Teachers in private schools have more authority to use their
specialization in planning, organizing education process and preparing programs. Thus, teachers
in private schools have more opportunity to use initiative both in education process and
rearrangement of curriculum based on students’ needs.

Although autonomous behaviors of teachers in public schools seem to be relatively lower
than those of private schools regarding teaching process, curriculum and general autonomy, the
focal point should be that teachers working in public schools can show high levels of autonomy
behavior in these dimensions. The working environment, in which teachers working at private
schools are supported, functions the opposite way around in public schools especially in the
teaching process. As a matter of fact, Unsal and Cetin (2019) concluded in their study that private
school teachers can be more flexible and autonomous in choosing alternative textbooks suitable
for the curriculum. In addition to the centralized execution of curricula lately, access of teachers
to alternative materials regarding course books and source selection has been blocked. Although
prohibition of using different materials from the course books selected and sent by the center to
public schools and imposing the use of standard curricula restrains teachers from showing
autonomous behaviors, teachers in public schools can still show autonomous behaviors. This
indicates that teachers in public schools are in struggle for practicing their profession devotedly.

Autonomous behaviors of teachers significantly were determined to differ significant in
teaching process, curriculum and general autonomy dimensions according to school grade
variable. Thus, primary school teachers and secondary school teachers show more autonomous
behaviors in teaching process, curriculum and general autonomy when compared to Anatolian
high school teachers. This result is consistent with the results of Yazici (2016). That primary school
teachers show more autonomous behaviors in teaching process, curriculum and general
autonomy than others may stem from the relatively intense relationship that teachers established
with their classes for uninterrupted four years without examination anxiety. Buyruk and Akbas
(2021) also concluded similar results in their study. They stated that spending a long time with the
students and being responsible for teaching many courses may cause primary school teachers to
have more control over their labor processes. Indeed, Spilt, Koomen and Thijs (2011) revealed in
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their study that well built teacher student relationships has an important impact on teachers’
wellbeing. Therefore, this relatively atronger bond established by classroom teachers might have
caused them to have more motivation in showing autonomous behaviors regarding educational
issues particularly by adopting the process more easily. In a study conducted by Kiling, Bozkurt
and ilhan (2018) it was revealed that teachers also interpret teacher autonomy as high motivation
for teaching.

Teachers were found to express natural emotions most among emotional labor dimensions.
This was followed by deep acting and surface acting, respectively. While teachers express natural
emotions at high levels, they show deep acting at moderate levels and surface acting at low levels.
These findings give the impression that teachers, in general, tend to express their emotions frankly
in their communication with the students, teachers and directors while performing the processes
in schools. The results of study support the study results of Yilmaz, Altinkurt, Glner and Sen (2015),
Hosgorlr and Yorulmaz (2015), Moran (2018), Go¢ (2017), Basim and Begenirbas (2012) and
Begenirbas (2013). However, Kiral (2016) found that teachers showed surface acting, natural
emotions and deep acting, respectively, while Mavi (2015) found that teachers showed deep
acting most and this was followed by natural emotions and surface acting, in turn.

Teachers' expression of natural emotions at highest levels indicates that they express their
real feelings without much effort while working. Their expression of natural emotions may indicate
that they are in good agreement with the objectives of the organization. Diefendorf and
Gosserand (2003) stated that if individuals adopt and apply the rules of emotional display set forth
by the organization, this will let this emotional display to be natural, thus the potential loss to
which individuals’ emotional labor may be exposed can be eliminated. Although teachers’ mean
scores on surface acting are relatively lower, they are not actually low. Fake emotional display may
lead teachers to emotional conflict. Taylor (2020) states that both surface and deep acting are
commonly used by many teachers to offset the negative effects of emotional labor. Hochschild
(1983) discussed that expressing emotions that are not felt will result in conflict and distress. She
added that fake emotional behavior will lead to not only emotional but also physical wear on the
individual after a while. Buri¢, Kim and Hodis (2021) also concluded in their study that faking
emotions has a negative impact on teachers’ wellbeing.

Therefore, school directors should create a school climate to allow teachers to naturally
express their real emotions and thoughts in all processes concerning teaching at school and to
be included in decisions made. Teachers feeling free and autonomous in expressing their real
thoughts as well as using their specialization can dsiplay their natural emotions and make their
emotions comply with the expectations of the school. Also, teachers who identify themselves with
their profession will of course have higher motivation regarding having the characteristics that
are necessary for their profession. Individuals who selected teaching as a lifestyle practice their
profession willingly can express natural emotions far from imitation in every emotional display at
school. Thus, teacher selection process should be designed in a way to measure the extent to
which individuals identify teaching profession with their own identity.

While teachers’ emotional labor behaviors differed significantly according to gender, they
did not significantly differ according to school type, seniority and school grade. Emotional labor
of teachers significantly differed in surface acting and expression of naturally-felt emotions
according to gender. Male teachers showed more surface acting behaviors compared to female
teachers. In addition, female teachers expressed more natural emotions than male teachers. The
results show that female teachers practice their profession with more natural and sincere emotions
than male teachers. This result is consistent with the results of Yin's (2015) and Akglin and Yilmaz's
(2021) studies. A similar study by Begenirbas (2013) determined that that males show more
emotional labor than females in general sense; however, on dimension basis, males tend to more
surface acting while females tend to express more natural emotions. Similarly, Savas (2012)
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conducted a study with teachers and directors and found that emotional labor mean scores of
male teachers were higher than those of female teachers.

According to the results about whether emotional labor behaviors of teachers predicted
autonomous behaviors or not, a significant and close to moderate level of relationship was found
between all dimensions of emotional labor and teaching autonomy. The dimensions of emotional
labor were identified to explain 5% of the total variance in teaching autonomy. Expression of
naturally-felt emotions was a significant predictor of teaching autonomy. Besides, a significant
and close to moderate level of correlation was found between all dimensions of emotional labor
and curriculum autonomy. The dimensions of emotional labor explained 4% of the total variance
in curriculum autonomy. Expression of naturally-felt emotions was a significant predictor of
curriculum autonomy. A significant and low level of correlation was observed between all
dimensions of emotional labor and professional development autonomy. The dimensions of
emotional labor explained 3% of the total variance in professional development autonomy.
Expression of naturally-felt emotions was also a significant predictor of professional development
autonomy. A nearly moderate level and significant correlation was found between all dimensions
of emotional labor and communication autonomy. The dimensions of emotional labor were
determined to explain 8% of the total variance in communication autonomy. Expression of
naturally-felt emotions and deep acting were identified to be significant predictors of
communication autonomy. A significant and close to moderate level of relationship was found
between all dimensions of emotional labor and general autonomy. The dimensions of emotional
labor explained 8% of the total variance in general autonomy. Expression of natural emotions was
also determined to be a significant predictor in the general autonomy behaviors of teachers.

It was determined in this study that except for surface acting and communication
autonomy, none of the dimensions of teacher autonomy had a significant correlation with deep
acting. In particular, that surface acting was insignificant in all dimensions of teacher autonomy
can be regarded as an indicator that autonomous teachers do not express fake emotions during
communication; on the contrary, they reflect real emotions. Another finding which supports this
result is that expression of naturally-felt emotions is a significant predictor of all dimensions of
teachers’ autonomous behaviors. All findings of the relationship between autonomy and
emotional labor demonstrate that emotional labor which autonomous teachers display in all
issues regarding their teaching process, curricula, professional development and communication
is that they express their natural emotions in the most correct way. Autonomous behaviors of
teachers are generally their own preferences despite all limitations and this is a sign of their
professionalism, too. In this sense, considering the willingness of teachers on practicing their
profession in the most appropriate way, it is expected that emotional labor of autonomous
teachers manifests mostly as natural emotions.

Evaluation of the study findings related to the relationship between autonomy and
emotional labor in terms of emotional labor approach of Morris and Feldman (1996) will let the
study results be interpreted in a new light. Morris and Feldman (1996) discussed autonomy of
employees in the organization as a premise of their emotional labor. In places where employees
are free and autonomous as regards expressing themselves, these individuals will express their
emotions clearly rather than pretending in case there is any conflict between their real emotions
and emotional display which is expected by their organization. This means that autonomous
employees do not need for surface acting or deep acting. Altinkurt & Yilmaz (2014) drew attention
to the importance of teachers’ expression of their thoughts in all communications with directors,
students, parents and colleagues and having a word in decisions to be made regarding education.
If school directors create a school environment in which teachers can demonstrate their
professionalism, this will ensure teachers' attachment to their organizations with a sense of
belonging and practice their profession willingly and sincerely as a result (Altinkurt & Yilmaz 2014,
p. 290).
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Within the context of the above mentioned approaches, the results obtained from
regression analysis bring two different aspects to the relationship between teacher autonomy and
emotional labor. The first one is that teachers do not need to pretend (surface or deep acting) in
such an organization but express their natural emotions by looking at autonomy from the
perspective of individuals' ability to express their thoughts freely. The second one approaches
autonomy from an organizational viewpoint in which the use of teachers’ specialty is supported.
People working in such an environment become aware of being an important part of the
organization and adopt the organization and all of its processes (Liu, Chen, Zhao & Li, 2021). As
a consequence, it will be possible for teachers' natural emotions to comply with the school's
expectations regarding emotional display and hence emotions expressed by teachers in line with
the organizational expectations, will be their natural emotions. Therefore, school directors should
create a school climate to enable teachers to express their real emotions and thoughts naturally
in all processes concerning teaching at school and to be included in decisions made. Teachers
feeling free and autonomous in expressing their real thoughts as well as using their specialization
can express their natural emotions and make their emotions comply with the expectations of the
school.

Recommendations

Based on the research process, scope and results of this study, some suggestions are
provided below for further studies on the relationship between teachers’ autonomous behaviors
and emotional labor.

e Further studies can be conducted on the relationship between teachers’ emotional labor
behaviors and variables such as organizational citizenship, cynicism, alienation and
school climate.

e This study was conducted by quantitative method. Qualitatively designed researches on
the subject can be compared with the results of this study.

e The study results demonstrated that despite being below the moderate level, teachers
showed surface acting behaviors. Further studies can be conducted to find out the
reason for this.

e Teachers in private schools were identified to act more autonomous behaviors than
those in public schools in the teaching process, curricula dimensions and in terms of
general autonomy. In-depth research can be carried out to find out the reason for this
by including all private schools in Mugla province of Turkey.

e Although teachers in public schools displayed less autonomous behaviors than those in
private schools and they felt the current legal limitations more intensely, they still
showed autonomous behaviors at a certain level. Further qualitative studies can be
conducted to determine the main reasons that repulse teachers in public schools to
show autonomous behaviors.
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Ozet

Bu arastirmada, 6gretmenlerin ézerklik davranislart ile duygusal emekleri
arastndaki iliskinin belirlenmesi amaglanmistir. Arastirmanin evrenini,
2017-2018 egitim égretim yilinda Mugla il merkezi ve ilcelerindeki kamu ve
6zel ilkokul, ortaokul ve liselerinde gérev yapan 6gretmenler

olusturmaktadir. Tarama modelindeki arastirmanin érneklemini oransiz E-Uluslararasu Egitim
kiime orneklemesi yéntemi ile secilmis 423 oOgretmen olusturmustur. Arastirmalan
Arastirmada veri toplama aract olarak Colak (2016) tarafindan gelistirilen Dergisi

Ogretmen Ozerkligi Olcegi ve Diefendorff ve arkadaslart (2005) tarafindan
gelistirilen, Basim ve Begenirbas (2012) tarafindan Tiirk¢eye uyarlanan
Duygusal Emek Olcegi kullandmustir. Verilerin ¢éziimlenmesinde betimsel Cilt: 12, No: 5, ss. 89-117
istatistikler, t testi ANOVA ve coklu regresyon analizi kullanidmustir.
Arastirmadan elde edilen sonuglara gére, 6gretmenlerin genel Gzerklik
davraniglart orta diizeyin (izerindedir. Ogretmenler, 6zerklik boyutlar
arasinda en cok 6gretme stirecinde 6zerklik davranislart sergilemektedirler.
Bu boyutu strast ile mesleki iletisim ézerkligi, dgretim programt ézerkligi ve Arastrma Makalesi
mesleki gelisim o6zerkligi boyutlart izlemektedir. Ogretmenlerin 6zerklik
davranslar, okul tiirti, okul kademesi degiskenlerine gdre anlamlt diizeyde
farklilasmakta; cinsiyet ve kidem degiskenlerine gére anlamli diizeyde
farklilasmamaktadir. Ogretmenler, duygusal emek boyutlart arasinda en cok
dogdal duygular sergilemektedirler. Bu boyutu sirast ile derinden ve yiizeysel
rol yapma davranislart izlemektedir. Ogretmenlerin duygusal emek
davranuslan, cinsiyet degiskenine gdre anlamli diizeyde farklilasmakta, okul
tird, okul kademesi ve kidem degiskenlerine gére anlamli diizeyde
farklilasmamaktadir. Duygusal emegin tiim boyutlart ile dgretme siireci
ozerkligi, dgretim programu ézerkligi, mesleki iletisim 6zerkligi ve genel
ozerklik arasinda orta diizeye yakin, mesleki gelisim 6zerkligi ile arasinda
disiik diizeyde ve anlamlt iliskiler bulunmustur. Dogal davranis, 6gretmen
6zerkliginin tiim boyutlarinin anlaml bir yordayicisdir. Génderim: 2021-03-16

. . . L . . Kabul: 2021-11-16
Anahtar Kelimeler: Duygusal emek, Ozerklik, Ogretmen 6zerkligi,

Ogretmen.
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1 Makale, “ Ogretmenlerin Ozerklik Davranislari ile Duygusal Emekleri Arasindaki iliski” isimli yiiksek lisans tezinden dretilmistir.
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Genisletilmis Ozet

Problem: Toplumlarin bilgi cagina gegisi, ekonomik, politik ve toplumsal alanda pek ¢ok degisimi
beraberinde getirdigi gibi, toplumlarin gelecegin liyelerinden beklentilerinde de farklilasmalara
neden olmustur. Bu beklentileri karsilayabilecek beceri ve yeterliklere sahip bireyleri yetistirmenin
temel sorumlulugu ise okullarda ve onlarin asu bileseni olan 6gretmenlerdedir. 2016-2017 dgretim
yilinda Milli Egitim Bakanligi'nin 6gretim programlarinda gerceklestirdigi yenileme ¢alismalarinda,
ogrencilere glindelik hayatlarinda kullanabilecekleri temel bilgilerin kazandurilmast disinda;
yasadigt hayati sorgulayabilme, olgulara elestirel bakabilme, kiiltiirler arast farkliliklar: kabul
edebilme, problem ¢6zebilme, 6zglir ve dzerk davranabilme gibi cesitli bilissel, sosyal ve bireysel
yeterlilik ve becerilerin kazandirilmast zorunlu gériilmektedir (MEB, 2017, s.8). Bu yetilerin
dgrencilere kazandirilma stirecinde égretmen, dgrenmeyi kolaylastiran, grencilere alternatif yollar
gOsteren ve bireyin égrenme siirecinde kendi sorumlulugunu alarak bagimsiz karar verebilme
becerisini gelistiren bir rehber olarak rol almistir (Kog, 2006, s.56-57). Bu agidan ézerk davranis
sergileyen dgretmenler 6gretim ortamuni, égrenci ilgi ve ihtiyaclarina yénelik icerik, materyaller ve
ybntemler segerek dlizenleyebilirler. Bunun sonucunda da, 6grencilerin saglikli planlanmis dgretim
ortaminda daha basarlt olmasint saglayabilirler (Colak, Altinkurt &Yilmaz, 2017, s.193). Bu bakis
agistyla 6gretmenin, égretim programt ve materyalleri ile sinif ici ders uygulamalarini, 6grencinin
ilgi, gereksinim ve é&grenme stillerini dikkate alarak yeniden diizenleme sorumlulugu &ne
ctkmaktadir. Ogretimin bu sekliyle bireysellestirebilmesi ve istenilen ciktilart iiretmesi, 6gretmenlerin
hem égretim siireclerinde, hem de mesleki gelisimleri ile ilgili stireclerde ézerk davranmast ile
miimkiin olabilecektir.

Ozerk davranabilen bireyleri, eylemlerine yén verecek olan durumlara karar veren, bagimsiz
davranma kapasitesine sahip kisiler olarak tanimlayan Littlewood (1997), bu kapasitenin iki temel
bilesene bagli oldugunu ifade eder: yetenek ve isteklilik. Bu ybnliiyle degerlendirildiginde, isinde
6zerk davranabilen bir 6gretmen, egitim isine fazlastyla goniillii ve istekli olarak katilyor demektir.
Ogretmenin meslegine karst sahip oldugu bu tutum, onun &gretmenligi profesyonelce
gerceklestirmeye karst sahip oldugu bir hazirolus durumu olarak kabul edilebilir. Ogretmen
ozerkligi, 6gretmenlerin bircok profesyonel meslekte oldugu gibi okulu ilgilendiren konularda ve
ogretim ile ilgili etkinlikleri planlama ve uygulama asamalarinda s6z sahibi olmalart ve sorumluluk
almalart anlamina  gelmektedir. Ozerk &6gretmen; 6grencilerinin  ilgi ve — gereksinimleri
dogrultusunda, kendisinin belirledigi ve olusturdugu 6gretim materyallerini kullanarak, yine
kendisinin belirledigi yéntem ve teknikleri kullanarak icerigi uygulamaya koyma konusunda 6zgtir
hareket eder. Bu baglamda 6zerk égretmen, profesyonelligini rahatlikla 6gretimine yansitabilen
égretmendir (Oztiirk, 207a1; Pearson ve Moomaw, 2005). Nitekim Pearson ve Moomaw (2005)
calismalarinda égretmen 6zerkliginin, profesyonellikle dogrudan iliskili oldugu sonucuna
ulasmuslardwr. Ogretmen profesyonelligi ile iliskili bir diger kavram da duygusal emektir (Altinkurt
ve Yilmaz, 2014, Altinkurt ve Ekinci, 2016; Hosgériir, 2017). Ogretmenlerin, okul ici tim
iletisimlerinde duygularint etkili bir gsekilde yéneterek, kendilerinden beklenen duygusal
gosterimlerde bulunmalart olarak nitelenen bu kavram bugiin profesyonel 6gretmenlerde aranan
bir ézellik olarak alanyazindaki yerini almstir (Truta, 2014).

Duygusal emek, calisanlarin isleri ile ilgili sorumluluklarint yerine getirirlerken, hizmeti
alanlar ile olan etkilesimlerinde olumlu etki birakmak icin duygularint gerektiginde degistirerek,
Orglitiin beklentisi dogrultusunda sergilemeleri seklinde ortaya ¢ikmaktadur (Hochschild, 1983, s.7).
Morris ve Feldman (1996) duygusal emegi, kisiler arast etkilesimler sirasinda -érgiit tarafindan
beklenen duygularin sergilenebilmesi amaciyla- bireylerin duygularint planlama, kontrol etme ve
gosterme slireci olarak ifade etmektedirler (Morris ve Feldman, 1996, s. 987). Okullarda da
ogretmenler mesleklerini yerine getirirlerken dgrenci, veli, yonetici ve meslektaslart ile etkilesimleri
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esnasinda duygusal emek sergilemek durumunda kalmaktadirlar (Begernirbas ve Yalcin, 2012).
Hosgértir ve Yorulmaz (2015) ¢alismalarinda, ézellikle profesyonel gelisim anlaminda liderlik
sergileyen Ggretmenlerin, daha fazla duygusal emek sergiledikleri sonucuna ulasmislardur. Bu
baglamda, isiyle ilgili 6zerk davranma ¢abast icinde olan profesyonel bir 6gretmenin, duygusal emek
anlaminda da daha fazla ¢aba icerisinde olacag dlistiniilmektedir. Castro ise (2013) bireyin ¢alistigt
orglitte gerek mesleki anlamda gérev ve sorumluluklarint yerine getirirken, gerekse bireysel davranis
ve tutum acisindan ézglir ve 6zerk davranmast durumunda, duygusal gosterimlerinde bir celiski
olmayacagint belirterek ézerklik ile duygusal emek arasindaki iliskinin 6nemini ortaya koymustur
(Castro, 2003, s.40). Morris ve Feldman‘a gére ise (1996) bireylerin orglitte kendilerini 6zerk
hissetmeleri durumunda mesleki is doyumlarinin artacagini, bunun sonucunda da duygusal
gosterimlerinde bir ¢atisma olmayacadgint belirtmislerdir. Bu acgidan dgretmenlerin okullarda ézgiir
ve Ozerk davranwor olabilmeleri onlarin okul ydnetimi, veli 6grenci ve meslektaslart ile
etkilesimlerinde duygusal emek sarfederken, gercek duygularint sergilemelerinin okulun amaclarina
olumlu katkt yapacagi éngériilebilir.

Morris ve Feldman‘a gére (1996) calisan ile hizmeti alanlann etkilesim bicimi ve ¢alisanin
Ozerkligi duygusal gosterimlerde etkili olmakta ve bunlar duruma gére duygusal uyumsuzluga
neden olabilmektedir. Yiiz yiize iletisimin oldugu mesleklerde duygusal uyumsuzluk artmakta,
calisanlarin ézerkliginin bulundugu durumlarda duygusal catisma azalmaktadir. Bireylerin 6rglitiin
kendisinden bekledigi duygusal gosterimler ile kendilerine has 6zerk davranislar arasinda bir
uyarlama, dengeleme séz konusudur. Ancak &zerk davranist yliksek olan bireylerde duygu
dengelemesi stireclerinde bir catisma ve uyumsuzluk ortaya ¢tkabilmekte bu durumda da is stresine
ve tlikenmislik ile sonuglanabilmektedir (Morris & Feldman, 1996). Bu kapsamda érglit tarafindan
duygusal gdsterimin belli bir kurallara ve sinirlamalara dayandurildigt durumlarda duygusal emegin
olumsuz sonucglarinin olacagy buna karsin o6zerk bireyin belli oranda kendi davranislarint
sergilemesine izin verildigi durumlarda is stresinin daha az yasanacagt ve is tatmininin bundan
olumlu etkilenecegi sdylenebilir. Tiirkiyede égretmenlerin ézerk davranislart ile duygusal emek
davranislarint inceleyen bir ¢alismaya ulasilamamstu: Bu cercevede bu arastrmanin amaci,
ogretmenlerin ézerklik davranislart ile duygusal emekleri arasindaki iliskiyi incelemektir. Bu genel
amacg dogrultusunda su sorulara yanit aranmustur:

1. Ogretmenlerin 6zerklik davranislart ne diizeydedir?

2. Ogretmenlerin &zerklik davranislar, cinsiyet, okul tiirii, okul kademesi ve kidem
degiskenlerine gére anlamli farklilik géstermekte midir?

3. Ogretmenlerin duygusal emek diizeyleri nasdur?

4. Ogretmenlerin duygusal emekleri cinsiyet, okul tiiri, okul kademesi ve kidem
degiskenlerine gére anlamli farklilik géstermekte midir?

5. Ogretmenlerin duygusal emekleri, 6zerklik davranislarinin anlamlu bir yordayicist mudir?

Yontem: Ogretmenlerin ézerklik davranlart ile duygusal emekleri arasindaki iliskinin belirlenmeye
calisildigt bu arastirma tarama modelinde desenlenmistir. Arastirmanin evrenini 2017-2018 6gretim
yilinda Mugla il merkezi ve ilcelerinde bulunan kamu ve ézel ilkokul, ortaokul ve liselerde gérev
yapan 8718 égretmen kapsamaktadir. Orneklemin belirlenmesinde oransiz kiime érneklemesi
teknigi kullanimustur. Evreni temsil edecek 6rneklem sayist % 95 giiven diizeyi icin en az 368 olarak
hesaplanmstir. Toplam 507 o6gretmenden veri toplanmustir. Uygulanan élceklerin incelenmesi
sonucunda 16 6lcegin verilerinde eksiklik oldugu ve 42 6lcegin 6zensiz dolduruldugu belirlenmistir.
Uc degerler incelendiginde 24 dlcegin +,- 3 degerler disinda degerler aldigt belirlenmistir. Bu dlcekler
ctkarldiktan sonra kullaniabilir durumda olan 423 kisiden elde edilen verilerle analizler
gerceklestirilmistir. Arastirmada veri toplama aract olarak, Colak (2016) tarafindan gelistirilen
Ogretmen Ozerkligi Olgegi ile Diefendorff ve arkadaslart (2005) tarafindan gelistirilen ve Basim ve
Begenirbas (2012) tarafindan Tiirkceye uyarlanan Duygusal Emek 6lcegi kullandmustur.

Bulgular/Sonug: Ogretmenlerin 6zerklik ve duygusal emek davranslart arasindaki iliskinin

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 89-117

112



E-Vluslananasr EJitism Anastvumalarne Dengisl
ISSN: 1309-6265, Cilt: 12, No: 1, ss. 89-117

belirlenmesi amaciyla gerceklestirilen bu arastirmanin ézerklik davransslart ile igili sonuclary,
égretmenlerin orta diizeyin (izerinde ézerklik sergilediklerini géstermektedir. Ogretmenlerin ézerklik
boyutlart arasinda en cok Ggretme siirecinde Gzerk olduklart gorilmustir. Bu boyutu stwrast ile
mesleki iletisim o6zerkligi, dgretim programt Gzerkligi ve mesleki gelisim bzerkligi izlemektedir.
Arastirmanin 6gretmen dzerkliginin diizeyi ve farkli boyutlara gére karsilasturiimasina yonelik
sonuglart Colak ve Altinkurt'un (2017) arastirmasinda elde ettigi sonuglar ile értiismektedir. Bu
durum, Tiirk egitim sisteminde merkezden alinan kararlar ve icerigi égretmene fazla inisiyatif
birakmayacak sekilde olusturulan egitim programlarina ragmen arastirmaya katilan 6gretmenlerin
Ogretim siirecinde nispeten énemli bir rol lstlendiklerini gbstermektedir. Bu kapsamda yetki ve
sorumluklarinin - bilincinde daha fazla emek sergileyerek profesyonellik meslegine uygun
davrandiklart duistiniilebilir.

Ogretmenlerin meslekleri geredi calistiklart ortamlart cok iyi tanimalart ve degerlendirmeleri
gerekmektedir. Ogrencilerin égretimsel ihtiyaclary, ilgi ve egilimleri, bir konuyu anlama yetilerinin
yaninda, beceri ve yetenekleri birbirinden ¢ok farkli olabilmektedir. Bunun yaninda her sinifin
birbirinden farkli iklimi ve davrants kosullart vardur. Sinifta 6gretime etki eden dinamikleri en iyi bilen
ve dgrencilerle ilgili en iyi ve anlamlt kararlart vermesi beklenen kisiler ise 6gretmenlerdir. Bu
bakimdan G6gretmenlerin dgretim siirecinde farkliik gdsteren degiskenleri dikkate alarak ders
materyali ve kitap secimi, sinif ici etkinlik planlama ve yiiriitme gibi alanlarda daha ézerk
olmalarinin saglanmast icin gerekli diizenlemelerin yapimast gerekmektedir. EGitim programlart
Tiirkiye'de Milli Egitim Bakanligt tarafindan tek elden merkezi olarak hazirlanmaktadur. Sinifta ders
icerigine uygun yéntem ve tekniklerin belirlenmesi 6gretmenlerin kontroliinde ve insiyatifinde olsa
da, kazamim, amag, siire ve icerikleri MEB tarafindan belirlenmektedir (MEB, 2017). Odretim
programlart 6gretmenlere bu konularda bir serbestlik alant birakmamaktadir. Merkezi yénetim
okullarda &gretimde bir bitiinliik ve diizen gériintiisii saglarken, sorun ve ¢6ziim lretme
kapasitesiyle islevsel degildir. Her yil okutulucak olan ders kitaplarinin tek elden ¢ikmasi, ders
icerigine gére farkli kaynak, kitap ve materyallerinin kullanidmasina getirilen yasaklamalar ve
kisttlamalar égretmenlerin 6zellikle 6gretim programt ve 6gretim siirecinde inisiyatif kullanmalarint
engellemektedir. Bu anlamda egitim programlari, 6gretmenlerin okulun kosullart ve dgrencilerin ilgi,
gereksinim ve dgrenme sitillerine uygun olarak gerekli diizenlemeleri yapabilmelerini saglayacak
esneklikte hazirlanmali ve dgretmenlere derslerde kullanilacak tek bir kitap sunma yerine cesitli ve
zengin alternatifler arasindan kendi secimlerini yapabilme hakkt tanitnmalidur.

Arastirma sonuclarina gére, dgretmenlerin en az ézerklik davranist sergiledikleri boyut
mesleki gelisim ézerkligi olmustur. Ogretmenlerin onlara ézerk olabilme konusunda yetkinlik
saglayacak diizeyde yiiksek iletisimsel becerilere, mesleki ve entelektiiel birikime sahip
yetistirilmeleri gerektigi acikti. Bununla birlikte, bilginin devingen ve degisken yapist g6z 6niine
alindiginda, dgretmenlerin mesleki profesyonelliklerini stirdiirmelerini ve gelistirmelerini saglama
ve mesleki yeterliklerini ¢agina uygun olarak yenileme sorumlulugunun bilincinde olmalart da
gerekmektedir. Bunlarin saglanmast i¢in gereksinim duyduklart egitim desteklerinin temin edilmesi
yaninda, her tirlii bilimsel etkinliklere (kongre, sempozyum vb.) katdimlarinin tesvik edilmesi
gerekmektedir. Ayrica, alanlarindaki bilimsel gelismeleri takip edebilmeleri ve akademik bakig
actlarint genisletebilmeleri acisindan lisanstistii egitime yénlendirilmeleri gerekmektedir. Milli Egitim
Bakanliginin izin yoénergesinde 6gretmenlerin gorevlerini aksatmayacak sekilde yliksek lisans
égrenimleri icin gerekli kolaylik saglanur denilmektedir (MEB, 2013). Ogretmenlerin lisansdistii egitim
yapmalarinin éniinl acan yasal mevzuat bulunmakla birlikte, bu mevzuatin uygulamada
farkliliklarin olusmasina imkdn vermeyecek sekilde yeniden diizenlenmesi gerekmektedir. Bu
kapsamda okul mudiirlerinin de lisanstistii egitim yapan égretmenleri desteklemesi, tesvik etmesi
ve dgretmenlerin ders programlarinda gerekli diizenlemenin yapiumasina yardimct olmalart
gerekmektedir.

Ogretmenlerin ézerklik davranislart cesitli degiskenler acisindan karsilastirldiginda, ézerklik
davranislarinin okul tiirt agisindan, ézel okullarda gérev yapan édgretmenlerin kamu okullarinda
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gérev yapan ddgretmenlere gére daha &zerk oldugu; okul kademesine gére ise ilkokul
ogretmenlerinin ortaokul ve lise &gretmenlerine gére daha Ozerk davranislar sergiledikleri
belirlenmistir. Cinsiyet ve mesleki kidem degiskenlerine gére ise anlamli diizeyde farklilasmadig
gorilmustir. Alanyazinda &dgretmenlerin  dzerklik davranislarinin  cinsiyet degiskenine gére
karsilastirdmasina  yénelik arastirma sonuclart  bu arastumanin  sonuclart  ile paralellik
goOstermektedir. Colak (2016) ve Sakar'n (2013) O6gretmenlerle yaptiklart ¢alismalarda
ogretmenlerin ézerklik davranlart ile cinsiyetleri arasinda anlamlt bir fark bulunmadigt ortaya
konmustur.

Ogretmenlerin é¢gretme siireci ve 6gretim programt boyutlarina yénelik ve genel ézerklik
agisindan 6zerklik davranislarinda, ¢alistiklart okul tiiriine gére anlamlt farkliliklar bulunmustur.
Ozel okullarda gérev yapan égretmenler, devlet okulunda gérev yapan égretmenlere gére égretme
stiregleri ve dgretim programt boyutlarinda ve genel 6zerklik agisindan daha fazla ézerk davranislar
sergilemektedirler. Bununla birlikte dgretmenlerin mesleki gelisim ve mesleki iletisim dzerkligi
davranislart calistiklart okul tiiriine gére anlamlt bir farkliik gdstermemektedir. Milli Egitim
istatistiklerine gore Tiirkiyede 2016-2017 dgretim yuu itibariyle 6gretmen basina diisen 6grenci
sayst devlet ilkokullarinda 16.6, ézel ilkokullarda 9.1, devlet ortaokullarinda 16.9, 6zel ortaokullarda
9.7; devlet liselerinde 19.6, ézel liselerde 9.2dir (MEB Strateji Gelistirme Baskanligi, 2017). Gérildiigi
lizere ézel okullarda égretmen basina diisen 6grenci sayist devlet okullarindan cok daha azdur. Ozel
okullarda gérev yapan dgretmenlerin daha fazla égretme siireci 6zerkligi davranislart sergilemesinin
bir sebebi de sorumlu olduklart 6grenci sayilarinin daha az olmast olabilir. Bu durum ézel okullardaki
dgretmenlerin, 6grencilerin ilgi ve gereksinimlerine gdre farkli yéntem ve teknikler planlayarak
dgretim slirecinde ve dgretim programint hazirlamada daha fazla belirleyici olabildikleri seklinde
yorumlanabilir. Chubb ve Moe'ya gére (1988) 6zel okullar, kendi hedeflerine ulasmada standartlar
koymakta ve égretim metotlarint belirlermede daha 6zgiir davranmaktadtrlar. Ensari'ye gére (2002)
6zel okullar devlet okullarina gére daha 6zglir ve dzerk olup, 6gretim kadrosunu kendileri belirleyip,
kendi égretim programlarint olusturmakta ve gelistirmektedirler (Ensari, 2002, s.27). Aslan, Satict ve
Kuru’nun (2006, 5.21) devlet ve ézel okullarin etkililigi lizerine yaptiklart calismada, ézel okullarin
ders programlart hazirlama, 6gretim stireci, 6gretim materyali ve esneklik 6zerklik diizeylerinin daha
yliksek diizeyde olduklarint ortaya koymuslardir. Bu kapsamda ézel okullardaki 6gretmenlere egitim
stireglerini planlama, diizenleme ve program hazirlama ile ilgili olarak uzmanliklarint kullanma
konusunda daha fazla yetki verildigi séylenebilir. Boylece hem egitim siirecinde hem de egitim
programinin dgrencilerin ihtiyaclarina gére yeniden diizenlenmesinde ézel okul dgretmenlerinin
daha fazla inisiyatif kullanabildikleri séylenebilir.

Devlet okullarindaki dgretmenlerin ézel okullarda gérev yapan égretmenlere gére 6gretme
stireci, dgretim programt ve genel ézerklik agisindan 6zerklik davranislart gérece diisiik gériinmesine
ragmen, durumu yorumlamak icin odaklanidmast gereken nokta devlet okullarinda gérev yapan
égretmenlerin bu boyutlarda yiiksek diizeyde 6zerklik davranislart sergileyebiliyor olmalaridur. Ozel
okullardaki ozellikle 6gretme stireci boyutunda dOgretmenlerin desteklendikleri ¢alisma ortamy,
devlet okullarinda tersine islemektedir. Nitekim Unsal ve Cetin (2019), calismalarinda 6zel okul
dgretmenlerinin, dgretim programwina uygun alternatif ders kitabt seciminde daha esnek ve ézerk
davranabildikleri sonucuna ulasmuslardi. Son dénemlerde Ggretim programlarinin tek elden
yiritilmesinin yaninda, ders kitabt ve kaynak sec¢imi konusunda &gretmenlerin alternatif
materyallere ulasmalarinin 6nii kesilmistir. Her yul devlet okullarina merkezden secilerek gonderilen
ders kitaplarindan farkli kaynaklarin kullanimasinin  yasak olmast ve standart égretim
programlarinin kullanidmasinin dayatiimast gibi durumlar 6gretmenleri 6zerk davranislar sergileme
konusunda baskt altinda tutuyor olsa da, devlet okullarindaki 6gretmenler hala ézerk davranslar
sergileyebilmektedirler. Bu durum, devlet okullarindaki é6gretmenlerin mesleklerini ézveri ile yerine
getirme cabast icinde olduklarint gostermektedir.

Ogretmenlerin 6zerklik davranislart okul kademesine degiskenine gére égretme siireci,
6gretim programt ve genel ézerklik boyutlarinda anlamli diizeyde farklilasmaktadir. Buna gére
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ilkokul égretmenleri ve ortaokul 6gretmenleri, anadolu lisesi 6gretmenlerine gére 6gretme stireci,
dgretim programt ve genel ézerklik boyutlarinda daha fazla 6zerk davranislar sergilemektedirler.
Ogretim siireci, 6gretim programt ve genel 6zerklik diizeyleri agisindan ilkokul gretmenlerinin diger
kademelere gére daha fazla ézerk davranislar sergiliyor olmalari, dgretmenlerin sinav kaygist
olmadan kesintisiz 4 yil boyunca sintflart ile kurduklart gérece daha yogun bagdan kaynaklanwor
olabilir. Sinif égretmenlerinin kurduklar bu bag; siireci daha kolay sahiplenerek, ézellikle dgretim
ile ilgili konularda 6zerk davranslar sergileme konusunda daha yogun motive olmalarina neden
olmus olabilir.

Arastirmanin duygusal emek davranislarina iliskin sonuclart incelendiginde 6gretmenlerin
duygusal emek boyutlart arasinda en cok dogal duygular sergiledikleri gériilmistiir. Bu boyutu strast
ile derinden rol yapma ve yiizeysel rol yapma izlemektedir. Ogretmenler yiiksek diizeyde dogal
duygular sergilerlerken, orta diizeyde derinden rol yapma, diisiik dlizeyde de yiizeysel rol yapma
davranist sergilemektedirler. Bu sonuglar genel anlamda égretmenlerin okullardaki stirecleri
gerceklestirirlerken dgrenci, dgretmen ve yoneticiler ile kurduklart iletisimlerde duygularint ictenlikle
sergileme egiliminde olduklar: seklinde yorumlanabilir. Arastirmada elde edilen sonuclar Yilmaz,
Altinkurt, Giiner ve Sen (2015), Hosgdrtir ve Yorulmaz (2015), Moran (2018), G6¢ (2017), Basim ve
Begenirbas (2012) ve Begenirbas'in (2013) verilerini destekler niteliktedir. Buna karsin Kuwral'in (2016)
yaptigt ¢alismada, dgretmenlerin en ¢ok yiizeysel rol yapma, ardindan sirastyla dogal duygular ve
derinden rol yapma davranislary Mavi'nin (2015) ¢alismasinda ise en cok derinden rol yapma, bunu
takiben dogal duygular ve yiizeysel rol yapma davranislart sergiledikleri belirlenmistir.

Ogretmenlerin en yiiksek diizeyde dogal duygular sergilemeleri, onlarin calisirlarken
gercekten hissettikleri duygular, ¢ok bir ¢aba sarf etmeden hissederek sergilediklerini
gostermektedir. Ogretmenlerin dogal duygular sergilemeleri, onlarin 6rgiitiin amaclart ile bir uyum
iceresinde olduklarinin géstergesi olabilir. Diefendorf ve Gosserand (2003), bireyin ¢alistigt érgiit
tarafindan koyulan duygusal gésterim kurallarint benimsemesi ve uygulamasinin zamanla bu
duygusal gésterimlerin dogallasmasina sebep olacagini, bdylece calisanin duygusal emegin olumsuz
etkilerinden gérebilecegi olast zararin ortadan kalkabilecegini belirtmektedir. Bununla birlikte
dgretmenlerin ylizeysel rol yapma davranis ortalamalart gérece diisiik olsa da, az degildir.
Sahtelestirilmis duygu gosteriminde bulunmantn égretmeni duygusal catismaya sliriikleme olastligt
bulunmaktadtr. Hochschild (1983) hissedilmeyen duygularin sergilenmesinin zamanla bir celiskiye,
stkintiya yol acacagint ifade etmistir. Bu sahte duygusal davranisin bir siire sonra birey (izerinde
yalnizca duygusal degil, aynt zamanda fiziksel yipranmaya da yol acabilecegini belirtmistir.

Okul yéneticileri, okulda 6gretimi ilgilendiren tiim siireclerde 6gretmenlerin gercek duygu ve
distincelerini dogal bir sekilde ifade edebimelerini ve alinan kararlara katilmalarint destekleyecek
bir okul iklimi olusturmalidirlar. Okulda kendilerini hem gercek diisiincelerini ifade etme hem de
uzmanliklarint konusturabilme konularinda 6zgtir ve 6zerk hisseden dgretmenler, dogal duygularint
sergileyebilecekleri gibi, bu duygularinin okulun kendilerinden beklentileri ile uyumlu hale gelmesi
de saglanmus olabilecektir. Ayrica, meslekleri ile kendilerini 6zdeglestirmis olan égretmenler elbette
ki mesleklerinin gerektirdigi o6zellikleri tastma konusunda daha yiiksek motivasyon sahibi
olacaklardir. Ogretmenligi bir yasam bicimi olarak secen bireyler mesleklerini severek icra
ettiklerinden, okuldaki her tiirlii duygusal gosterimlerinde; taklitten uzak, dogal duygular
sergileyebileceklerdir. Bu nedenle 6gretmen secme siiregleri, bireylerin 6gretmenlik meslegini kendi
kimlikleri ile ne diizeyde 6zdeslestirdiklerini de élcmeye olanak tanwacak sekilde tasarlanmalidr.

Ogretmenlerin duygusal emek davranislart cinsiyet degiskenine gére anlamli diizeyde
farklilagirken; okul tiiri, kidem ve okul kademesi degiskenlerine gére anlamli diizeyde
farklilasmamaktadur. Ogretmenlerin duygusal emekleri cinsiyet degiskenine gére yiizeysel rol yapma
ve dogal duygular boyutlarinda anlamli diizeyde farklilik géstermektedir. Erkek 6gretmenler kadin
dgretmenlere gére daha fazla yiizeysel rol yapma davranslart sergilemektedirler. Buna ek olarak
kadin 6gretmenler erkek dgretmenlere gére daha fazla dogal duygular sergilemektedirler. Elde
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edilen sonuclar, kadin égretmenlerin erkek dgretmenlere gére daha dogal ve icten duygularla
mesleklerini icra ettiklerini géstermektedir. Bu arastirmaya benzer nitelikte Begenirbas (2013) genel
olarak erkeklerin kadinlardan daha fazla duygusal emek sergilediklerini; boyutlar bazinda ise
erkeklerin daha fazla yiizeysel rol yapma davranst sergilerlerken, kadinlarin daha fazla dogal
duygular sergilediklerini ifade etmistir. Benzer sekilde Savas (2012), dgretmen ve miidiirlerle yaptigt
calismasinda erkek dgretmenlerin  genel duygusal emek puan ortalamalarinin  kadin
ogretmenlerden anlamli olarak daha yiiksek diizeyde oldugunu belirlemistir.

Arastirmanin 6gretmenlerin duygusal emek davranislarinin ézerklik davranislarint yordayip
yordamadigina iliskin sonuglarina gére, duygusal emegin tiim boyutlart ile 6gretme siireci 6zerkligi
arasinda orta dlizeye yakin ve anlaml bir iliski bulunmustur. Duygusal emegin boyutlar, 6gretme
stireci Ozerkligindeki toplam varyansin % 5'ini aciklamaktadwr. Dogal duygular dgretme siireci
Ozerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile égretim programu dzerkligi
arasinda orta diizeye yakwn ve anlamli bir iliski bulunmustur. Duygusal emegin boyutlar, 6gretim
programt ézerkligindeki toplam varyansin % 4'ini aciklamaktadir. Dogal duygular 6gretim
programt 6zerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile mesleki gelisim
Ozerkligi arasinda dislik diizeyde ve anlamlt bir iliski bulunmustur. Duygusal emedgin boyutlari,
mesleki gelisim 6zerkligindeki toplam varyansin % 3'linii actklamaktadur. Dogal duygular, mesleki
gelisim Ozerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile mesleki iletisim
6zerkligi arasinda orta diizeye yakin ve anlamlt bir iliski bulunmustur. Duygusal emegin boyutlari,
mesleki iletisim dzerkligindeki toplam varyansin % 8'ini agtklamaktadur. Dogal duygular ve derinden
rol yapmanin mesleki iletisim 6zerkliginin anlamlt yorday:cilart oldugu belirlenmistir. Duygusal
emegin tiim boyutlart ile genel ézerklik arasinda orta dlizeye yakin ve anlamlu bir iliski bulunmustur.
Duygusal emedin boyutlari, genel ézerkligin toplam varyansinin % 8'ini actklamaktadur. Dogal
duygularin genel 6zerkligin anlamlt yordayicist oldugu belirlenmistir.

Arastirmada égretmen 6zerkliginin tiim boyutlart ile yiizeysel rol yapma davranist ve mesleki
iletisim ézerkligi boyutu haric- derinden rol yapma davranist arasinda anlamlt iliski bulunmadigi
belirlenmistir. Ozellikle yiizeysel rol yapma davranisinin 6gretmen 6zerkliginin tiim boyutlarinda
anlamsiz ¢tkmast, 6zerk davranislar icinde olan égretmenlerin okuldaki etkilesimlerinde sahte
duygular sergilemediklerinin, aksine sergiledikleri duygularin gercek hisleri oldugunun bir
gostergesidir. Arastirmanin bu bulgusunu destekler nitelikte olan bir diger bulgusu da, duygusal
emek boyutlarindan olan dogal duygularin, égretmenlerin ézerklik davnislarinin tiim boyutlarinin
anlamli bir yordayicist oldugudur. Ozerklik ve duygusal emek iliskisine yénelik tiim bulgular, gretim
stirecleri, 6gretim programlart, mesleki gelisimleri ve mesleki iletisimleri ile ilgili konularda 6zerk
davranan 6gretmenlerin sarfetttikleri duygusal emegin, dogal duygularint en dogru sekilde ifade
etmek biciminde oldugunu géstermektedir. Ogretmenlerin ézerklik davranislari, mevcut tim
stnurliliklara ragmen cogunlukla kendi secimleridir ve bu durum aynt zamanda profesyonelliklerinin
de bir géstergesidir. Bu anlamda 6zerk 6gretmenlerin sarfettikleri duygusal emegin —mesleklerini en
dogru sekilde icra etme konusundaki isteklilikleri g6z 6ntinde bulunduruldugunda- daha cok dogal
duygular seklinde olmast da beklenilen bir sonuctur.

Arastirmanin 6zerklik-duygusal emek iliskisine ydnelik bulgularinin Morris ve Feldman'in
(1996) duygusal emek yaklasimi agisindan degerlendirilmesi arastirmanin bulgularinin farkle bir
gozle yorumlanmasint saglayabilecektir. Morris ve Feldman (1996), calisanlarin orglitteki 6zerkligini
duygusal emeklerinin bir 6ncilii olarak ele almuslardir. Calisanlarin kendilerini ifade etmek
konusunda ézerk olduklart orglitlerde; bireylerin durumlar karsisindaki gercek hisleri ile 6rgditlerin
kendilerinden bekledigi duygusal gosterimlerin ¢atismast durumunda, bireyler rol yapmak yerine
kendi duygularint acik¢a dile getirebileceklerdir. Bu durum 6zerklik sahibi calisanlarin yiizeysel ya
da derinden rol yapmalarina gerek duymadiklart anlamina gelmektedir. Altinkurtve Yiimzda (2014)
calismasinda 6gretmenlerin egitim yoneticileri, 6grenciler, veliler ve meslektaglart ile kurduklart her
tirlii etkilesimlerinde dustincelerini 6zglirce dile getirebilmelerinin ve 6gretim ile ilgili alinacak
kararlarda s6z sahibi olabilmelerinin 6nemine vurgu yapmustir. Okul yéneticilerinin, 6gretmenlerin
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profesyonelliklerini sergileyebilmelerine olanak tantyan bir okul iklimi olusturmalari, 6gretmenlerin
orglitlerine aidiyet duygusu ile baglanmalarina ve dolayistyla mesleklerini severek ve ictenlikle icra
etmelerine katkt saglayabilecektir (Altinkurt & Yilmaz, 2014, s.290).

Bu arastirmanin regresyon analizinden elde edilen sonuglary, yukarida anian yaklasimlar
baglaminda degerlendirildiginde égretmen Gzerkligi ve duygusal emek iliskisine iki farkli actim
getirmektedir. Bunlardan ilki, 6zerklige bireylerin diistincelerini 6zglirce dile getirebilmeleri
cercevesinden bakarak, dgretmenlerin boyle bir 6rglitsel ortamda rol yapmaya (yiizeysel ya da
derinden) gerek duymayip dogal duygularint sergiledikleri yoniindedir. Ikincisi ise &zerklige
ogretmenlerin uzmanliklarint kullanmalarinin desteklendigi bir érglitsel iklim cercevesinden bakar.
Boyle bir iklimde ¢alisanlar, 6rgiitiin énemli bir parcast olduklarinin farkina vararak, o6rglitii ve
icindeki tiim siirecleri sahiplenebileceklerdir (Liu, Chen, Zhao & Li, 2021). Bunun bir sonucu olarak
ogretmenlerin gercek hislerinin, okulun duygusal gésterimler konusundaki beklentilerine uyumlu
hale gelmesi s6z konusu olabilecek ve égretmenlerin sergiledikleri duygular -6rgiitsel beklentilerle
uyumlu- dogal duygulart olacakti. Bu nedenle okul ydneticileri, okulda égretimi ilgilendiren tim
stireclerde G6gretmenlerin gercek duygu ve diisiincelerini dogal bir sekilde ifade edebimelerini ve
alinan kararlara katdmalarwint destekleyecek bir okul iklimi olusturmalidirlar. Okulda kendilerini hem
gergek dlistincelerini ifade etme hem de uzmanliklarint konusturabilme konularinda 6zglir ve ézerk
hisseden égretmenler, dodgal duygularint sergileyebilecekleri gibi, bu duygularinin okulun
kendilerinden beklentileri ile uyumlu hale gelmesi de saglanmus olabilecektir.

Oneriler

Ogretmenlerin ézerklik davranislart ile duygusal emekleri arasindaki iliskinin aragtirildigi bu
calismada, arastirma stirecine, kapsamina ve elde edilen sonuglara dayali olarak ileri arastirmalara
yonelik gelistirilen dneriler asagida sunulmustur.

« Ogretmenlerin  duygusal emek davranslarinin,  6rgiitsel  vatandaglik, ~ sinizm,

yabancilasma, okul iklimi gibi degiskenlerle iliskisine yénelik ileri arastirmalar yapuabilir.

e Bu arastirma nicel ydntem kullandarak yapdmsti. Konu ile ilgili nitel desenlenmis
arastirmalar ile bu arastirmanin bulgulart karsiasturiabilir.

« Arastirma sonucglarinda 6gretmenlerin ortalamanin altinda da olsa yiizeysel davrants
sergiledikleri belirlenmistir. Bunun nedenini ortaya koyacak ileri arastirmalar yapuabilir.

 Arastirma sonuclarina gére 6zel okullarda gérev yapan 6gretmenlerin, 6gretme siireci ve
dgretim programt boyutlarinda ve genel 6zerklik agisindan devlet okullarinda gérev yapan
dgretmenlere gére daha o6zerk davrandiklart belirlenmistir. Bunun nedenlerini ortaya
koyabilmek acisindan Mugla ilinde bulunan tiim ézel okullart kapsayacak sekilde derinden
arastirmalar yapulabilir.

« Arastirma sonuglarina gére devlet okullarinda gérev yapan dgretmenlerin ézel okullara
gorece olarak daha az ézerklik davranislart sergileseler dahi, mevcut yasal sinurliliklart
tizerlerinde daha yogun hissetmelerine ragmen belirli diizeyde oézerklik davranislan
sergileyebildikleri goriilmdsttir. Devlet okullarindaki égretmenleri 6zerk davranmaya iten
temel nedenleri belirleyebilmek icin ileri nitel arastirmalar desenlenebilir.
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Abstract

The purpose of this study is to determine the trends in mathematical
modelling studies conducted in mathematics education in Turkey between
the 2070-2020 years. The study was carried out with the document analysis
model. For this purpose, the databases of DergiPark, ULAKBIM TR Index,
Google Scholar, and YOK National Thesis Center were searched. In this study,
a total of 160 studies (63 master's theses, 26 doctoral dissertations, and 71
articles) conducted on mathematical modelling in Turkey between the 2010-
2020 years were examined. Data were coded using the publication
classification form and analyzed with thematic content analysis. The studies
were examined in terms of publication type, year, research method, research
design, sample groups, sample sizes, data collection tools, data analysis
method, purpose, and the subject of the study. The results of this study
showed that mathematical modelling studies in Turkey increased since 2016,
and studies were published more as articles and master’s thesis. It was found
that qualitative research methods were preferred more in mathematical
modelling studies, case study and experimental research designs were used
more, and studies were mostly conducted with small sample groups, middle
school students, and pre-service mathematics teachers. It was determined
that documents, interviews, observations, and achievement/skill tests were
mostly used as data collection tools, content analysis and descriptive analysis
techniques were preferred in the analysis of qualitative data, and t-test was
preferred in the analysis of quantitative data. It was determined that mixed
modelling activities, which require using many subjects, concepts, and skills
in mathematical modelling studies, are preferred more. In addition, it was
determined that many studies focused on the analysis of the mathematical
modelling process and environment, the determination of the participants'
views and competencies regarding modelling skills, and the effect of teaching
based on mathematical modelling on student achievement and modelling
skills.
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Extended Abstract

Problem: In recent years, mathematical modelling has been considered a basic skill in international
studies such as PISA and TIMSS (OECD, 2014) and revised mathematics curricula (NCTM, 2000; MEB,
2013). Mathematical modelling plays a significant role in understanding mathematical subjects and
concepts as it allows students to develop their problem-solving and analytical thinking skills (Ozer
& Bukova Glizel, 2016). Mathematical modelling also enables students to internalize the
mathematical concepts underlying real-life problems (Wess, Klock, Siller & Greefrath, 2021).

Mathematical modelling is defined as a cyclical process in which real-life problems are
translated into mathematical language, solved in a symbolic system, and solutions are tested in
daily life (Haines & Crouch, 2007; MaaB3, 2007). According to Lesh and Doerr (2003), mathematical
modelling is a process in which existing conceptual systems and models are used to create and
develop models in new contexts. Similarly, Verschaffel, Greer, and Corte (2002) define mathematical
modelling as the process of expressing real-life situations and the relationships in these situations
using mathematical knowledge and concepts. In the mathematical modelling process, first of all,
real-life problems are simplified by converting them into a mathematical form, a mathematical
solution is sought by employing appropriate strategies for the problem that has been transformed
into a mathematical form, and then it is decided whether the solution of the real-life problem is
logical and acceptable by interpreting the results (Ang, 2001).

Mathematical modelling skills are emphasized in Turkish mathematics curriculums updated
after 2009 (MEB, 2013; MEB, 2018). It is suggested to include activities for problem-solving and to
establish a relationship with daily life in the mathematical modelling processing. It has been
determined that various studies have been conducted on the mathematical modelling skills and
competency of students, teacher candidates, and teachers, their effects on cognitive and affective
learning, and the problems encountered (Bilgili Ondes & Ciltas, 2020; Dede, Akcakin & Kaya, 2018;
Erdogan, 2019; Glider & Giirbiiz, 2018; Glirbiiz et al, 2018; Incikabt & Biber, 2020; Ozaltun Celik &
Bukova Glizel, 2020; Sahin & Eraslan, 2019; Tekin Dede, 2015). However, the content analysis studies
on mathematical modelling studies are very limited in Turkey (Albayrak & Ciltas, 2017; Aztekin &
Tasptnar Sener, 2015, Yildiz & Yenilmez, 2019). For this reason, this study aimed to reveal the recent
trends in mathematical modelling studies conducted in mathematics education in Turkey between
the 2010-2020 years. For this purpose, the mathematical modelling studies were examined in terms
of publication year, type, sample size, sample group, research method and model, data collection
tools, data analysis methods, subject area, and objectives of the studies.

Method: In this study, the document analysis method was used to determine the recent trends in
mathematical modelling studies in mathematical modelling in Turkey. Data were analyzed by the
thematic content analysis method. The keywords search was made on the YOK National Thesis
Center, Google Academic search engine, DergiPark, ULAKBIM TR Index databases with the following
words: "mathematics education", "mathematical modelling", "modelling" and "modelling skills". The
time frame of the study was limited to the period from 2010 to 2020 years. Journal articles, master's
thesis, and doctoral dissertations in the field of mathematics education were taken as criteria. Studies
that do not have full text and articles produced from the thesis were excluded from the study. Finally,
a total of 160 studies conducted in Turkey (71 articles, 63 master's theses, and 26 doctoral

dissertations) were reviewed.

In this study, the publication classification form was used to classify data. In the developing
the publication classification form, the studies in the literature were examined (Albayrak & Ciltas,
2017; Aztekin & Taspinar Sener, 2015; Yildiz & Yenilmez, 2019). Data are encoded according to
thematic content analysis. During coding, if each theme contains more than one data, each data is
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encoded separately. To ensure coding reliability, two researchers coded separately, and the average
agreement between the coders was calculated as 92%.

Findings, Discussion, and Suggestion: In this study, it was determined that mathematical
modelling studies in Turkey have increased since 2015. It was found that 45.6% of the studies in
mathematical modelling were articles, 38.1% were master's thesis, and 16.3% were doctoral thesis.
Similarly, Yidiz and Yenilmez (2019) also found that postgraduate theses in the field of
mathematical modelling in Turkey between the 2000-2017 years have increased since 2016. The
results of this study revealed that qualitative (64.4%) and mixed (20.6%) research methods were
more preferred in mathematical modelling studies, and case studies (51.3%) and experimental
(28.1%) research designs were more used. It was also found that mathematical modelling studies
are mostly carried out with smaller sample groups (54%), secondary school students (35%,), and pre-
service teachers (32.5%). On the other hand, Albayrak and Ciltas (2017) determined that
mathematical modelling studies in Turkey were mostly composed of pre-service teachers until 2015.

The results of this study showed that documents (77.5%), interviews (59.4%), observation
(41.9%), achievement/skill tests (32.5%) are mostly used as data collection tools in mathematical
modelling studies. In addition, it was determined that descriptive analysis (64.4%) and content
analysis techniques (54.4%) are frequently used in analyzing qualitative data. The results of Albayrak
and Ciltas (2019) and Yildiz and Yenilmez (2019) are consistent with the findings of this study. This
study revealed that descriptive analysis and content analysis techniques are frequently used in the
analysis of qualitative data. The mathematical modelling process requires using many knowledge
and skills such as reading comprehension, association, reasoning, reading and interpreting graphics
and tables, financial literacy, spatial thinking, and proof skills (MaaB3, 2007; Wess et al, 2021).
Therefore, there is a need for studies using advanced statistical tests in order to reveal more
comprehensive connections and relationships in quantitative research in which mathematical
modelling skills and processes are measured.

It was determined that mathematical modelling studies are carried out with mixed
mathematical modelling activities (63.1%) that included many subjects and concepts rather than a
specific subject. It was found that the studies are mostly carried out in the context of the analysis of
the modelling process and the learning environment, developing modelling activity, and training of
preservice teachers. On the other hand, it was revealed that mathematical modelling studies on
technology-supported learning environment design are quite limited. The use of dynamic
mathematics software in the mathematical modelling process provides the student with the
opportunity to make assumptions about the solution of problems, develop a model and test the
solution many times in a dynamic environment (Guerrero-Ortiz, 2021; Hidwroglu, 2015). Therefore,
it is thought that conducting studies examining the effects of the use of digital teaching materials
and software in the mathematical modelling process will contribute to the literature.

It was found that mathematical modelling studies are mostly conducted on views and
perceptions towards mathematical modelling (21.9%), determining of the level of modelling
competence (12.5%), and the effect of modelling-based teaching on achievement and conceptual
learning (15.6%,). For this reason, it was revealed that there is a need for studies on document
analysis, meta-analysis, meta-synthesis, scale development, textbook and curriculum analysis on
mathematical modelling skills.

In this study, the thematic content analysis of the studies on mathematical modelling from
2010 to 2020 in Turkey was presented. On the other hand, this study has some limitations in terms
of the selection of the studies included in the review and the themes discussed. In future studies,
thematic content analysis and meta-analysis studies on mathematical modelling in mathematics
education can be conducted by examining international literature.
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Ozet

Bu arastirmanin amaci, Tiirkiye'de 2010-2020 yulart arasinda matematik
egitimi alaninda yaptlan matematiksel modelleme ¢alismalarindaki egilimi
belirlemektir. Calisma, dokiiman analizi modeli ile yiirttiilmastir. Bu amacla
DergiPark, ULAKBIM TR Dizin, Google Akademik ile YOK Ulusal Tez Merkezi
veri tabanlart kullanlarak tarama yapumustir. Bu ¢alismada Tiirkiye'de 2010-
2020 yullart arasinda matematiksel modelleme konusunda yapilan toplam 160
calisma (63 yiiksek lisans tezi, 26 doktora tezi ve 71 makale) incelemeye
alinmstur. Veriler yayin siniflama formu kullaniarak kodlanmis ve tematik
icerik analizi ile analiz edilmistir. Calismalar yaywn tird, yii, arastirma
ybntemi, arastirma deseni, 6rneklem gruplari, 6rneklem buyliklikleri, veri
toplama araclar, veri analizi ydntemi, ama¢ ve odaklandiklart konu
bakimindan incelenmistir. Bu calismanin sonuclart Tiirkiye'de matematiksel
modelleme calismalarinin 2016 yiindan itibaren artis gosterdigini, daha ¢ok
makale ve yiiksek lisans tez tiiriinden calisma yapudigint gostermistir.
Matematiksel modelleme calismalarinda nitel arastirma yéntemlerinin daha
cok tercih edildigi, durum ¢alismast ve deneysel arastirma deseninin daha ¢ok,
kullanddigt, calismalarin daha ¢ok kiiciik 6rneklem gruplariyla, ortaokul
Ogrencileri ve matematik dgretmen adaylart ile  yirdtildigini
gGstermektedir. Veri toplama aract olarak daha ¢ok dokiiman, gériisme,
g6zlem ve basari/beceri testlerinin kullanidigy, nitel verilerin analizinde icerik
analizi ve betimsel analiz tekniginin, nicel verilerin analizinde t-testinin tercih
edildigi belirlenmistir. Matematiksel modelleme calismalarinda bircok konu,
kavram ve beceriyi kullanmay: gerektiren karma matematiksel modelleme
etkinliklerinin daha cok tercih edildigi belirlenmistir. Ayrica bircok ¢alismanin
matematiksel modelleme siireci ve ortaminin analiz edilmesine, katilimcilarin
modelleme becerisine iliskin gériis ve yeterliklerinin belirlenmesine ve
matematiksel modellemeye dayali 6gretimin égrenci basart ve modelleme
becerisi lizerine etkisine odaklandigt saptanmustir.

Anahtar Kelimeler: Matematik egitimi, Tematik icerik analizi Modelleme,
Matematiksel modelleme
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GiRIS

Matematiksel 6grenme 6grencinin aktif katimi, matematiksel kavramlari zihinde yapilandirmasi
ve yeniden organize etmesiyle gerceklesmektedir. Bu nedenle égrencinin 6grenme siirecinde var
olan bilgileri ile iliskilendirme yapabilecekleri ve zihinsel siireclerini harekete gecirebilecekleri
gercek yasam problemleri olusturmak oldukca énem tasimaktadir (Ozaltun Celik ve Bukova Giizel,
2020). Matematik dilinde gergek yasam durumlarini ifade edebilmek igin, 6grencilerin aritmetik ve
hesaplama becerilerinin yani sira, yorumlama, uzamsal akil ylritme, tahmin gibi daha Ust diizey
matematiksel becerilere sahip olmalar gerekmektedir (Lehrer ve Schauble, 2003).

Matematiksel modelleme, gercek yasam problemlerinin matematik diline cevrildigi
sembolik bir sistem iginde ¢6zuldigu ve ¢oziimlerin giinlik yasamda tekrar test edildigi dongusel
bir slire¢ olarak tanimlanir (Haines ve Crouch, 2007; MaaB, 2007). Lesh ve Doerr'e (2003) gobre
matematiksel modelleme, yeni baglamlarda yeni modeller olusturmak ve gelistirmek icin mevcut
kavramsal sistemlerin ve modellerin kullanildi§i bir sirectir. Benzer sekilde Verschaffel, Greer ve
Corte (2002) matematiksel modellemeyi, gercek yasam durumlarinin ve bu durumlardaki iliskileri
matematiksel bilgi ve kavramlari kullanarak ifade etme sireci olarak tanimlamaktadir.

Ang (2001) matematiksel modelleme siirecini Sekil 1'deki gibi dinamik bir dongi ile ifade
etmektedir. Sekil 1'de goruldugu gibi matematiksel modelleme siirecinde dncelikle gercek yasam
problemleri matematiksel bir forma donistirilerek basitlestirili, matematiksel forma
dondsturilmis problem icin uygun stratejiler ise kosularak matematiksel ¢6zim aranir ve daha
sonrasinda elde edilen sonuglar yorumlanarak gercek yasam probleminin ¢6ziiminin mantikl ve
kabul edilebilir olup olmadigina karar verilir. Geiger ve digerlerine (2021) gdre matematiksel
modelleme, gercek diinya baglaminda bir problem tanimlama, ilgili bir matematiksel temsil
gelistirme, sonraki bir matematiksel ¢c6ziimi belirleme, ¢ozimi orijinal baglamda yorumlama ve
¢6zUmun problemi ¢cézmek icin gegerliligini degerlendirme sureglerinden olusmaktadir.

. Formdillestirme . .
Gergek Yasam Problemi ] N Matematiksel Bir Problem
O
O
Lr
N, Yorumlama ] o
Gergek Yasam Problemin Cozimu A . Matematiksel C6zim

Sekil 1. Matematiksel modelleme siireci (Ang, 2001)

Lesh ve Doerr (2003), matematiksel modelleme suirecinde 6grencilerin matematiksel ve Ust
dizey dusinme becerilerini gelistirmek icin  modelleme etkinliklerinin gelistirilmesini
onermektedir. Matematiksel modelleme etkinlikleri gercek yasamla ilgili sorulari, degiskenleri,
iliskileri veya varsayimlari belirlemeyi, matematiksel yapilar kesfedip bunlari matematiksel dil ile
ifade etmeyi, problemin ¢6zimi icin cesitli stratejileri ise kosmayi, elde edilen matematiksel
problemin ¢ézimiind verilen durumla ilgili olarak yeniden gézden gecirmeyi, yorumlamayi ve
dogrulamayi gerekli kilmaktadir (Wess, Klock, Siller ve Greefrath, 2021). Ancak geleneksel sozel
problemler ile modelleme problemleri arasinda 6nemli farklar vardir. Geleneksel sozel
problemlerde genellikle gercek yasam durumlari ve deneyimleri ile iliskili olmayan, degiskenleri
belli, ideallestirilmis ve gerceklikten uzak, yapay bir durum séz konusu olup, ¢éziimiinde siklikla
daha 6nce 6grenilmis ya da bilinen formdal, islem, strateji ve ¢cdzim yollari kullaniimaktadir. Buna
karsin modelleme problemleri ise rutin olmayan, gercege yakin verilere dayanan, anlamli ve
bireylerin gunlik yasam durumlari ile iligkili olan, bircok disiinme sireclerinin kullaniimasini,
modelleme siirecinin matematiksel olarak betimlenmesi ve formile edilmesini gerektirmekte ve
olasi farkh ¢oziimleri icermektedir (Lesh ve Doerr, 2003; Lesh ve Zawojewsky, 2007). Ustelik
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modellemede sirecin kendisine dncelik verilir ve modelleme sireci, ¢6ziimin bir parcasi olarak
gorilur. Bu nedenle modelleme problemlerinde 6grencilerden, bilinen ve olagan kavramsal
yapilari ve sistemleri yeniden yorumlamalari, organize etmeleri ve farklilastirilarak daha Ust diizey
kavramsal modeller gelistirmeleri beklenmektedir (Erbas Vd., 2014; Zawojewsky, 2013).

Matematiksel modelleme, 6grencilerin problem ¢ozme ve analitik diisinme becerilerini
gelistirmelerine firsat vermesi nedeniyle matematiksel konu ve kavramlarin anlasiimasinda énemli
bir siirec olarak goériilmektedir (Ozer ve Bukova Giizel, 2016). Matematiksel modelleme ayni
zamanda &grencilerin gercek yasam problemlerinin altinda yatan matematiksel kavramlari
icsellestirmelerine de imkan vermektedir (Geiger Vd., 2021). Bu nedenle matematiksel bilginin
gercek yasamla iliskilendirilmesinin ve matematik okuryazarlik becerisinin 6l¢imlendigi PISA ve
TIMSS gibi uluslararasi ¢alismalarda (OECD, 2014) ve matematik 6gretim programlarinda (NCTM,
2000) matematiksel modelleme becerisinin gelistiriimesi 6n plana ¢ikmaktadir. Benzer sekilde
Tirkiye'de son yillarda giincellenen matematik dersi 6gretim programinda (MEB, 2013; 2018)
dgrencinin giinlik yasaminda matematigi kullanabilmesi, kavramlarin farkli gésterim bicimlerini
ve kavramlar arasindaki iligkileri kesfedebilmesi, modelleme etkinlikleriyle problem ¢6zme,
iliskilendirme, 6z-diizenleme, tahmin etme, iletisim kurma ve akil ylritme gibi becerilerin
gelistirilmesi 6n plana ¢ikmaktadir. Bunun yaninda matematiksel akil ylritme becerisinin
gelisiminde ©nemli bir ara¢ olan modelleme etkinliklerine dayali 6grenme ortamlarinin
olusturulmasi vurgulanmaktadir.

Matematik 6gretiminin amaglari arasinda matematiksel modelleme becerisinin gelistiriimesi
yer almaktadir. Bu baglamda son yillarda 6grencilerin, 6gretmen adaylarinin ve 6gretmenlerin
matematiksel modelleme yeterligi ve becerileri konusunda cesitli calismalarin yapildid
gorulmektedir. Arastirmalar matematiksel modelleme becerisine dayali 6gretimin 6grencilerin
kavramsal 6grenmeleri (Blum, 2011; Cavus Erdem ve Gurbuz, 2018; Celikkol, 2016), akademik
basarilari (Cinislioglu, 2017; Bukova Guzel ve Ugurel, 2010; Sandalci, 2013), problem ¢dzme ve (st
dizey distiinme becerileri (Celikkol, 2016; Doruk, 2010; Kim ve Kim, 2010; Lu ve Kaiser, 2021;
Mengi, 2019; Tekin Dede, 2015), 6grenmenin kalichdr (Ciltas ve Zihar, 2018; Kaya, 2019),
matematige yonelik tutumlar (Disbudak, 2014; Kal, 2013; Kim ve Kim, 2010; Kurt, 2019; Unveren,
2010), motivasyonlari (Ata Baran, 2019; Urhan ve Dost, 2016), kaygilar (Kandemir, 2011), 6z-
yeterlikleri (Ata Baran, 2019; Kim ve Kim, 2010; Kurt, 2019) ve okuryazarlik becerileri (Demirci, 2018;
Erol, 2015) Uzerine olumlu etki olusturdugunu ortaya koymaktadir. Diger taraftan Tirkiye'de
yapilan bazi arastirmalar matematik 6gretmeni adaylarinin (Gurbtz Vd., 2018; Erdogan, 2019;
incikabi ve Biber, 2020) ve matematik ogretmenlerinin (Bilgili, Ondes ve Ciltas, 2020; Guder, 2013;
Ozdemir ve Isik, 2015) matematiksel modelleme becerileri ve yeterliklerinin zayif oldugunu,
etkinlik hazirlama ve uygulama sureclerinde eksiklikleri oldugunu gostermektedir. Benzer sekilde
Stohlmann ve Yang (2021) yaptiklari arastirmada cevrimigi sunulan ve 6gretmenler tarafindan
olusturulan ve paylasilan matematiksel modelleme etkinliklerinin daha ¢ok model ve temsiller
icerdigini, gercekci olmayan senaryolara sahip oldugunu, farkli ¢6ziim yollarina firsat vermedigini,
bliyik cogunlugunun matematiksel modelleme &zelliklerini tasimadigini, 6gretmenlerin
matematiksel modelleme konusunda bilgi eksikliklerinin ve kavram yanilgilarinin oldugunu
belirlemislerdir. Bu sonuglar matematik dgretmeni adaylarinin ve égretmenlerinin matematiksel
modelleme konusundaki mesleki bilgilerinin ve deneyimlerinin artirlmasina yonelik énlemlerin
alinmasi gerektigini isaret etmektedir. Nitekim vyapilan cesitli arastirmalar matematiksel
modelleme uygulamalarinin 6gretmen ve 6gretmen adaylarinin modelleme becerisine ydnelik
bilgi ve yeterliklerini arttirdigini (Aydogan Yenmez, 2017; Bal ve Doganay, 2014; Hidiroglu ve
Bukova Guizel, 2016; Karaci, 2016; Tekin Dede, 2015), kavramsal anlamaya katki sagladigini (Ciltas,
2011; Hidiroglu, Ozaltun Celik, Kula Unver ve Bukova Giizel, 2018; Kertil, Erbas ve Cetinkaya, 2017;
Sahin ve Eraslan, 2019), problem ¢b6zme, Ust dizey dlslinme, ispat yapma ve iliskilendirme
becerilerini gelistirdigini (Aydin Giic, 2015; Hidiroglu, 2015; Hidiroglu ve Can, 2020; Ozaltun Celik
ve Bukova Glzel, 2020; Saka, 2016; Zbiek ve Conner, 2006) gostermektedir. Benzer sekilde
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Guerrro-Ortiz (2021) dijital 6grenme ortaminda matematiksel modelleme etkinligi tasariminin
ogretmen adaylarinin igerik gelistirme ve teknolojik pedagojik alan bilgilerinin gelisimine olumlu
yonde katki sagladigini saptamistir. Greefrath, Siller, Klock ve Wess (2021) yaptiklari arastirmada
matematiksel modellemeye dayali 6gretimin matematik 6gretmeni adaylarinin pedagojik alan
bilgilerinin gelisimini anlamli diizeyde arttirdigini belirlemislerdir.

Diger taraftan ulusal alanyazinda matematiksel modelleme calismalari ile ilgili sinirli sayida
icerik analizi calismasinin yapildigi gorilmektedir (Albayrak ve Ciltas, 2017; Aztekin ve Taspinar
Sener, 2015; Yildiz ve Yenilmez, 2019). Aztekin ve Taspinar Sener (2015) tarafindan yapilmis olan
betimsel icerik analizinde 2004-2014 yillari arasinda yayimlanmis 37 adet ¢alisma incelenmistir. Bu
icerik analizi calismasinda matematiksel modelleme calismalarinin cogunun 6gretmen adaylari ile
gerceklestirildigi, calismalarda daha cok durum calismasi ve karma arastirma ydnteminin
kullanildigi ve verilerin analizinde betimsel icerik analiz tekniginin tercih edildigi belirlenmistir.
Ayrica deneysel, kuramsal ve dokiman analizi yontemleri ile yirttilen, ortaokul ve lise
ogrencilerine odaklanan ve teknoloji destekli 6grenme ortaminda matematiksel modelleme
sUreclerini detayli olarak agiklayan arastirmalara ihtiyag oldugu belirlenmistir. Albayrak ve Ciltas
(2017) tarafindan matematiksel model ve modelleme alaninda 2016 yilina kadar yapilmis 38
makale ve 28 lisansustl tez calismasi betimsel icerik analizi ile incelenmistir. Bu calismada
Tirkiye'de matematiksel modellemeye yonelik calismalarin son yillarda artis gosterdigi ve daha
cok dgretici egitimi konu alaninda yapildigi; matematiksel modellemenin daha ¢ok bir arag olarak
kullanildigs; arastirmalarda nitel arastirma yonteminin ve gérisme teknidinin daha ¢ok tercih
edildigi; matematiksel modellemeye yonelik tezlerin daha ¢ok ylksek lisans duzeyinde
yogunlastigi belirlenmistir. Ayrica Yildiz ve Yenilmez (2019) tarafindan 2000-2017 yillari arasinda
matematiksel modelleme ile ilgili 48 lisansistl tezin tematik icerik analizi yapilmis ve arastirma
sonucunda ilgili lisansustu tezlerin daha ¢ok matematik 6gretmenligi alanlarinda yapildigi, nitel ve
karma yontemlerin ¢ogunlukla tercih edildigi; calismalarda durum calismasi ve deneysel
desenlerin tercih edildigi; veri analizinde betimsel analizin kullanildigi; verilerin ¢ogunlukla
gorisme ve testlerle toplandigi; calisilan konularin daha ¢ok problem ¢6zme ve modellemeye
iliskin goruslerin tespit edilmesi seklinde oldugu tespit edilmistir.

Ulkemizde 2009 sonrasi giincellenen matematik dersi 6gretim programinda (MEB, 2013;
2018) matematiksel modelleme becerisi 6n plana ¢ikmis ve matematiksel modelleme becerisinin
gelistirilme surecinde problem ¢6zme ve kurmaya yonelik etkinliklere yer verilmesi, matematiksel
modeller gelistirilirken gercekci ve gunlik hayat durumlarindan hareket edilerek grup ici ve
gruplar arasi 6grenci tartismalarinin tesvik edilmesi ve 6grencilerin kendilerine 6zgii modeller
gelistirmesi  Onerilmistir. Glincellenen &6gretim programlarinda matematiksel modelleme
becerisine 6nem verilmesiyle birlikte matematiksel modelleme konusunda yapilan arastirmalarda
artis oldugu (Yildiz ve Yenilmez, 2019) ifade edilebilir. Bu durum son yillarda matematiksel
modelleme konusunda yapilan calismalardaki egilimlerin degerlendirilmesini gerekli kilmaktadir.
Bu nedenle bu arastirma kapsaminda matematiksel modelleme konusundaki mevcut alanyazin
calismalarindan farkli olarak son on yilda matematiksel modelleme konusunda Tirkiye'de
yayimlanan lisansulsti tezler ile makaleleri kapsayan genis capli tematik icerik analizi yapilmistir.
Ustelik matematiksel modelleme calismalarinin tiirQi, yillara gére dagilimi, tercih edilen arastirma
yontemi/deseni, 6rneklem sayisi, calisma gruplar, veri toplama araclar ve veri analiz
yontemlerinin yani sira dnceki calismalardan farkli olarak matematiksel modelleme calismalarin
yapilma amaclari ve odaklandiklari matematik konu alani bakimindan egilimleri incelenmistir. Bu
arastirmadan elde edilen sonuclarinin gelecekte yapilacak calismalara veri sunacagi ve
arastirmacilara yol gosterecegi dusiinilmektedir.

Bu arastirmanin amaci, Tlrkiye'de matematik egitimi alaninda yayimlanan matematiksel
modelleme ¢alismalarinin tematik icerik analizini yaparak son yillardaki egilimini ortaya koymaktir.
Bu kapsamda asagidaki sorulara cevap aranmistir:
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a) Matematiksel modelleme ile ilgili yapilan calismalarin tird, yili, arastirma yéntemi ve
modeline gére dagilimlart nedir?

b) Matematiksel modelleme ile ilgili yapilan calismalardaki ¢alisma grubu, érneklem sayisy,
veri toplama araglart ve veri analiz yéntemleri nelerdir?

¢) Matematiksel modelleme ile ilgili yapilan ¢alismalarin genel amaclari, odaklandiklar:
konu alanlart bakimindan dagiimt nedir?

YONTEM

Bu arastirma, nitel arastirma yontemlerinden dokiiman incelemesi modeli ile yurGtilmastar.
Dokiiman incelemesi, arastirma problemi cercevesinde belirli bir zaman diliminde Uretilmis birden
fazla kaynak, dokiiman ve belgelerin analizini miimkin kilmaktadir (Yildirim ve Simsek, 2013). Bu
arastirmada Turkiye'de matematiksel modelleme alaninda yapilan galismalara iliskin genel durumu
ve egilimleri belirlemek amaciyla tematik icerik analizi yontemi tercih edilmistir. Arastirmada
tematik icerik analizi, belli bir alanda ve zaman diliminde yapilan calismalardaki egilimlerin ve
sonugclarin belirlenen temalar cercevesinde ele alinip elestirel bir bakis agisiyla sentezlenmesine
imkan vermektedir. Tematik icerik analizinde birbirine benzeyen verilerin belirli kavramlar ve
temalar cercevesinde bir araya getirilmesi ve bunlari okuyucunun anlayabilecegi bir bicimde
dizenlenerek yorumlamasi yapilmaktadir (Yildirm ve Simsek, 2013). Tematik igerik analizi
sonuglari genelde frekans veya ylizde tablolari kullanilarak betimsel olarak sunulmaktadir.

Orneklem ve Verilerin Toplanmast

Bu arastirmanin &rneklemini 2010-2020 yillari arasinda matematik egitimi alaninda
Turkiye'de yayimlanmis olan makale ve lisanslstli tezler olusturmaktadir. Tirkiye'deki
matematiksel modelleme calismalarindaki giincel egilimi belirlemek amaciyla 2010-2020 yillar
arasinda yapilan calismalarla sinirli kalinmistir. Bu yiizden arastirmada herhangi bir 6rnekleme
yontemine basvurulmamis, calisma érnekleminin tamamina ulasilmasi amaclanmistir. Bu amagla
DergiPark, ULAKBIM TR Dizin, Google Akademik ile YOK Ulusal Tez Merkezi veri tabanlari
kullanilarak ~ "matematik egitimi (mathematics education)”, “"matematiksel modelleme
(mathematical modelling)”, "modelleme (modelling)”, “modelleme becerisi (modelling skills)”
anahtar kelimeleri girilerek tarama yapilmistir. Dokiiman tarama sonucunda ulasilan ¢alismalarin
matematik egitimi alaninda yapilan makale ve lisansistu tezler olmasi Olcit olarak alinmistir.
Matematik egitiminden baska alanlarda olan modelleme calismalari ayiklanmis, erisim izni
olmayan tezler ile tam metni olmayan makaleler kapsam disi birakilmistir. Ayrica ayni yazarin hem
lisansustu tezi hem de bu tezden yayinladigi makale olmasi durumunda lisansisti tez calismasi
incelemeye alinmis, eger YOK veri tabanindan lisansiistii tezin tam metnine ulagilamiyor ise yazarin
makalesi ¢alisma kapsamina dahil edilmistir. Yapilan dokiiman taramasi ve elemeler sonucunda
Tirkiye'de 2010-2020 yillar arasinda matematiksel modelleme konusunda yapilmis olan 71
makale, 63 yulksek lisans tezi ve 26 doktora tezi olmak Uzere toplam 160 calisma incelemeye
alinmistir.

Verilerin Analizi

Arastirmada incelemeye alinan dokiimanlara iliskin verileri analiz etmek amaciyla yayin
siniflama formu kullanilmistir. Yayin siniflandirma formu olusturulurken ilgili alanyazindan
(Albayrak ve Ciltas, 2017; Aztekin ve Taspinar-Sener, 2015; Yildiz ve Yenmez, 2019) yararlaniimistir.
Yayin siniflandirma formu; calismanin yazari, arastirma ttri (makale, yliksek lisans tezi, doktora
tezi), yayim yili, arastirma yontemi, arastirma deseni, 6rneklem gruplar, 6rneklem buyuklikleri,
calismalarin konu dagilimi, calismanin konu alani, matematiksel modelleme kullanim sekli, veri
toplama araglari, veri analizi yontemi gibi bélimlerden olusmaktadir.
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Arastirma kapsamindaki tez ve makalelerin siniflama formuna kodlanmasiyla elde edilen
veriler veri tabanina kaydedilmis daha sonra bu verilere iliskin tematik icerik analizine gore
kodlama ve siniflamasi yapilmistir. Kodlama sirasinda incelenen ¢alisma birden fazla veri igeriyorsa,
her bir veri ayri ayri ele alinmistir. Ornegin, yapilan bir arastirmada birden fazla calisma grubu
(ilkokul, ortaokul, lise, vb.) ya da veri toplama araci (basari testi, dokiiman, gozlem, gériisme vb.)
kullanildi ise her bir calisma grubu ya da veri toplama araci ayr ayr kodlanmistir. Bu durumda
incelenen toplam calisma sayisindan ziyade incelenen 6zellige uygun toplanan verilerin sayisi
dikkate alinarak analiz yapilmistir. Bununla birlikte matematiksel modelleme problemleri konu
alani bakimindan incelenmesinin yaninda daha ayrintili bilgi sunmak amaciyla odaklandigi konu
alani (Modelleme etkinligi gelistirme, mifredat calismasi, ogretici egitimi, tutum, algi, inang,
modelleme becerisi, 6z yeterlilik, 6gretim programi incelemesi, dlcek gelistirme, vb.) bakimindan
da igerik analizi yapilmistir. Bu arastirma kapsaminda kodlama gtivenirligini saglamak amaciyla
calismalar iki arastirmaci tarafindan ayri ayri kodlanmis ve bu kodlamalar karsilastiriimistir. Yapilan
kodlamanin giivenirligi, [Goris birligi / (Gorus birligi + Gorils ayrnihgr) x100] formali kullanilarak
hesaplanmistir (Miles ve Huberman, 1994). Bu baglamda kodlayicilar arasindaki ortalama uyum
ylzdesi %92 olarak hesaplanmistir. Kodlayicilar arasi glivenirlik igin kullanilan uyum yiizdesinin en
az %80 olmasi onerilmektedir (Miles ve Huberman, 1994). Bu ydnlyle arastirmanin kodlama
glvenirliginin ylksek oldugu sdylenebilir. Elde edilen veriler Excel programi kullanilarak frekans
ve ylzde ile analiz edilmis, grafik ve tablolar halinde sunulmustur.

BULGULAR

Bu bolimde Tirkiye'de 2010-2020 yillari arasinda matematik egitiminde matematiksel modelleme
alaninda yapilan bilimsel calismalarin tiri (makale, ylksek lisans ve doktora tezi), yillara gore
dagilimi, arastirma yodntemi, arastirma deseni, orneklem gruplar, 6rneklem buyukltkleri,
calismalarin konu dagilimi, odaklandigi konu alani, veri toplama araglari, veri analizi ydontemine
iliskin bulgular sunulmustur.

1. Matematiksel Modelleme Alanmindaki Calismalarunuin Yayn Tiirii ve Yillara Gore
Dagulim

Bu arastirmada 2010-2020 yillari arasinda Turkiye'de matematik egitimi baglaminda
matematiksel modelleme alaninda yapilan toplam 160 ¢alismanin yayin tirtine gére dagihmi Sekil
2'de, yayinlarin yillara gore dagilimi Sekil 3'te sunulmustur.

<y

Sekil 2. Matematiksel modelleme alanindaki calismalarin yayn tiirline gére daguimt

Sekil 2 yayin tirl bakimindan incelendiginde matematik egitimi alanindaki matematiksel
modelleme calismalarinin %45.6'sini (f=71) makale, %38.1'ini (f=63) ylksek lisans tezi ve
%16.3'lin0 (f=26) doktora tezi olusturmaktadir.
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Sekil 3. Matematiksel modelleme alanindaki calismalarin yayn tiirii ve yila gére daguim:

Sekil 3 incelendiginde genel olarak matematiksel modelleme ile ilgili ¢alismalarin 2016
sonrasinda artis oldugu gorilmektedir. Makale ve yiiksek lisans tezlerinin bilyik bir cogunlugunun
2016 sonrasinda yapildig), yiksek lisans tezlerinin en ¢ok 2019 yilinda (f=22), makale ¢alismalarinin
ise daha ¢ok 2017 (f=11), 2018 (f=11) ve 2020 (f=10) yillarinda yayimlandigi, 2015 yili sonrasinda
doktora galismalarinda ise kismen artis oldugu anlasiimaktadir.

2. Matematiksel Modelleme Alaninda Yapilan Calismalarin Arastirma Yontemlerine
Gore Dagulinu
Turkiye'de matematiksel modelleme alaninda yapilan calismalarin arastirma ydntemlerine
gore frekans ve ylzde dagilimi Sekil 4'te sunulmustur.
120
100
30 M Nicel ™ Nitel ™ Karma

60

33 (%20.6)

40

13
2
24 (%15)

20 =) ~

0

Makale Yiksek Lisans Tezi Doktora Tezi Toplam

Sekil 4. Calismalarin arastirma yontemine gére dagilimt

Sekil 4 incelendiginde matematik egitimi alanindaki matematiksel modelleme
calismalarinda %64.4 nitel (f=103), %20.6 karma (f=33) ve %15 nicel (f=24) arastirma yonteminin
tercih edildigi gorilmektedir. Nicel arastirma yonteminin daha ¢cok makale calismalarinda (f=13),
karma yaklasimin ise daha ¢ok yiiksek lisans ve doktora tez calismalarinda (f=29) tercih edildigi
dikkat cekmektedir. Bu bulgular matematiksel modelleme calismalarinda daha ¢ok nitel ve karma
arastirma yonteminin tercih edildigini gdstermektedir.

3. Calismalarunn Orneklem Gruplarina Gére Dagulim

Turkiye'de 2010-2020 yillarinda matematiksel modelleme kapsaminda yapilan calismalarin
orneklem grubuna gore dagilimi Sekil 5'te sunulmustur. Bu arastirma kapsaminda sekiz calismanin
kuramsal ve derleme niteliginde olmasi sebebiyle &rneklem grubuna sahip olmadigi, baz
calismalarda ise birden fazla 6rneklem grubunun oldugu belirlenmistir.
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Sekil 5. Matematiksel modelleme ¢alismalarinin 6rneklem grubuna gére daguim:

Sekil 5 incelendiginde matematik egitiminde matematiksel modelleme alaninda yapilan
calismalarin %35'inin ortaokul 6grencileri (f=56) ve %32.5'inin 6Jretmen adaylar (f=52) ile
yurataldigua anlasiimaktadir. Bununla birlikte calismalarin %10'u ortackul matematik 6gretmenleri
ve %9.4'G lise dgrencileri ile gergeklestirilmistir. Buna karsin ilkokul 6grencileri (f=6), sinif
ogretmeni (f=2) ve lise matematik 6gretmeni (f=8) gruplaryla yiritilen ¢alismalarin sinirh oldugu
dikkat cekmektedir. Bu durum matematiksel modelleme calismalarinin daha cok ortaokul
ogrencileri ve 6gretmen adaylari ile yurituldiguni gostermektedir.

4. Calismalarunn Orneklem Sayisina Gére Dagiulumt

Bu arastirma kapsaminda incelemeye alinan yayinlardan sekizi kuramsal ve derleme
tdrinden olmasi nedeniyle 6rneklem sayisina sahip degildir. Tirkiye'de matematiksel modelleme

alaninda yapilan calismalarin 6rneklem sayisina goére frekans ve yizde dagilimi Sekil 6'da
verilmistir.
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Sekil 6. Calismalarin érneklem sayilarina gére daguimt

Sekil 6 incelendiginde matematik egitiminde matematiksel modelleme calismalarinda nitel
(f=103, %64.4) ve karma (f=35, %21.9) arastirma yonteminin baskin oldugu ve bu nedenle
arastirmalarin daha ¢ok 10'dan az (%21.9), 11-30 arasi (%33.1) ve 31-100 arasi (%33.8) 6rneklem
grubuyla yurattldiga anlasilmaktadir. Bununla birlikte nicel arastirma yonteminin kullanildigi bes
calisma 101-300 arasi ve iki calisma da 300'Un Uzerindeki bir érneklemle ylrttilmistir.
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5. Calismalarin Arastirma Modeline Gore Dagilumt

Bu arastirma kapsaminda incelenen calisma sayisi 160 olmasina karsin, birden fazla
arastirma deseninin kullanildigi bazi calismalar bulunmaktadir. Matematiksel modelleme
baglaminda yapilan ¢alismalarin arastirma desenlerine gore dagilimlari Sekil 7'de verilmistir.
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Sekil 7. Calismalarin arastirma desenlerine gére dagilimt

Sekil 7 incelendiginde matematiksel modelleme calismalarinda daha ¢ok durum calismasi
(%51.3) ve deneysel arastirma deseninin (%28.1) tercih edildigi gértlmektedir. Bununla birlikte
calismalarin %6,9'u eylem arastirmasi ile %6.9'u tarama deseninde yurutilmustir. Buna karsin
matematiksel modellleme calismalarinda kuramsal (teorik) (f=7), dokiiman incelemesi (f=5), olgu
bilim/fenomenololoji (f=5), kuram olusturma (f=3) ve tasarim tabanl arastirma (f=3) tiiriinden
calismalarin daha az yapildigi tespit edilmistir.

6. Matematiksel Modelleme Calismalarunn Veri Toplama Aracglarina Gore Daguumt

Bu calisma kapsaminda incelenen bazi calismalarda birden fazla veri toplama aracinin
kullanilmasi nedeniyle birden fazla kodlama yapilmistir. Matematiksel modelleme alaninda yapilan
calismalarin veri toplama aracina/teknigine goére dagilimi Sekil 8'de verilmistir.

Alternatif Degderlendirme Araglan 11 (%6.9)

Anket 10 (%66.3)
Olgek (Alg, ligi, Tutum, Yeterlik vi) 28 (%17.5)

Bagari/Beceri Testi 52 (%32.5)

Gozlem
Garigme 95 (%59.4)
Dokiman —108{%67.5}
0 20 40 60 80 100 120

Sekil 8. Calismalarda kullanian veri toplama araglarinin dagilimi

Sekil 8'de goruldigu gibi, Turkiye'de matematiksel modelleme alaninda yapilan
calismalarda veri toplama araci/teknigi olarak daha ¢ok dokiiman (%77.5), goriisme (%59.4) ve
gozlemin (%41.9) kullanildigi tespit edilmistir. Ayrica matematiksel modelleme calismalarinin
%32.5'inde veri toplama araci olarak basari/beceri testleri ve %17.5'inde &lcekler kullaniimistir.
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Buna karsin matematiksel modelleme calismalarinda alternatif degerlendirme araglarinin (%6.9)
ve anketlerin (%6.3) ¢ok az kullanildigi belirlenmistir.

7. Matematiksel Modelleme Calismalarinda Kullandan Veri Analiz Tiiriine Gore
Daguim

Arastirma kapsaminda incelenen bazi calismalarda birden fazla veri analiz tiirli/teknigi
kullanilmis olup matematiksel modelleme alaninda yapilan calismalarda kullanilan veri analiz
tirleri Tablo 1'de sunulmustur.

Tablo 1. Calismalarda kullanian veri analiz tiirlerinin daguimt*

Nicel Analiz f % Nitel Analiz f %
Sadece Betimsel istatistik 10 6.3 Betimsel analiz 103 64.4
T-testi 34 213 icerik analizi 87 54.4
Anova 9 5.6 Dokiman analizi 5 3.1
Korelasyon 10 6.3

Regresyon 3 1.9

Ancova 2 1.3

Manova 1 0.6

Faktor Analizi 1 0.6

Rash Analizi 2 1.3

Man-Whitney U 8 5.0

Wilcoxon Isaretli Siralar Testi 3 19

Ki-Kare 1 0.6

*Birden fazla kodlama yapilmistir.

Tablo 1 incelendiginde matematiksel modelleme becerisi kapsaminda yapilan ¢alismalarin
bilyik cogunlugunda nitel veri toplama araglari kullanilmasi nedeniyle verilerin analizinde daha
cok betimsel (%64.4) ve igerik analizi (%54.4) tirinin tercih edildigi gorilmektedir. Bununla
birlikte bes calismada dokiiman analizi tekniginin (%3.1) kullanildigi tespit edilmistir. Tablo 1'de
matematiksel modelleme calismalarindan %21.3'linde t-testi, %5.6'sinda Anova, %5'inde Man-
Whitney U, %6.3'inde Pearson korelasyon testi, %1.9'unda regresyon ve Wilcoxon isaretli siralar
testi kullanilmistir.

8. Matematiksel Modelleme Calismalarumn iliskili Olduklart Matematik Konularina
Gore Dagulinu

Matematiksel modelleme becerisi alaninda yapilan calismalarin iliskili olduklari matematik
konulari bakimindan dagihimlari Tablo 2'de sunulmustur.

Tablo 2. Calismalarin iliskili olduklart matematik konusuna gére dagilime*

iliskili Oldugu Konu f % iliskili Oldugu Konu f %
Karma (Birden ¢cok matematik konusu) 101 63.1 Kesirler 3 1.9
Uzunluk ve Alan Olciileri, Olcme Problemleri 15 94  Mantik 2 13
Grafik, Tablo, Veri Analizi 8 5.0 Cember 2 1.3
Dogru Denklemleri, E§im 7 4.4 Dizi, Seriler 2 1.3
Sayilar (Dogal, Tam, Usli) 7 4.4 Tlrev 2 1.3
Oran-Oranti 6 38 Kimeler 1 0.6
Fonksiyonlar 5 3.1 Ylzdeler 1 0.6
Cebirsel ifadeler, Oriintii 5 3.1 Olasilik 1 0.6
Ozdeslik ve Denklemler 3 1.9

*Birden fazla kodlama yapilmistir.

Tablo 2'de matematiksel modelleme becerisi kapsaminda yapilan calismalarin %63.1'ini
birden ¢cok matematik konusunu icinde barindiran karma modelleme problemlerinin olusturdugu
gorilmektedir. Bununla birlikte bazi matematiksel modelleme c¢alismalarin  odaklandiklari
matematik konulari arasinda uzunluk ve alan olcileri (f=15), grafik, tablo ve veri analizi (f=8),
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dogru grafikleri ve egim (f=7), sayilar (f=7), oran-oranti (f=6), fonksiyonlar (f=5), cebirsel ifadeler
ve orlntiler (f=5), 6zdeslik ve denklemler (f=3), kesirler (f=3), cember (f=2), dizi ve seriler (f=2),
tlrev (f=2), mantik (f=2), kiimeler (f=2), olasilik (f=1) ve ylizdeler (f=1) yer almaktadir.

9. Calismalarunn Odaklandiklart Arastirma Alanlarina Gére Dagulumt

Matematiksel modelleme becerisi alaninda yapilan calismalarin odaklandiklari alanlar
bakimindan dagilimlari Tablo 3'te sunulmustur.

Tablo 3. Calismalarin odaklandiklar: arastirma alanlarina gére dagiulim*

Modellemeye Dayali f % Modellemeye Dayali f %

Ogretimin Etkisi Ogretimin Etkisi

Basari, Kavramsal 6grenme 25 15.6 lliskilendirme becerisi 5 3.1

Modelleme becerisi 11 6.9  Kalcilik 4 2.5

Problem ¢ézme, Ust diizey dislinme 8 5.0 Epistomolojik inang 3 1.9

Tutum 6 38 Oz yeterlik, 6z diizenleme 3 1.9

Okuryazarlik becerisi 6 3.8  Uzamsal becerisi 1 0.6

Algi, Kaygl, Motivaston 5 3.1

Ogrenme Ortami Tasarimi ve Analizi f % Ogrenme Ortami Tasarimi ve f %
Analizi

Modelleme siirecinin ve ortaminin 61 38.1  Teknoloji destekli 6grenme 8 5.0

incelenmesi ortami

Modelleme etkinligi gelistirme 33 20.6  Karsilasilan sorunlar 6 38

Ogretici egitimi ve mesleki gelisim 24 15.0

Durum Tespiti f % Durum Tespiti f %

Gorus, algi ve inaclar 35 21.9 lliskilendirme becerisi 4 25

Modelleme beceri diizeyi, yeterlik dizeyi 20 12.5 Tematik icerik analizi 4 2.5

incelemesi

Problem ¢ézme ve Ust diizey distiinme 12 75  Ogretim programi incelemesi 2 1.3

Kuramsal alanyazin 7 44  Olcek gelistirme 1 0.6

*Birden fazla kodlama yapilmistir.

Tablo 3'te matematiksel modelleme kapsaminda yapilan calismalar 6grenme ortami
tasarimi ve analizi bakimindan irdelendiginde daha ¢ok matematiksel modelleme stirecinin ve
ortaminin incelenmesi (%38.1), modelleme etkinligi gelistirme (%20.6), 6gretici egitimi ve mesleki
gelisim (%15.0) baglaminda yapildigi goriilmektedir. Bununla birlikte tekonoloji destekli 6grenme
ortami (%5.0) ve karsilasilan sorunlar (%3.8) baglaminda yapilan bazi calismalar yer almaktadir.

Tablo 3 matematiksel modellemeye dayali 6gretimin 6grenme Uzerine etkisi baglamindan
incelendiginde calismalarin daha cok basan ve kavramsal 6grenme (%15.6), daha sonra
modelleme becerisi (%6.9), problem ¢ozme ve Ust dizey disinme (%5.0), tutum (%3.8) ve
okuryazarlik becerisi (%3.8) Gzerine etkisi baglaminda yapildigi gériilmektedir. Bunun birlikte bazi
calismalar matematiksel modellemeye dayali 6gretimin algi, kaygi, motivasyon (f=5), iliskilendirme
becerisi (f=5), kalicilik (f=4), epistomolojik inang (f=3) ve 6z yeterlik (f=3) Gzerine etkisi baglaminda
yapilmistir.

Diger taraftan Tablo 3'ten matematiksel modelleme c¢alismalarinin yaklasik %22'sinin
modellemeye yonelik goris ve algilar, %13'lUnin modelleme becerisine iligskin yeterlilik dizeyinin
incelenmesi, %8'inin problem ¢6zme ve Ust dizey disiinme becerisi ile iliskisi baglaminda
yapildigi gorilmektedir. Buna karsin matematiksel modelleme konusunda kuramsal alanyazin
(f=7), iliskilendirme becerisi (f=4), tematik icerik analizi (f=4) ve 6gretim programi incelemesi (f=2)
ve 0Olcek gelistirme (f=1) tlriinden calismalarin sinirh kaldigr anlasiimaktadir.
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SONUC, TARTISMA VE ONERILER

Bu arastirmada Turkiye'de 2010-2020 yillari arasinda matematik egitimi alaninda matematiksel
modelleme alaninda yapilan toplam 160 lisanstisti tez ve makale tematik icerik analizi ydntemiyle
incelenmistir. Bu arastirma sonucunda matematiksel modelleme konusunda yapilan calismalar
yillar bakimindan incelendiginde 2010-2015 yillari arasinda sinirli calisma yapilmasina karsin,
ozellikle 2016 yilindan itibaren artis gosterdigi (2016'da on dokuz, 2017'de on bes, 2018'de yirmi
bir, 2019'da otuz bir, 2020'de on dokuz calisma) belirlenmistir. Benzer sekilde Aztekin ve Taspinar
Sener (2015), Turkiye'de 2004-2014 yillari arasinda matematiksel modelleme alaninda yapilimis
calismalarin artis gosterdigini ancak yeterli diizeyde bir gesitlilige ulasamadigini belirlemislerdir.
Yildiz ve Yenilmez (2019) Tirkiye'de 2000-2017 yillari arasinda matematiksel modelleme alaninda
yapilan lisansusti tezlerin 2016 yilindan itibaren artis gosterdigini saptamislardir. Bu yoniyle bu
arastirmanin bulgularini destekler niteliktedir. Turkiye'de matematiksel modelleme alanindaki
calismalarin son bes yilda artis gostermesinin nedeni olarak 2013 ve 2018 yilinda matematik
ogretim programinda yapilan degisim gosterilebilir. Nitekim giincellenen matematik dersi 6gretim
programinda (MEB, 2013; 2018) matematiksel modelleme temel bir beceri olarak ele alinmis,
matematiksel modeller gelistirme surecinde problem ¢ézme ve kurmaya yonelik etkinliklere yer
verilmesi gerektigi, matematiksel modeller gelistirilirken gergekgi ve glinliik hayat durumlarindan
yararlanilmasi tesvik edilmistir.

Bu arastirmada matematiksel modelleme alanindaki galismalar tir bakimindan (makale,
yuksek lisans ve doktora tezi) incelendiginde makale turiinden calismalarin yiksek lisans ve
doktora tez calismalarindan daha fazla oldugu, yiksek lisans ve doktora tez calismalarinin 2015
yilindan itibaren artis olmasina karsin doktora tez calismalarinin sinirli kaldigi belirlenmistir. Benzer
sekilde Yildiz ve Yenilmez (2019), 2000-2017 yillari arasinda matematiksel modelleme alaninda
yapilan lisansusti tezlere iliskin yapmis olduklar tematik icerik analizi sonucunda matematiksel
modelleme ile ilgili lisanslstu ¢alismalarin 2015 yilindan itibaren artis gosterdigini belirlemistir.
Albayrak ve Ciltas (2017) Tarkiye'de 2016 yilina kadar, Aztekin ve Taspinar Sener (2015) ise 2004-
2014 yillari arasinda Turkiye'de matematiksel modelleme alanindaki yayinlara iliskin yaptiklari
icerik analizi calismalarinda makale galismalarinin lisanststl tez ¢alismalarindan fazla oldugunu
saptamislardir. Bu durum lisansilstl tez calismalarinin makale calismalarina nazaran daha uzun
stre almasi ve daha kapsamli olmasi ile agiklanabilir.

Bu arastirmada Turkiye'de yapilan matematiksel modelleme calismalarinda daha ¢ok nitel
ve karma arastirma yonteminin tercih edildigi, nicel arastirma yonteminin ise daha az tercih
edildigi sonucuna ulasiimistir. Nicel arastirma yonteminin daha ¢ok makale turiinden ¢alismalarda
kullanildigi belirlenmistir. Bu sonuglar matematiksel modelleme alaninda yapilan icerik analizi
calismalarinin (Albayrak ve Ciltas, 2017; Aztekin ve Taspinar Sener, 2015; Yildiz ve Yenilmez, 2019)
sonuclariyla 6rtismektedir. Benzer sekilde Kutluca, Birgin ve Glinduiz (2018) Tiirkiye'de matematik
egitimi alaninda yayin yapan Turk Bilgisayar ve Matematik Egitimi Dergisi'nin 2009-2017 yillari
arasindaki yayinlar inceledikleri calismada nitel arastirma ydntemlerinin nicel arastirma
yontemlerine gore daha cok tercih edildigini belirlemislerdir. Bu durum son yillarda egitim
alaninda (Goktas Vd. 2012) ve matematik egitimi calismalarinda nitel ve karma arastirma
yonteminin daha cok benimsenmesiyle aciklanabilir.

Bu arastirmada matematiksel modelleme c¢alismalarinda nitel ve karma arastirma
yontemleri ile durum calismasi arastirma deseninin daha ok tercih edildigi, bununla birlikte
deneysel ve eylem arastirmasi deseniyle yirGtilen arastirmalarin da oldugu belirlenmistir. Ayrica
matematiksel modelleme alanindaki nitel arastirmalarin daha ¢cok 10'dan az ve 11-30 arasi kiigtk
orneklem gruplariyla, karma arastirma yontemlerinin ise daha ¢ok 11-30 arasi ve 31-100 arasi
orneklem gruplaryla ylrattldigu saptanmistir. Bunun nedeni olarak matematiksel modellemenin
ve nitel arastirmanin dogasi geregi kicik calisma gruplan icinde katiimcilarin matematiksel
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modelleme ve distinme siireglerinin derinlemesine incelenmesi, gézlemlenmesi ve yorumlanmasi
ihtiyaci (Yildiz ve Yenilmez, 2019) gosterilebilir. Nitekim nitel arastirma yontemlerinden biri olan
durum calismasi arastirmaciya bir baglam icerisinde bir grubu, olaylar ve iliskileri derinlemesine
yorumlama ve inceleme olanagi firsati veren, bir cok veri toplama aracini kullanma imkani sunan
ve elde edilen bulgularla benzer durumlar tzerinde tahminlerden ziyade analitik genellemeler
yapma olanagi saglamaktadir (Cohen, Manion ve Morrison, 2000). Benzer sekilde farkli yillarda
matematiksel modelleme alaninda yapilan icerik analizi ¢alismalarinda (Albayrak ve Ciltas, 2017;
Aztekin ve Taspinar Sener, 2015; Yildiz ve Yenilmez, 2019) durum ¢alismasi, karma ve deneysel
deseninin en c¢ok tercih edilen yontem oldugu saptanmistir. Diger taraftan matematiksel
modelleme ¢alismalarinda kuram olusturma, olgu bilim, teorik alanyazin, dokiiman analizi ve
tasarim tabanli arastirma deseninde ydritilen arastirmalarin sinirli oldugu tespit edilmistir. Bu
baglamda matematiksel modelleme etkinliklerinin 6grenciler Uzerindeki etkilerini genis bir
perspektiften ortaya koyan meta-analiz tiriinden arastirmalar ile matematiksel modelleme
streclerini ve 6grenme ortamini detayli olarak irdeleyen kuram olusturmaya yonelik arastirmalara
ihtiyac oldugu ifade edilebilir.

Turkiye'de yapilan matematiksel modelleme calismalarinda veri toplama araci olarak daha
cok sirasiyla dokliiman, goriisme, gozlem, basari/beceri testlerinin kullanildigi belirlenmistir.
Ulasilan bu sonucun matematiksel modelleme calismalarinda nitel ve karma arastirma yénteminin
daha c¢ok tercih edilmesi, durum calismasi ve deneysel arastirma deseninin daha c¢ok
benimsenmesi ile tutarlilik gésterdigi soylenebilir. Nitekim nitel arastirmalarda goriisme, gozlem
ve dokiman en sik kullanilan veri toplama araclari arasinda yer almaktadir. Karma arastirma
yontemi ise hem nitel hem de nicel arastirma yaklasimlarini birlikte kullanarak verileri toplayip
analiz etme ve ¢ikarimlarda bulunma firsati sunmaktadir (Creswell, 2007).

Bu arastirma Turkiye'de yapilan matematiksel modelleme calismalarinin daha ¢ok ortaokul
ogrencileri ve matematik 6gretmen adaylar Uzerinde yurittldigini ortaya koymustur. Buna
karsin ilkokul ve lise 6grencileri ile sinif ve matematik 6gretmenleri ile yiritilen calismalarin sinirli
kaldigi belirlenmistir. Ayrica matematiksel modelleme becerisi konusunda matematik égretmeni
adayl disindaki Universite ogrencileri ile yeterli calismanin yapilmadigi dikkat ¢ekmektedir.
Albayrak ve Ciltas (2017) calismasinda 2015'e kadar yapilan calismalarda orneklemin buiylk
cogunlugunu 6gretmen adaylarinin  olusturdugu sonucuna ulagsmistir. Ulkemizde yapilan
modelleme calismalarinda matematik 6gretmen adaylarinin daha cok tercih edilmesinde 6zellikle
egitim fakultesinde gdrev yapan arastirmacilarin bu kitleye daha kolay ulasabilmesinin etkili
oldugu (Aztekin ve Taspinar Sener, 2015) sdylenebilir. Ancak alanyazinda matematigi gercek
hayatta kullanabilme beceri ve sireclerinin anlamli bir sekilde gelisebilmesi icin matematiksel
modelleme becerilerinin ilkokul yillarindan itibaren desteklenmesi gerektigi vurgulanmaktadir
(Erbas Vd., 2014; Lesh ve Zawojeski, 2007; Turker Biber ve Yetkin Ozdemir, 2015). Benzer sekilde
glincellenen matematik dersi 6gretim programinda (MEB, 2018) 6gretim slirecinde matematiksel
modeller gelistirme sirecinde problem ¢6zme ve kurmaya yonelik etkinliklere yer verilmesi,
matematiksel modeller gelistirilirken gercekgci ve ginlik hayat durumlariyla iliski kurulmasi ve
ogrencilerin kendilerine 6zgi modeller gelistirmesi Onerilmektedir. Bu baglamda bilimin odaginda
bulunan farkh 6rneklem gruplariyla calismalar yiratilmesi ve igerik olusturulmasinin matematiksel
modelleme calismalarina katki saglayacagi soylenebilir.

Tirkiye'de yapilan matematiksel modelleme calismalarinda daha ¢ok nitel arastirma
yontemleri ve nitel veri toplama araclarinin tercih edilmesi nedeniyle nitel verilerin analizinde
betimsel analiz ve icerik analizi tekniklerinin siklkla kullanildigi belirlenmistir. Nicel verilerin
analizinde ise en fazla t-testi kullaniimis, bunu takiben Anova, betimsel istatistik, korelasyon ve
Man-Whitney U testi kullaniimistir. Buna karsin istatistiksel kestirimler icin ileri dizey istatistik
tekniklerin ¢ok az tercih edildigi saptanmistir. Matematiksel modelleme alanindaki yapilan igerik
analizi calismalarinda (Albayrak ve Ciltas, 2017; Yildiz ve Yenilmez, 2019) benzer bulgulara
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ulasilmistir.  Diger taraftan Turkiye'de nicel arastirma ydnteminin kullanildigi  egitim
arastirmalarinda da (Birgin ve Peker, 2021; Goktas Vd., 2012; Selcuk Vd., 2014) nicel verilerin
analizinde daha cok t-testi, Anova, korelasyon testi kullaniimasina ragmen, coklu regrasyon,
Ancova, Manova gibi ileri diizey istatistik testlerinin az kullanildigi saptanmistir. Matematiksel
modelleme sireci problemi tanimlama, islem, sembol veya formillestirme olarak problemi
matematige aktarma, bir model olusturma, bu modelin ger¢ek yasamla iliskisini kurma, gercek
yasama uygunlugunu yorumlama ve problem baglamina uygun oldugunu degerlendirmeyi
icermektedir (Tirker Biber ve Yetkin Ozdemir, 2015). Ustelik bu siire¢ okudugunu anlama,
iliskilendirme, akil yirtitme, grafik, tablo okuma ve yorumlama, finansal okuryazarlik, uzamsal
distinme, ispat becerisi gibi bircok bilgi ve beceriyi kullanmayi gerekli kilmaktadir (MaaB, 2007;
Wess Vd., 2021). Bu yoniyle dustinildiginde matematiksel modelleme becerilerinin ve siirecinin
olciimlendigi nicel arastirmalarda daha kapsaml baglantilari ve iliskileri ortaya ¢ikarmak amaciyla
ileri diizey istatistiksel kestirim testlerinin kullanildi§i calismalara ihtiyag vardir.

Arastirma kapsaminda matematiksel modelleme calismalarinda belirli bir matematik
konusundan ziyade, daha ¢ok ger¢ek yasam problemlerini yansitan ve birden ¢ok farkli matematik
konu ve kavrami iceren karma matematiksel modelleme problemlerinin tercih edildigi
saptanmistir. Bununla birlikte bazi matematiksel modelleme calismalarinin uzunluk ve alan dl¢me,
grafik, veri analizi, oran-oranti, dogru denklemleri ve grafikleri, sayilar, fonksiyonlar, tirev, cebirsel
ifadeler, 6riintli ve 6zdeslikler gibi konulara odaklandigi belirlenmistir. Benzer sekilde Albayrak ve
Ciltas (2017) yaptiklar caismada da matematiksel modelleme ile ilgili calismalarin daha ¢ok sayilar
ve cebir, geometri ve dlgme, istatistik ve olasilik konularini iceren karma modelleme etkinliklerini
icinde barindiran arastirmalarin ¢ogunlukta oldugunu saptamistir. Bu durum matematiksel
modelleme calismalarinin dogrudan konu odakli bir 6gretim olarak kullanilmasindan ziyade, daha
cok farkli matematiksel konu ve kavrami icinde barindiran, disiplinlerarasi iliski kurmay ve ¢esitli
distiinme becerilerini ise kosmayi gerektiren bir beceri olarak ele alinmasiyla (Geiger Vd., 2021)
aciklanabilir.

Arastirma kapsaminda incelenen modelleme c¢alismalari 6grenme ortami ve sireci
baglaminda incelendiginde daha ¢ok modelleme sirecinin ve 6grenme ortaminin analizi,
modelleme etkinligi gelistirme ve dgretici egitimi baglaminda yapildigi belirlenmistir. Bu sonuglar,
Aztekin ve Taspinar-Sener’in (2015) calisma sonuclariyla ortismektedir. Buna karsin teknoloji
destekli 6grenme ortami tasarimina iliskin matematiksel modelleme calismalarinin oldukga sinirli
kaldigi saptanmistir. Halbuki, son yillarda bilgi ve iletisim teknolojilerindeki hizli gelismelere bagli
olarak bilgisayar destekli 6gretim ve matematik egitimi yazilimlarinin 6gretim surecinde kullanimi
6n plana cikmaktadir (Birgin, Uzun ve Mazman-Akar, 2020). Ustelik matematiksel modelleme
strecinde dinamik matematik yaziimi kullanimi 6grenciye problemlerin ¢6ziimine yo&nelik
varsayimda bulunma, model gelistirme ve dinamik bir ortamda ¢6ziim{ bircok kez test etme firsati
sunmaktadir (Guerrero-Ortiz, 2021; Hidiroglu, 2015). Bu yoniyle disiintldiglinde matematiksel
modelleme sirecinde dijital 6gretim materyallerinin ve yazilimlarin kullaniminin etkilerini
inceleyen calismalarin yapilmasinin alanyazina katki saglayacagi disiiniilmektedir.

Bu calismanin bulgulari matematik 6gretmenleri Uzerinde yapilan calismalarin sinirli
oldugunu géstermektedir. Ustelik yapilan bazi arastirma sonuclari (Bilgili Vd., 2020; Giider, 2013;
Glrbiz Vd., 2018; Ozdemir ve Isik, 2015; Stohlmann ve Yang, 2021) matematik égretmenlerinin
matematiksel modelleme becerilerinin ve yeterliklerinin zayif oldugunu, etkinlik hazirlama ve
uygulama sureclerinde eksiklikleri oldugunu go&stermektedir. Bu yonlyle dislnildiginde
matematik 6gretmenlerinin matematiksel modelleme konusunda daha yetkin hale gelmeleri igin
mesleki gelisimine yonelik ¢alismalara ihtiyac oldugu ifade edilebilir.

Bu arastirma kapsaminda incelenen calismalarda mevcut durum tespitine yonelik
matematiksel modellleme calismalarinin daha cok matematiksel modellemeye yonelik goris ve
algilar ile modelleme yeterlilik diizeylerinin belirlenmesine yonelik oldugu ortaya ¢ikmistir. Ayrica
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bu arastirma kapsaminda modelleme becerisine iliskin dokiiman analizi, meta-analiz, meta-sentez,
Olcek gelistirme, ders kitabi ve 6gretim programi incelemesi baglaminda yapilan calismalarin
oldukga sinirli oldugu tespit edilmistir. Benzer sekilde Dede ve digerleri (2018) matematiksel
modelleme sirecine ve becerilerine yonelik dlcek ve test gelistirme calismasinin yok denecek
kadar az oldugu, Aztekin ve Taspinar Sener (2015) ise matematiksel modelleme konusunda
dokiiman incelemesine ydnelik calismalara ihtiya¢ oldugunu tespit etmislerdir. Bu yoniyle bu
arastirmanin bulgularini destekler niteliktedir.

Bu arastirmada incelenen calismalarda matematiksel modellemeye dayali 6gretimin daha
cok akademik basari ve kavramsal 6grenme, modelleme becerisinin gelisimi, problem ¢6zme ve
Ust diizey dustinme becerileri Gizerine etkisinin incelendigi belirlenmistir. Buna karsin matematiksel
modellemeye dayali 6gretimin tutum, kaygi, kahcililik, okuryazarlik ve iliskilendirme becerisi,
motivasyon ve uzamsal beceriler Uzerine etkisini inceleyen calismalarin sinirli oldugu tespit
edilmistir. ilkokul ve ortadgretim égrencileri ile yiritilen modelleme ¢alismalarinin sinirli oldugu
dikkate alindiginda, matematiksel modellemeye dayali 6gretimin 6zellikle ilkokul ve ortadgretim
ogrencilerinin biligsel ve duyussal 6grenmeler tzerine etkisini inceleyen calismalara ihtiyag oldugu
soylenebilir.

Bu arastirmada Turkiye'de 2010-2020 yillari arasinda matematiksel modelleme alaninda
yapilan lisansustl tez ve makale calismalarinin tematik igerik analiz yontemiyle incelenmesi
yapilmistir. Bu sonuglarin matematiksel modelleme alaninda ihtiya¢ duyulan ve yapilacak olan
calismalara 1sik tutacagr dusinulmektedir. Diger taraftan bu calisma, incelemeye dahil edilen
calismalarin segimi ve ele alinan temalar bakimindan bazi sinirliliklara sahiptir. Bundan sonra
yapilacak calismalarda uluslararasi alanyazinin incelemesi yapilarak matematiksel modelleme
calismalarinin tematik icerik analizinin yani sira deneysel yiritilen ¢alismalarin meta-analizi cesitli
tema ve degiskenler bakimindan yapilabilir.
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Abstract:

The Covid-19, which emerged in Wuhan, China in the last days of December
2019 and affected the whole world, has adversely affected the lives of many
people and continues to affect them. Undoubtedly, one of the areas most
affected by the pandemic, which negatively affects the functioning of many
areas, especially health, is education. In this study, the teacher side of this
negative effect was examined. For this purpose, a questionnaire was applied to
determine the mental effects of the pandemic on teachers, in Turkey. The
relevant questionnaire included demographic questions (age, gender, branch,
and province of employment) and 2 open-ended questions regarding the
participants. The open-ended questions were "What Covid-19 like?" and "Why
did you use this metaphor or representation?” The various pre-processing steps
were employed on the data set. After the pre-processing steps, the data set
consisted of 236 participating teachers (83 male, 153 female). In the research,
a total of 102 metaphor sub-categories were produced by the participants.
These metaphors were then grouped into 10 different main metaphor
categories. According to the results, "fear" was the most used metaphor by the
participants. After grouping the metaphors, it was observed that the category
with the highest frequency was "metaphorical perceptions about emotions".
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INTRODUCTION

The Covid-19 pandemic has adversely affected people in the world and our country and continues
to affect them. This pandemic, which many people in the world do not even know its name,
occurred in Wuhan Province in China in December and brought life to a halt in many areas,
especially health (World Health Organization, 2020). Covid-19 first cases in Turkey have been seen
10 March 2020 (Telli Danismaz, 2020). It can be said that many activities have been suspended in
order not to endanger human life since the first appearance of the disease in our country. Since
the first appearance of the disease in our country, many activities have been suspended in order
not to endanger human life.

During the pandemic, one of the areas most affected after health is education. Within the
scope of Covid-19 measures, the most important decision taken across the country regarding the
education area was to temporarily suspend face-to-face education. To protect the health of
teachers and students, it was decided to start the distance education process in all schools
affiliated with the Ministry of National Education as of March 15. Recent studies show that 770
million students, not only in our country but worldwide, are affected by the closure of schools and
university educational institutions (Gen¢ and GUimrikctioglu, 2020).

Distance education in Turkey has started after a short time after the interruption of face-
to-face education. The fact that teachers and students were not familiar with the distance
education method and stayed away from the school environment negatively affected the
educational activities in many ways (Demirbilek, 2021; Ercan, Rodopman Arman, inal Emiroglu,
Behice Oztop, and Yalcin, 2020; Kavuk & Demirtas, 2021; Toprak¢l, Hepsdgitli and Toprakgl,
2021; Yavuz and Toprakgi, 2021). Considering the point of view of teachers, it is a possible situation
that teachers may feel mentally and mentally uneasy for the following reasons: not being able to
reach enough students as in face-to-face education, not being able to interest in students one-
on-one, especially practice-based lessons not being done effectively and efficiently, limited
technological infrastructure and facilities, and so on. It was reported in relevant studies that the
habits and teaching styles of teachers are limited due to social isolation, which may cause them
to feel uneasy (Ari and Arslan, 2020; Sari and Nayir, 2020).

People may have different associations in their minds regarding Covid-19 due to reasons
such as the pandemic period taking longer than expected, disease and mortality rates constantly
increasing, and restrictions on social life. It can be thought that the nature of the mental
associations that teachers will produce about Covid-19, one of the professions most affected by
the process, maybe interesting. In this context, using metaphors, it was revealed the mental
associations for teachers' Covid-19 pandemic in Turkey. At the same time, when the relevant
studies were examined, it was seen that the number of studies dealing with the metaphors that
teachers produced for the Covid-19 pandemic is low. The word metaphor comes from the Greek
word "metaphere", which is the combination of the words "meta" (to change) and "pherein” (to
transfer) (Kogoglu and Kaya, 2016; Levine, 2005). According to (Semerci, 2007), metaphor is the
transfer of meaning from one object with perceptual similarity to another. They are also the
structures used to use different concepts to describe a concept, to strengthen the expression, to
enrich the language, and to transform ideas into linguistic actions in the most effective way. Also,
it is a mentally strong model (Erttirk, 2017; Saban, 2008). Because through metaphor, a certain
mental scheme is projected onto another mental scheme by establishing a relationship between
two dissimilar phenomena. In this way, metaphors enable an individual's mind to move from one
particular way of understanding to another (Ertiirk, 2017; Saban, 2008).

In a study, metaphors were defined as a powerful mind mapping and modeling mechanism
for individuals to make sense of and structure their world (Arslan, 2006). In this context, metaphors
can be seen as concepts that enable individuals to reveal their perceptions more strikingly and
effectively. With the help of metaphors, a situation or problem can be explained using other
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concepts. On the other hand, it can be said that the metaphors that are embedded in our daily
conversations affect our emotions, behaviors, and actions. However, even if we do not realize
where and when we use them, metaphors can serve within cultural and personal frameworks of
how we direct our lives (Demirtas and Coban, 2014; James, 2002). In daily life, people can make
use of metaphors in understanding, interpreting, and expressing phenomena that are difficult to
understand. Because metaphors can greatly benefit one's communication and ability to express
facts in this context (Aykag and Celik, 2014).

It can be thought that teachers' perceptions of the Covid-19 can be reached with
metaphors, who have to interrupt face-to-face education and continue their educational activities
remotely. By asking teachers to express their perceptions about the Covid-19 outbreak with
another concept that they think is stronger, their metaphorical perceptions about the pandemic
can be revealed. Thus, the perceptions of teachers, who have an important role in the execution
of educational activities, about Covid-19 can be reached.

When the literature was searched on metaphor studies in the field of education for Covid-
19, it was seen that there were studies for students at primary, secondary, and high school levels.
However, a study conducted in Turkey for a metaphorical perception of teachers was not found.
Literature searches were made in the related article databases using multiple combinations of the
keywords "metaphor”, "metaphorical perception”, “education”, "teacher”, "mental association",
"Covid-19". In this context, it is thought that the current study will fill the relevant gap in the

literature.

In a recent study, it was aimed to reveal the perceptions of students and teachers about
distance education activities in the Covid-19 period with metaphor analysis. In the study, which
consisted of 263 teachers and students in total, it was concluded that the participants mostly had
positive perceptions about distance education (Cokyaman and Menderes, 2021).

In another study, it was aimed to state the perceptions of education faculty students
regarding the definitions of "teacher" and "student" during the Covid-19 pandemic by metaphors.
Considering the metaphors produced by the participants, it was reported that teachers and
students had problems in fulfilling their roles and responsibilities regarding distance education
(Sarier and Uysal, 2021).

In another related study, it was aimed to determine the perceptions of teachers from
different branches about Covid-19. In the study, in which 35 teachers participated, it was
determined that teachers generally had negative perceptions about Covid-19, they wanted to
increase the measures taken regarding Covid-19, and they were hopeful about the future of the
disease (Comert and Sahin Cakir, 2021).

In a similar research, it was aimed to determine the distance education experiences they
carried out during the Covid-19 process through metaphors. According to the results of this
research, in which 53 English teachers working in different educational institutions participated,
the problem of interaction was the most stated metaphors by participiants about the distance
education applications (Cantlrk and Canturk, 2021).

This study aims to analyze the metaphorical perceptions of teachers regarding the Covid-
19 pandemic and reveal their perception of the pandemic. In the study, the answer was sought
for the problem sentence "What are the mental associations teachers use about the Covid-19
pandemic?” Within the framework of this problem, the following questions were also been
considered:

e What are the metaphorical perceptions of teachers regarding the Covid-19 pandemic?

e Under which main categories are teachers' metaphorical perceptions of the Covid-19
pandemic?

e What is the relationship between the metaphorical perceptions of male and female
teachers regarding the Covid-19 outbreak in terms of categories and their frequencies?
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METHODOLOGY

This study, which aims to determine the mental associations produced by teachers for the Covid-
19 with the help of metaphors, was designed as a descriptive study. One of the qualitative research
designs, phenomenology design was used in the study. The purpose of the phenomenology
pattern is to generate knowledge and reveal the reality of the phenomenon (Creswell and Poth,
2016; Patton, 1980). A flow chart showing the main stages of the method followed in the study is
presented in Figure 1.

c®® Removing Wrelavant,
cut-of-scope,
lote

The determination of the purpose
of the research anc
the study poputation

Figure 1. The main methodological steps followed in the study

The research study group consisted of teachers from different branches and working in
various regions of Turkey. A total of 236 teachers, 83 males, and 153 females, participated in the
study. All participants participated in the study voluntarily. Snowball sampling, one of the non-
probability sampling methods, was used in this study.

The research population was identified as teachers who worked in Turkey and were not
retired. The Snowball sampling method which one of the non-probability sampling methods was
used due to the difficulty of reaching sampling units in the Covid-19 pandemic. The questions
formed according to the purpose of the study were converted into a web-based questionnaire
using the Google Forms tool and then sent to the participants using e-mail and social media. In
the initial phase, after giving information about metaphorical perceptions to the participants, two
open-ended questions were asked. These open-ended questions were: "What do you associate
the Covid-19 disease to?" and "Why did you use this association or metaphor?" In the latter
question, teachers were asked to present the metaphor they use in a logical framework. The
metaphors produced by the participants were grouped under 10 main metaphor categories.

The age variable, which is the only numerical variable in the data set, was summarized as
arithmetic mean + standard deviation. The other categorical variables were summarized as
frequency (percentages) in the relevant tables. R (version 3.6.3) software was used for the
calculation of descriptive statistics and pre-processing steps on the data set (Team, 2020).

In order to test the reliability of the research, the matching of the main metaphor categories
with the metaphors produced by the participants was first made independently by the authors,
and then two experts were asked. The intercoder agreement was calculated as 91.2% (93/(93+9))
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using the formula of Miles and Huberman (100x(Agreement/(Agreement + Disagreement))) (Miles
and Huberman, 1994). According to this result, the study can be considered as reliable (Saban,
2009).
The limited sample size and the inability to generalize the results well due to the fact that
the participants were teachers from different branches were the main limitations of this study.
FINDINGS

In the present study, mental associations of teachers who worked in different branches
throughout Turkey related to the pandemic of Covid-19 were considered. From the collected data
set, 102 valid metaphors about Covid-19 were determined and these metaphors were grouped
under 10 main headings.

In the data analysis stage, two filtering processes were performed on the raw data at first.
In the first stage, the actual number of participants was reached by removing the duplicate
answers. As a result of this, the number of participants reduced from 316 to 277. When the
distribution of the participants by gender was examined, it was seen that the number of female
participants was 153 (64.8%) and the number of male participants was 83 (35.2%). The mean age
and standard deviation of the participants were calculated as 33.32 + 6.82. The metaphorical
perceptions that the teachers produced about the Covid-19 disease was presented in Table 1.

Table 1. The metaphors generated by teachers about the Covid-19

Metaphor Ma Fe Total Metaphor Ma Fe Total Metaphor Ma Fe  Total

(n) (n) (n) (n) (n) (n) (n) (n) (n)
Inability 1 0 1 Whirlpool 0 2 2 Anger 0 1 1
Pain 0 1 1 Flu 2 8 10 Cough 0 1 1
Octopus 1 2 3 Weakness 0 1 1 Death 4 5 9
Agent 0 1 1 Imprisonme 2 1 3 Longing 0 1 1
Antisocial 1 0 1 Damage 1 0 1 Pandemic 0 3 3
Asociality 1 2 3 Sadness 1 0 1 Parasite 0 1 1
Asthma 0 1 1 Dead nettle 0 1 1 Dirt 0 1 1
Love 1 1 2 Malady 1 0 1 Patience 0 1 1
Separation 0 1 1 Invader 0 1 1 Epidemic 4 6 10
Problem 3 1 4 Isolation 0 1 1 Weapon 1 0 1
Uncertainty 2 1 3 Nightmare 2 5 7 Insidious 1 0 1
Boredom 0 1 1 Cage 1 0 1 Political war 1 0 1
Biological attack 0 1 1 Cactus 1 1 2 Responsibili 1 0 1
Drowning 1 1 2 Chaos 1 0 1 Social 3 0 3
Defeat 0 1 1 Staying 0 4 4 Abstraction 1 0 1
Infectiousness 2 4 6 Snowflake 0 1 1 Stress 1 2 3
Monster 0 1 1 Snowball 0 1 1 Lightning 1 0 1
Punishment 0 1 1 Blind love 1 0 1 Ungratefuln 1 0 1
Mud 0 1 1 Darkness 0 3 3 Doubt 1 1 2
Despair 3 1 4 Quarantine 0 3 3 Uneasiness 1 2 3
Avalanche 0 1 1 Anxiety 0 2 2 Danger 3 1 4
Non-removing stain 0 1 1 Tick 1 0 1 Tremor 0 1 1
Trouble 0 1 1 Restriction 3 2 5 Wild animal 1 0 1
Barbed wire 1 1 2 Hedgehog 0 1 1 Plague 2 0 2
Spiky ball 0 1 1 Break off 1 0 1 Loneliness 2 2 4
Hail 0 1 1 Fear 5 22 27 Sticky 1 0 1
Domino 0 1 1 Evil 1 1 2 Bat 0 1 1
Enemy 0 2 2 Bullet 0 1 1 Prohibition 0 2 2
Worry 4 8 12 Mask 2 6 8 Snake 0 1 1
Obstacle 1 1 2 Matryoshka 0 1 1 Weariness 1 0 1
Captivity 0 2 2 Enigma 0 1 1 Intensive 0 1 1
Ex-lover 0 1 1 Struggle 0 1 1 Pneumonia 1 0 1
Mousetrap 1 0 1 Ink 0 1 1 Poison 1 1 2
Disaster 1 0 1 Playdough 0 1 1 Difficulty 0 1 1
Total (n) 236

Ma: Male Fe: Female
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102 metaphors for Covid-19 disease were developed by 236 teachers who participated in
the study. The distribution of the relevant metaphor answers by gender and their numbers and
percentages in the total were given in Table 1. Among these metaphors, the followings were
frequently used by participants: "Fear" (n=27), "Worry" (n=12), "Flu" (n=10), "Death" (n=9),

"Mask" (n=8), “Infectiousness” (n=6), “Loneliness” (n=4) and "Problem" (n=4).

1. The categories of metaphoric perceptions generated by teachers about the
Covid-19 pandemic

The metaphors produced by the teachers participating in the study for the Covid-19
pandemic, the main categories of these metaphors, and the frequency and percentage statistics

are given in Table 2.

Table 2. The metaphors produced by teachers and their categories about the Covid-19

Main metaphor

Number of

M h
Categories etaphors metaphors (n (%))
{ ick, h h i il
Livings Oc.topus, monster, dead nettle, cactus, tick, hedgehog, parasite, wild 10 (%9.8)
animal, bat, snake
Emotions Love, separation, despair, worry, ex-lover, sadness, blind love, 15 (%14.7)

anxiety, fear, anger, longing, stress, ungratefulness, doubt, loneliness

Mental perception

Inability, weariness, weakness, enigma, patience, responsibility,
uneasiness, frustration, difficulty

9 (%8.8)

Diseases

Pain, asthma, infectiousness, flu, cough, pandemic, epidemic, tremor,
plague, intensive care, pneumonia

11 (%10.8)

Weather events and

R Avalanche, hail, disaster, whirlpool, snowflake, snowball, lightning 7 (%6.9)

natural disasters

Uncleanliness Mud, non-removing stain, dirt, sticky 4 (%3.9)

Objects Earbed wire, spiky ball, domino, mousetrap, cage, mask, matryoshka, 9 (%8.8)
ink, playdough
Problem, uncertainty, drowning, punishment, trouble, obstacle,

Negativeness damage, malady, nightmare, chaos, darkness, evil, death, insidious, 16 (%15.7)
danger, poison

War Agent, biological attack, defeat, enemy, captivity, invader, bullet, 10 (%9.8)

struggle, weapon, political war

Social isolation

Antisocial, asociality, staying closed, imprisonment, isolation,
quarantine, restriction, break off, social distance, abstraction,
prohibitions

11 (%10.8)

In Table 2, 102 different metaphors produced by teachers were evaluated and metaphors
with similar connotations were grouped under 10 main metaphor categories. The names of

"nou

these main metaphor categories were determined as “The livings”, “Emotions”, “Mental

"o

"nou "o

perception”, “Disease”, “Weather events and natural disasters”, “Uncleanliness”, “Object”,
“Negativeness”, “War”, “Social isolation”. When the categorized metaphors were examined, it
was seen that the "negativity" category had the highest frequency. The least frequent metaphor
category was the "pollution” category.

2. The Distribution of Metaphors Produced for the Covid-19 Based on the Main
Categories

Table 3 includes 10 in the "metaphorical perceptions about the livings" category. The
answers given to the metaphors consist of 4 males and 9 female's participants. Among the
metaphor answers, "octopus" had the highest frequency.
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Table 3. The metaphoric perceptions about the “Livings”

Category Metaphor Gender Total (n)
Male (n) Female (n)
Octopus 1 2 3
Monster 0 1 1
Dead nettle 0 1 1
Cactus 1 1 2
) Tick 1 0 1
:E Hedgehog 0 1 1
Parasite 0 1 1
Wild animal 1 0 1
Bat 0 1 1
Snake 0 1 1
Total (n) 4 9 13

Some examples of the metaphors that the participants mentioned under this category were
presented below:

e "The Covid-19 pandemic is similar to the octopus because it has surrounded our whole lives like
the arms of an octopus."

e "The Covid-19 pandemic is similar to a cactus because its shape and spiny appearance resemble
the same cactus."

e "The Covid-19 pandemic is similar to the parasite because it mutates and changes itself according
to the effect it receives from the outside."

e "The Covid-19 pandemic is like a snake because it took our country and the whole world by
approaching in a sneaky way like a snake."

Table 4. The metaphoric perceptions related to “Emotions”

Category Metaphor Gender Total (n)
Male (n) Female (n)

Love
Separation
Despair
Worry
Ex-lover

A=

147

-
N

Sadness

Blind love
Anxiety

Fear

Anger

Longing

Stress
Ungratefulness
Doubt
Loneliness

N OO m 0O = =

Emotions
N A2 OO0 UT O 2 m O WwWwo -

Total (n)

N
o
H
w
(2]
w

Table 4 contains 15 metaphors in the "metaphorical perceptions about emotions" category
in line with the answers were given by a total of 63 participants. These metaphors were produced
by a total of 63 (20 males, 43 females) participants. The "metaphorical perceptions about
emotions" was the most frequent category. In this category, the most used metaphor to describe
Covid-19 was "fear".

Some examples of the metaphors that the participants mentioned under this category were
presented below:

e "The Covid-19 pandemic evokes fear because I feel tied up, totally restricted, and scared."

e "The Covid-19 pandemic evokes fear because I fear losing my relatives, getting sick and in a lot of

pain, being separated from my children, and causing permanent damage to my body."

e "The Covid-19 pandemic evokes suspicion, because it was released by the hand of man, gradually
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infected all people, and turned into global trouble.

Table 5. The metaphoric perceptions related to “Mental Perception”

Gender
Category Metaphor Male (n) Female (n) Total
Inability 1 0 1
c Boredom 0 1 1
2 Weakness 0 1 1
fgf Enigma 0 1 1
,:“t’ Patience 0 1 1
© Responsibility 1 0 1
g Uneasiness 1 2 3
Weariness 1 0 1
Difficulty 0 1 1
Total (n) 4 7 1

In the category of "metaphors about mental perception”, 9 metaphors were produced by
11 participants with 4 males and 7 females. The participants mostly used the metaphor of

"uneasiness” to describe the Covid-19 disease in this category.
Some examples of the metaphors that the participants mentioned under this category were
presented below:

“The Covid-19 creates a sense of anxiety because it affects the world and is spreading rapidly. | am
very worried at the point of a disease where it is not known how it will be transmitted and |
wonder how it will end. "

"The Covid-19 creates a perception of helplessness because despite today's developing medical
technologies, seeing what situations a tiny virus puts humanity in it brings this association to my
mind."

“The Covid-19 pandemic reminds me of patience because it has provided how we should behave
each other in society (within limits) and also returning to our factory settings (!).”

Table 6. The metaphoric perceptions about the “Diseases”

Category Metaphor ;‘:::‘:;) Female (n) Total (n)
Pain 0 1 1
Asthma 0 1 1
Infectiousness 2 4 6
Flu 2 8 10
g Cough 0 1 1
] Pandemic 0 3 3
'é' Epidemic 4 6 10
Tremor 0 1 1
Plague 2 0 2
Intensive care 0 1 1
Pneumonia 1 0 1
Total (n) 1 26 37

In the category of metaphorical perceptions about the disease, it was observed that a total
of 11 metaphors were produced by 37 (11 males, 26 females) participants. The most frequently
produced metaphors in the relevant category were "flu" and "pandemic".

Some examples of the metaphors that the participants mentioned under this category were
presented below:

| associate the Covid-19 with the pain because my relatives who had the disease had very painful
days and a difficult process."

"The Covid-19 pandemic reminds me of contagiousness because dafter | got the virus, | unwittingly
infected my family and my environment very easily."

"The Covid-19 reminds me pandemic because it started with one person in the world and is
spreading very quickly to seven billion people."

“The Covid-19 is reminiscent of asthma because | have had shortness of breath from the moment |
got sick.”
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Table 7. The metaphoric perceptions about “Weather Events and Natural Disasters”

Gender
M h Total

Category etaphor Male (n) Female (n) otal (n)

e » Avalanche 0 1 1

o8 Hail 0 1 1

t g Di 1 0 1

] isaster

@ 0 Whirlpool 0 2 2

g g Snowflake 0 1 1

S8 Snowball 0 1 1

S Lightning 1 0 1
Total (n) 2 6 8

There were 7 metaphors in the category of “Weather Events and Natural Disasters”. These
metaphors were produced by 8 (2 males and 6 females) participants. The most commonly used
metaphor to describe Covid-19 was "Whirlpool *.

Some examples of the metaphors that the participants mentioned under this category were

presented below:

e "The Covid-19 pandemic is similar to hail because it causes great damage to the environment and
humanity, just like this weather event."
e "The Covid-19 pandemic is like a vortex because it sucks us in, | don't think we can escape without

getting caught."

e "The Covid-19 pandemic is like a catastrophe because it has caused a great human tragedy in the

world."

e "The Covid-19 pandemic is like a snowball because its shape is complex and getting bigger."

Table 8. The metaphoric perceptions about “Uncleanliness”

Category Metaphor Gender Total (n)
Male (n) Female (n)
a Mud 0 1 1
,?5’ Non-removing stain 0 1 1
H Dirt 0 1 1
©
5 Sticky 1 0 1 149
<
=}
Total (n) 1 3 4

In Table 8, there are 4 metaphors in the "metaphorical perceptions about pollution”
category. The metaphors in this category were used by 4 participants (1 male and 3 female).
Some examples of the metaphors that the participants mentioned under this category were

presented below:

e "The Covid-19 is like a non-removing stain because we cannot get rid of its marks in all areas of

our lives."

e "The Covid-19 pandemic is like glue because it is a microbe that clings to and irritates people."

Table 9. The metaphoric perceptions about “Objects”

Gender

Category Metaphor Male (n)

Male (n)

Total (n)

Barbed wire
Spiky ball
Domino
Mousetrap
Cage

Mask
Matryoshka
Ink
Playdough

Objects

N © ) T = T e T G Gy

OO © « JEE G G G ey )

BN1I|O OO NN = = OO =

Total (n)

-
N

Y
~
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9 of the metaphors produced by participants in this category associated Covid-19 disease
with some of the tools we usually use in our daily lives. For this reason, these metaphors were
grouped under the object category. A total of 12 (5 males, 12 females) participants responded to
the metaphors produced under this category. In this category, the most frequently produced
metaphor was "mask".

Some examples of the metaphors that the participants mentioned under this category were
presented below:

e "The Covid-19 pandemic is similar to playdough because it mutates and changes itself according

to the effect it receives from the outside."

e "The Covid-19 pandemic reminds me of the mask because the most effective way to protect

against this disease was mask and distance."

e “The Covid-19 pandemic is similar to a mousetrap because as a mousetrap is a trap for a mouse, it

is like a ubiquitous trap for humanity in this disease.

Table 10. The metaphoric perceptions about “Negativeness”

Gender
Category Metaphor Male (n) Female (n) Total (n)
Problem 3 1 4
Uncertainty 2 1 3
Drowning 1 1 2
Punishment 0 1 1
Trouble 0 1 1
" Obstacle 1 1 2
§ Damage 1 0 1
.g Malady 1 0 1
® Nightmare 2 5 7
5 Chaos 1 0 1
Darkness 0 3 3
Evil 1 1 2
Death 4 5 9
Insidious 1 0 1
Danger 3 1 4
Poison 1 1 2
Total (n) 22 22 44

In this category, 16 metaphors were produced by a total of 44 participants (22 females, 22
males). The most frequently used metaphor to describe Covid-19 was "Death".

Some examples of the metaphors that the participants mentioned under this category were
presented below:

e "The Covid-19 pandemic is like a nightmare because it has turned our lives into an endless

nightmare. Unhappy people and ended lives ... "

e "The Covid-19 pandemic is like darkness because there is no hope that we will have healthy days."

e "The Covid-19 pandemic is similar to trouble because it poses major global distress."

e '"The Covid-19 pandemic is similar to venom because it has a lethal effect.”

Table 11. The metaphoric Perceptions about "War”

Category Metaphor Gender Total (n)
Male (n) Female (n)

Agent

Biological attack
Defeat

Enemy

Captivity
Invader

Bullet

Struggle
Weapon

Political war

War
_ a2 O OO OO o O o

OO - = A NN 2 a2
—_ a A A NN |
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Total (n) 2 10 12
In this category, there were 10 metaphors produced by 12 participants (2 males, 10
females). The most frequently produced metaphors by the participants are "Enemy" and
"Captivity".
Some examples of the metaphors that the participants mentioned under this category were
presented below:
e "The Covid-19 pandemic is similar to the agent because it is invisible, but it causes a mess."
e "The Covid-19 pandemic is similar to the defeat because it negatively affected the whole world
and disrupted the whole system."
e "The Covid-19 pandemic is similar to the enemy because it is insidious, it is not clear where it will
come from, what it will do, how it will behave."
e "The Covid-19 pandemic is similar to the invader because it is spreading rapidly and has invaded
the whole world."

Table 12. The metaphoric perceptions about social isolation

Gender Total (n)
Category Metaphor Male (n) Female (n)
Antisocial 1 0 1
Asociality 1 2 3
Imprisonment 2 1 3
S Isolation 0 1 1
5 Staying closed 0 4 4
,8 Quarantine 0 3 3
:‘% Restriction 3 2 5
3 Break off 1 0 1
Social distance 3 0 3
Abstraction 1 0 1
Prohibitions 0 2 2
Total (n) 12 15 27

According to Table 12, there are a total of 11 metaphors produced by 27 (12 males, 15
females) participants. When metaphors are examined, it is seen that the Covid-19 disease is
associated with the isolating nature of people. For this reason, these metaphors have been
gathered under the category of social isolation. The most pronounced metaphors in the relevant
category were "Restriction”.

Some examples of the metaphors that the participants mentioned under this category were
presented below:

e "The Covid-19 is similar to prison because it seriously requires distance and limitation in social

relations, in a way we live in our homes as if we were in prison."

e "The Covid-19 is similar to quarantine because it has caused many restrictions around the world."

e "/ associate the Covid-19 with isolation because we started to stay away from our environment

and our activities."

3. The Distribution of the Metaphors Developed by Teachers on the Covid-19 by
Gender

The distribution of the metaphors developed by teachers regarding the Covid-19 by gender
was given in Table 13.
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Table 13. The distribution of the metaphors developed by teachers about the Covid-19 by gender

Gender

Metaphoric Perceptions Category Male (n) Fernale (n) Total (n)
ivings 4 9 13
Emotions 20 43 63
Mental perception 4 7 11
Diseases 11 26 37
Weather events and natural disasters 2 6 8
Uncleanliness 1 3 4
Objects 5 12 17
Negativeness 22 22 44
War 2 10 12
Social isolation 12 15 27
Total (n) 83 153 236

The participants consisted of a total of 236 people, 83 males, and 153 females. According
to Table 13, female participants produced more metaphors in the "Metaphoric Perceptions about
Emotions" and "Metaphoric Perceptions about Diseases" category, while in the "Metaphoric
Perceptions with Negativeness" category, female and male participants produced equal number
metaphors.

4. The Distribution of the Metaphors Developed by Teachers on the Covid-19 by
Geographical Regions in Turkey

When the distribution of metaphoric perceptions by regions is examined, it was seen that
the metaphors produced by the participants were concentrated in the category of "Metaphoric
perceptions about emotions" (n=63). The other categories were “Negativity” (n=44), “Diseases”
(n=37), “Social isolation” (n=27), “Objects” (n=17), “Livings” (n=13), “War" (n=12), “Weather events
and natural disasters” (n=8), and Uncleanliness (n=4), respectively.

105
35

30

25
Metaphoric Perceptions
20 mLivings
12 8 27 49 21 16 =Emotions
=Mental perception

I
I
F
I
|
F

15

Diseases
m'Weather events and natural disasters
mUncleanliness
= Objects
mNegativeness
u'War

= Social isolation

Geographical Regions

Figure 2. The distribution of metaphoric perceptions categories by geographical regions

CONCLUSION, DISCUSSION and SUGGESTIONS

The purpose of this research is to find out perceptions of the teachers who work in Turkey about
Covid-19 using metaphors. According to the findings in the research, 236 valid metaphors were
determined and these metaphors were grouped under 10 main headings. While examining the
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metaphors produced by the teachers, 80 responses that do not show metaphor features and do
not find a place in concept categories were excluded from the study.

Among the 10 main determined metaphor categories, the category with the highest
frequency was "Metaphoric perceptions about negativity". It was observed that the metaphors
produced by the participants were mostly in the "Metaphoric perceptions about emotions”
category. “Fear”, one of the sub-metaphors under this category, was the most used metaphor by
teachers to describe Covid-19. It can be said that reasons such as the increasing prevalence and
mortality of the Covid-19, and also the experiences of survivors during the treatment process were
effective in the preference of the "fear" metaphor. Besides, when examined in terms of gender
categories, it was observed that female participants used this metaphor more than male
participants.

When the metaphors used to describe Covid-19 were examined, it was found that there
were no positive metaphorical perceptions, but always negative metaphorical perceptions.

In the "livings" category, metaphors of octopus, monster, nettle, cactus, tick, hedgehog,
parasite, wild animal, bat, and snake were produced. These metaphors are shown that the Covid-
19 is perceived as a living entity, and it can be stated that it is often concentrated around animals
and plants that people fear and dislike.

In the "emotions" category, metaphors of love, separation, despair, worry, ex-lover, sadness,
blind love, anxiety, fear, anger, longing, stress, ungratefulness, doubt, and loneliness were
produced. It is seen that the most frequently mentioned metaphors by the participants are
generally gathered in this category. It can be said that these metaphors often cause emotional
pain in people. Although many people with Covid-19 disease usually think that they will die, the
findings have also revealed that they fear being alone and infecting their relatives.

In the "diseases" category, metaphors of pain, asthma, infectiousness, flu, cough, pandemic,
epidemic, tremor, plague, intensive care, and pneumonia were produced. With these metaphors,
it shows that the Covid-19 disease is compared to various diseases. Teachers have mostly
established a relationship between influenza and Covid-19, and it can be thought that they want
to emphasize that they have similar symptoms in various aspects (mode of transmission, etc.) in
their two diseases. According to Karcioglu (2020), its spread from person to person is the most
important feature of Covid-19.

In the category of “weather events and natural disasters” avalanche, hail, disaster, whirlpool,
snowflake, snowball, and lightning metaphors were produced. These metaphors show that Covid-
19 is viewed as a natural disaster. Natural disasters such as avalanches, hail, and lightning occur
in a short time and their effect is great, it can be said that just like these natural disasters, they
appear suddenly in a pandemic and continue for a long time and affect more people's lives. At
the same time, the fact that the virus is likened to a snowball may indicate that it is growing rapidly
in terms of infection. Like many natural disasters, Covid-19 can be considered a process that
deeply affects society.

In the "object" category in the research the metaphors of barbed wire, barbed ball, domino
stone, mousetrap, cage, mask, matryoshka, ink, and playdough were produced. In this category,
the characteristics of the objects were influential in teachers' likening of Covid-19 to objects. It
can be said that people stay in their homes for protection was caused teachers to compare their
homes to cages. In another metaphor, the virus is likened to the spiny ball shape. The fact that
the virus was promoted as a green spiky ball by the media might cause using this analogy. The
domino metaphor can be interpreted as the virus transmitted from person to person and affects
the masses in an unstoppable way.
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In the "negativeness" category, teachers may have stated that Covid-19 is spreading
insidiously and is extremely dangerous. It can be said that the metaphor of drowning is used
because of the difficulties the virus has caused people to breathe.

In the research, metaphors of agent, biological attack, defeat, enemy, captivity, invader,
bullet, struggle, weapon, and political war were produced in the category of "war". With these
metaphors, it can be thought that the uncertainty that emerged due to the rapid spread of the
pandemic and the non-regional nature of the pandemic caused the participants to use the
metaphors in the war category. It can be said that people have taken protective measures such as
masks, distance, and cleaning to defend themselves. In this category, it has been revealed that
people are in a psychological war against Covid-19.

As a result, in the literature review, no study similar to the relevant study is found. The
metaphors produced by teachers about the Covid-19 virus overlap with some of the metaphors
in other studies. In a metaphor study for students, the "monster" metaphor is under the “fatal"
category (Ari and Arslan, 2020). In our study, it is in the "Livings" category. Although the monster
metaphor is in different categories in these two studies, it is very close to each other. In our study,
it is a metaphor that is in the category of monster creatures and causes fear. In the study
conducted with students, the monster was metaphorized as deadly and fear was highlighted.
Another concept produced in the same studies is the "agent” metaphor. In our research, the
metaphor of "agent" was included in the category of "war" and it was stated that it infects people
secretly. In the other study, "agent” was included in the "late noticed category". Likewise, it can
be seen that the same metaphors have similar characteristics despite their being in different
categories.

In a metaphor study conducted for primary school students, the "darkness" metaphor was
included in the "Interaction" category (Bozkurt, 2020). In our study, the "darkness" metaphor is in
the "negativeness" category. Although the dark metaphor is included under different categories
in both studies, it is very close to each other. In our study, the darkness, lack of a definitive
treatment method yet can be interpreted as the light of reaching healthy days is far away. In the
other study, it can be stated that it is a matter of getting away from the phenomenon of
socialization by identifying with the feeling of loneliness.

In a study, included the metaphors of “fear" and "anxiety" in the theme of "feelings felt
during the pandemic". In our study, it was categorized in the "emotions". In both studies, "fear"
and "anxiety" metaphors were among the metaphors with the highest frequency value (Demirbas
and Kocak, 2020).

When the reasons for using metaphors to describe Covid-19 are examined, it can be
concluded that the whole world and our country were greatly affected by this pandemic, that
people were negatively affected in terms of thoughts and feelings, and that their lifestyles were
changed and a different process was entered. Also, it can be said that public health is threatened,
people die due to the pandemic, death is constantly reminded, freedoms are restricted, and in
such situations it creates fear. On the other hand, it was also emphasized that things that add
awareness to people and are not valued, for example, cleanliness, hygiene, and patience in which
the importance of is understood by people (Saatci and Aksu, 2020).

This study, which was conducted to uncover the mental associations of teachers with the
Covid-19 pandemic, shows that Covid-19 disease often creates negative perceptions on teachers.
In general, teachers envisioned Covid-19 as a scary, worrying, and contagious disease. In this
context, it may be suggested to organize online seminar programs under the auspices of the
Ministries of National Education and Health to reduce the levels of anxiety and fear caused by the
pandemic on teachers.
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Ozet:

Cin'in Vuhan sehrinde, 2019 yuit Aralik ayinin son giinlerinde ortaya ctkan ve
tim dinyayt etkisi altina alan yeni tip korona virtis (COVID-19) salgint
yasamimizt ciddi anlamda etkilemistir.  Basta saglik olmak lizere bircok
alandaki isleyisi olumsuz ybnde etkileyen salginin en cok etkiledigi alanlardan
biri de hi¢ sliphesiz egitimdir. Salginin 6gretmenler lizerinde yaptigt zihinsel
etkileri belirlemek amactiyla Tiirkiye geneli bir anket uygulamast yapdmustir.
ilgili anket, katiimcilara iliskin demografik sorular ile 2 adet acik uclu sorudan
olusturulmustur. Bu actk uglu sorular “"COVID-19 salginint  neye
benzetiyorsunuz?” ve “Neden bu cagrisim veya imgeyi kullandiniz?” seklinde
belirlenmistir. Anket verileri cesitli 6nisleme siireclerinden gegirilmistir.
Onisleme sonrast anket verisi 236 katiimct égretmenden (83'ii erkek, 153
kadin) olusmustur. Ankette, katiimcuar tarafindan toplam 102 tane metafor
alt kategorisi tretilmistir. Bu metaforlar daha sonra 10 farklt ana metafor
kategorisinde gruplanmustur. Elde edilen bulgulara gére, katilimcilar tarafindan
en cok "korku” metaforu kullandmustur.
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Genisletilmis Ozet

Problem: Covid-19 salgini diinyada ve Ulkemizde insanlari her alanda olumsuz etkilemis ve
etkilemeye de devam etmektedir. Diinyada bircok insanin adini dahi bilmedigi bu salgin Cin‘in
Wuhan Eyaletinde Aralik ayinda ortaya cikarak basta saglik olmak Uzere bir¢ok alanda hayati
durma noktasina getirmistir. Hizla yayim gdsteren bu salgin Tirkiye'de ilk olarak 10 Mart 2020
tarihinde gortlmustir (Telli Danismaz, 2020). Hastaligin tlkemizde ilk gériilmeye basladigi andan
itibaren insan hayatini tehlikeye atmamak adina bir¢ok faaliyete ara verildigi séylenebilir.

Salgin siirecinde saglktan sonra en cok etkilenen alanlardan biride egitim olmustur. Covid-19
tedbiri kapsaminda her hizmet sektori igin Ulke genelinde kararlar alinmigtir. Egitim sektoriyle
ilgili olarak tlke genelinde alinan kararlardan biri de gegici olarak ylz ylze egitimi askiya almak
olmustur. Ogretmen ve dgrencilerin saghgini korumak amaciyla 15 Mart itibariyle Milli Egitim
Bakanligi'na bagl tum okullarda uzaktan egitim surecini baslatma karari alinmistir. En son veriler,
sadece uUlkemizde degil diinya ¢apinda 770 milyon &grencinin okullarin ve Universite egitim
kurumlarinin kapanmasindan etkilendigini géstermektedir (Genc ve Gumrukgtioglu, 2020).

Covid-19'a yonelik olarak egitim alaninda yapilan metafor calismalariyla ilgili literatlr taramasi
yapildiginda ilkokul, ortaokul ve lise dizeyindeki &grencilere yonelik calismalarin oldugu
gorilmistir (Demirbilek, 2021; Ercan, Rodopman Arman, inal Emiroglu, Behice Oztop, ve Yalcin,
2020; Kavuk ve Demirtas, 2021; Toprakgl, Hepsogutlu ve Toprakgl, 2021; Yavuz ve Toprakgi, 2021).
Fakat, egitimin diger bir parcasi olan 6gretmenlerin metaforik algilarina yoénelik bir Turkiye'de
yapilan bir arastirma bulunamamustir. Literatlr taramalari, “metafor”, “metaforik algi”, “egitim”,
“6gretmen”, “zihinsel cagrisim”, “Covid-19" anahtar kelimelerinin ¢oklu kombinasyonlari
kullanilarak ilgili makale veri tabanlarinda yapilmistir. Bu kapsamda, mevcut calismanin

literattrdeki ilgili boslugu dolduracagi distintlmektedir.

Yoéntem: Ogretmenlerin Covid-19 salginina yénelik olusturduklari zihinsel cagrisimlari metaforlar
yardimiyla belirlemeyi amaglayan bu c¢alisma tanimlayici (betimsel) bir arastirma olarak
kurgulanmistir. Calismada nitel arastirma desenlerinden fenomenoloji (olgu bilim) deseni
kullaniimistir. Arastirmanin calisma grubunu, lkemizin tim bolgelerinde gorev yapan ve farkli
branstan 6gretmenler olusturmaktadir. Arastirmaya 83 erkek 153 kadin olmak (izere toplam 236
ogretmen katilmistir. Covid-19 salgini kaynakl olarak érneklem birimlerine ulasiimasinin zorlugu
nedeniyle olasiliksiz 6rnekleme ydntemlerinden biri olarak kartopu 06rnekleme ydntemi
kullanilmistir. Calisma amacina uygun olarak olusturan sorular Google Forms araci kullanilarak
web tabanl anket haline donulstirtlmis, katilimcilara e-posta ve sosyal medya kanallari
kullanilarak goénderilmistir. Baslangic asamasinda katiimcilarin her birine metaforik algilar
konusunda bilgi verildikten sonra 2 adet agik uglu soru sorulmustur. Bu calisma icin 6gretmenlere
dort gln sire verilmis ve ogretmenlerin Urettikleri metaforlar calismanin veri kaynagini
olusturmustur. Katihmcilarin  Grettikleri metaforlar, 10 ana metafor kategorisi altinda
gruplandinimistir.

Bulgular: Mevcut calismada, Tirkiye genelinde farkli branslarda goérev yapan 6gretmenlerin
Covid-19 salginina iliskin zihinsel cagrisimlari ele alinmis ve yapilan ankette, Covid-19 ile ilgili 102
gecerli metafor belirlenmis ve bu metaforlar 10 ana baslik altinda toplanmistir.

Veri analizinde ilk olarak, ham anket verisi iki filtreleme asamasindan gecirilmistir. ilk asamada, 316
olan anket cevaplanma sayisi mukerrer cevaplarin c¢ikarilmasiyla 277'ye dusurulerek gercek
katiimci sayisina ulasilmistir. ikinci asamada ise 277 anket cevabinin icerisinden ilgisiz/kapsam disi
olanlar elenerek saylr 236'ya disurilmuis ve nihai katiima sayisi elde edilmistir. Katilimcilarin
cinsiyete gore dagilimlari incelendiginde, kadin katiimci sayisinin 153 (%64.8) erkek katiimci
sayisinin ise 83 (%35.2) oldugu gorulmustir. Katiimcailarin yas ortalamalari ve standart sapmalari
ise 33.32+6.82 olarak hesaplanmistir.
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Sonuclar: Sonug olarak kaynak taramasin da yapmis oldugumuz calismaya benzer herhangi bir
calismaya rastlamamaktadir. Ogretmenlerin Covid-19 virisiine iliskin Urettikleri metaforlar ile
diger calismalardaki metaforlardan bazilari 6rtlismektedir. Ari ve Arslan (2020), 6grencilere yonelik
yapilan bir metafor calismasinda “canavar” metaforu “ Olimcil” kategorisi altinda yer almaktadir.
Calismamizda ise "Canlilar” kategorisinde yer almaktadir. Yapilan bu iki calismada da canavar
metaforu farkli kategorilerde yer almis olsa da birbirlerine ¢ok yakindir. Bizim ¢alismamizda
canavar canlilar kategorisinde yer alan ve korkuya neden olan bir metefordur. Ogrencilere yénelik
yapilan calismada ise, canavar olimcil olarak metaforlastiriimis ve korku 6n plana gikarilmistir.
Yine ayni calismalarda Uretilen diger bir kavramda “ajan” metaforudur. Yaptigimiz arastirmada
“"ajan” metaforu “Savas” kategorisi icerisinde yer almis ve insanlara gizli bir sekilde bulastigi ifade
edilmistir. Diger calismada ise “ajan” “Gec fark edilen kategorisinde” yer almistir. Yine ayni sekilde
ayni metaforlarin farkli kategorilerde yer almalarina ragmen benzer &zelliklerinin oldugu
gorulebilir.

Metaforlarin gerekgeleri incelendiginde, bu salgindan tim diinyanin ve llkemizin blyik oranda
etkilendigi, insanlarin dustince ve duygu bakimindan olumsuzluga kapildigi ve yasam bicimlerinin
degiserek farkh bir surece girildigi ¢ikarimi elde edilebilir. Bunun yaninda sagligin tehdit edildigi,
salgindan dolayi insanlarin 8ldigd, 6limun surekli olarak hatirlatildigl, 6zgurluklerin kisitlandig
ve bu gibi durumlarinda insanlara korku saldigi séylenebilir. Ote yandan insanlara farkindalik katan
ve deger verilmeyen seylerin, drnegin; temizligin, hijyenin ve sabrin éneminin anlasildigi bir siireg
oldugu da vurgulanmaya calisiimistir (Saatci ve Aksu, 2020).

Oneriler: Ogretmenlerin Covid-19 salginina yénelik zihinsel cagrisimlarini ortaya cikarmak icin
yapilan bu arastirma, Covid-19 hastaliginin 6gretmenler (zerinde genellikle olumsuz algilar
olusturdugunu gostermektedir. Genel olarak 6gretmenler Covid-19'u korkutucu, endise verici ve
bulasici bir hastalik olarak zihinlerinde canlandirmislardir. Bu kapsamda, Milli Egitim ve Saglik
Bakanliklarinin himayesinde 6gretmenler (zerinde salgin sebebiyle olusan kaygi ve korku
dizeylerinin indirgenmesi adina online seminer programlari diizenlemesi 6nerilebilir.
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Abstract

The purpose of this study is to investigate the effects of STEM activities on pre-
service elementary teachers' STEM awareness, science teaching self-efficacy
beliefs and inquiry skills. The pretest/posttest control group design, which is
one of the quasi-experimental designs and quantitative research techniques,
was used in the study. The sample of the study was composed of a total of 60
pre-service elementary teachers (40 were in experimental, 20 were in control
group). The participants were enrolled in a Science Teaching course in 3rd
grade of Classroom Teaching program in the first semester of 2019-2020
academic year in Siirt University Elementary Education Department. At the
beginning of the study, STEM approach and application steps to apply STEM
activities were introduced to participants in experimental group. Then pre-
service elementary teachers prepared their own STEM activities (cars, ship
models, camping, bridges, catapult, robot models, sound instrument) and
presented to the other participants. In the control group, traditional approach
of Science Teaching course was applied (“teaching methods and strategies that
make students active in science teaching", "science and engineering practices",
"STEM education and technology integration", "project-based learning and
STEM education”). . The activities took place 8 weeks. "STEM Awareness Scale",
"Self-Efficacy Belief Scale in Science Teaching" and "Inquiry Skills Scale" were
applied as pretest and posttest. The data were analyzed using independent
samples t-test. As a result of analysis, it was found that statistically significant
difference in favor of experimental group on the sub-dimensions of STEM
awareness and inquiry skills. There was no statistically significant difference on
self-efficacy points. Within this context, it was concluded that STEM activities
positively affect STEM awareness and inquiry skills.
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Extended Abstract

Problem: STEM approach aims to increase students' creativity, problem solving and analytical
thinking by using Science, Technology, Engineering and Mathematics together. Students may find
solutions to science based daily life problems and create new designs by using STEM approach
(Czerniak, Webber, Sandman & Ahern, 1999; Stohlmann, Moore & Roehrig, 2012; Moore, Glancy,
Tank & Kerten, 2014). The use of STEM and engineering approaches together increases elementary
students' academic achievements in science and mathematics, awareness towards science and
attitudes towards professions in the fields of STEM disciplines (Katehi, Pearson & Feder, 2009). In
the literature, it was found a few numbers of studies investigating the effects of STEM activities on
pre-service science, chemistry and mathematics teachers' STEM awareness and self efficacy (Korucu,
2020; Karademir, 2013; Aygen, 2018, Elmali & Yildiz, 2017). However, no studies were found
examining this effect on pre-service elementary teachers' STEM awareness, self-efficacy and inquiry
skills. Therefore, this study aims to investigate the effects of STEM activities on pre-service elementary
teachers' STEM awareness, self-efficacy and inquiry skills.

Method: The pretest/posttest control group design, which is one of the quasi-experimental designs
and quantitative research techniques, was used in the study. The sample of the study was composed
of a total of 60 pre-service elementary teachers (40 were in experimental, 20 were in control group).
The participants were enrolled in a Science Teaching course in 3rd grade of Classroom Teaching
program in the first semester of 2019-2020 academic year in Siirt University Elementary Education
Department. At the beginning of the study, STEM approach and application steps to prepare STEM
activities were introduced to participants in experimental group. Then pre-service elementary
teachers prepared their own STEM activities (cars, ship models, camping, bridges, catapult, robot
models, sound instrument) and presented to the other participants. In the control group, traditional
approach of Science Teaching course was applied (“teaching methods and strategies that make

students active in science teaching", "science and engineering practices", "STEM education and
technology integration”, "project-based learning and STEM education"). The activities took place 8
weeks. "STEM Awareness Scale" (Buyruk ve Korkmaz, 2016), "Self Efficacy Belief Scale in Science
Teaching" (Bikmaz, 2002) and "Inquiry Skills Scale"(Karademir ve Saracaloglu, 2013) were applied
as pretest and posttest. The data were analyzed using independent samples t-test. Cronbach Alpha

reliability coefficients of the scales were reported in the finding section.

Findings: STEM awareness scores of control and experimental groups in pretest (positive opinion;
Xcont: 4.04 Xexp: 4.20 - negative opinion; Xcont= 1.83 Xexp: 2.00 ) are similiar to each other and there
is no statistically significant difference between tham. However, in postest scores (positive opinion;
Xcont: 4.07 Xep: 4.53 - negative opinion; Xcont: 1.93 Xep: 1.77 ) there is a statistically significant
difference in favor experimental group.

Science teaching Self-efficacy beliefs' scores of control and experimental groups in pretest
(self-efficacy beliefs; Xcont: 3.76 Xep: 3.77 - result expectation; Xcont 3.55 Xep: 3.52) are similiar to
each other and there is no statistically significant difference between tham. Similarly, in postest
scores (self-efficacy beliefs; Xcon:: 3.94 Xeg: 3.83 - result expectation; Xcont: 3.69 Xeop: 3.58) there is
no statistically significant difference. It was also seen that post-test scores are higher than pre-test
scores in science teaching self-efficacy beliefs'scores.

Inquiry skills scores of control and experimental groups in pretest (getting knowledge; X cont:
4.02 Xexp: 4.08 - checking knowledge; Xcon:: 3.87 Xep: 3.59 - self-confidence; Xcont: 3.53 Xegp: 3.53)
are similiar to each other and there is no statistically significant difference between tham. Similarly,
in postest scores (getting knowledge; Xcont: 4.09 Xexp: 4.20 - checking knowledge; Xcont: 3.91 Xexp: 3.94
- self-confidence; Xcont: 3.49 Xexp: 3.86), there is no statistically significant difference. It was also
seen that post-test scores are higher than pre-test scores in inquiry skills scores.
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Conclusion: In the first research problem, the effect of STEM activities on pre-service elementary
teachers' STEM awareness was searched. It was found that there was a statistically significant
difference between experimental and control groups in the positive opinions STEM awareness sub
dimension in favor of experimental group. That finding shows that STEM activities effect pre-service
science teachers STEM awareness like the other branches, pre-service mathematics, chemistry and
science teachers. In a similar study, Sahin (2019) states that STEM activities affect pre-servicescience
teachers STEM awareness and Aslan-Tutak, Akaygiin and Tezsezen (2017) claims the same finding
for pre-service chemistry and mathematics teachers. Similar to these studies, the present study
showed that STEM activities also affect pre-service elemantray teacher STEM awareness. So in the
future studies, new activities can be performed or new books related STEM activities can be published
for pre-service elemantary teachers.

In the second research problem, the effect of STEM activities on pre-service teachers' self-
efficacy was searched. There wasn't a statistically significant difference between experimental and
control groups' scores. Additionally, it was seen that the scores of both groups were increased. That
means STEM activities and traditional education applied in Science Teaching Course have the similar
effect on pre-service elementary teachers' self efficacy. Similar to the present study, Oztiirk (2019)
found no effect on pre-service science teachers science self-efficacy beliefs when applied STEM
activities. On the other hand, in a few number of studies in the literature raport statistically
significant difference between experimental and control groups while searching the effect of STEM
activities on self-efficacy beliefs of pre-servie science teachers (Arslan ve Yildirim,2020; Kendaloglu,
2021). So new studies can be performed to analyze the effect of STEM activities on self-efficacy
beliefs of pre-service teachers.

In the last research problem, the effects of STEM activities on pre-service elementary teachers'
inquiry skills were searched. There was three sub-dimensions of the used Inquiry Skills Scale; getting
knowledge, checking knowledge and self-confidence. Similar to the self efficacy scale scores, the
scores of both groups were increased in all sub-dimensions. There was only a significant difference
in the sub dimension of checking knowledge in favor of experimental group. No research was found
about the effects of STEM activities on pre-service teachers. For this reason, new future studies can
be conducted to test the finding of the present study.

As a conclusion, STEM activities affect pre-service elementary teachers' STEM awareness in
positive opinions dimension and inquiry skills in checking knowledge dimension in a positive
direction.

The present study showed the need of STEM education in higher education. STEM approach
can be included elementary education program or STEM activities vcan be added to the content of
some courses like science teaching course. Additionally, not only pre-service elementary teachers
but also other branches should be included studies to increase STEM awareness.

Suggestions: New studies can be conducted with pre-service elementary teachers to increase the
number of STEM activities directly related to their fields. This may be helpful to increase their STEM
awareness. In addition, to increase the number of STEM activities, new books can be published or
new projects can be organized including elementary STEM activities. STEM Awareness effect can be
searched by academicians on elementary teachers. Researchers may organize new studies to
understand the factors that affect the pre-service elementary teachers’self efficacy. No study was
found about the effect of STEM activities on inquiry skills. Qualitative and quantitative studies about
the inquiry skills of pre-service elementary teachers may be conducted to make contribution to the
field.
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Ozet

Bu ¢alismanin amaci, FeTeMM etkinliklerinin sinif 6gretmenligi 6gretmen
adaylarinin  FeTeMM farkindalik, fen &gretiminde 6z-yeterlik inanct ve
sorgulama becerilerine etkisini ortaya koymaktir. Arastirmada, nicel arastirma
ybntemlerinden yart deneysel Ontest/sontest kontrol gruplu desen
kullandmustir. Arastirmanin érneklemini 40't deney, 20'si kontrol grubu olmak
lizere toplam 60 sinif dgretmeni adayt olusturmustur. Katilimciar, Siirt
Universitesi egitim fakiiltesi temel egitim béliimiinde 2019-2020 egitim
égretim yili giiz déneminde Sinif Ogretmenligi 3. sinif Fen Ogretimi dersine
kayit yaptirmis 6gretmen adaylaridwr. Calismanin basinda deney grubundaki
kattimcillara FeTeMM etkinliklerinin  uygulanmasina  yénelik FeTeMM
yaklasimt ve uygulama basamaklart tanttiimistir. Daha sonra sinif égretmen
adaylart  kendi FeTeMM etkinliklerini hazirlayarak diger katilimciara
sunmustur. Bu etkinliklerin isimleri siwraswyla: araba; gemi modelleri; kamp
yapworum; képri; mancinik; robot yapimi ses geliyor mu? Her etkinlik
sonunda 6gretmen adaylart hazirladiklart rubrik degerlendirme formu ile
hazirladiklart etkinligi degerlendirmislerdir. Kontrol grubuna ise Fen Ogretimi
dersi geleneksel yaklasim ile uygulanmustir. Kontrol grubunda Fen Bilimleri
Ogretimi ve STEM Etkinlikleri isimli ders kitabt icersinde yer alan 'fen
Ogretiminde d&grenciyi aktif kilan égretim yéntem ve stratejileri”, "fen ve
miihendislik uygulamalart', "STEM egitimi ve teknoloji entegrasyonu", "proje
tabanlt 6grenme ve STEM egitimi" konulart geleneksel yéntemle (Powerpoint
sunumlar ile) islenmistir. Etkinlikler 8 hafta siirmiistiir. On test ve son test
olarak "FeTeMM Farkindalik Olcegi", " Fen Ogretiminde Oz-Yeterlik inanct " ve
"Sorgulama Becerileri Olcegi" uygulanmstir. Veriler bagimsiz érnekler t testi
kullandarak analiz edilmistir. Analizler sonucunda, FeTeMM farkindaligt ve
sorgulama becerilerinin alt boyutlarinda deney grubu lehine istatistiksel olarak
anlamlt  bir fark oldugu bulunmustur. Fen é&gretiminde 6z-yeterlik
inancipuanlarinda istatistiksel olarak anlaml bir fark ortaya ¢tkmamustir. Bu
kapsamda FeTeMM etkinliklerinin FeTeMM farkindaligt ve sorgulama
becerilerini olumlu ybnde etkiledigi sonucuna ulasitmustir.
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Farkindaliklari, Fen Ogretiminde Oz-yeterlilik, Sorgulama Becerileri
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GiRIS

FeTeMM vyaklasimi Fen Bilimleri, Teknoloji, Mihendislik ve Matematik alanlarinin bir arada
kullanilarak 6grencilere yenilik¢i tasarimlar yapmayi ve bilim temelli hayat problemlerine ¢dzim
bulmayl amaclayan bir egitim yaklasimidir. Bu yaklasim gercek diinya deneyimleri ile ders
iceriklerini iliskilendiren disiplinler arasi butlnsel bir yaklasim olarak goérilmektedir (Daymaz,
2019). Bu sayede 6grenciler gercek yasam problemlerinin glnliik hayatta birbirinden ayriimadigini
fark edebilirler ve bir biitlinli olusturan disiplinler toplulugu oldugunu kavrayarak disiplinlerarasi
o6grenmelerini gerceklestirebilirler (Czerniak, Webber, Sandman & Ahern, 1999; Stohlmann, Moore
& Roehrig, 2012; Moore, Glancy, Tank & Kerten, 2014). Farkli 6grenme stillerini icermesiyle ve
birbiri ile iliskili disiplinlerin bittnlestiriimesiyle FeTeMM egitim yaklasimi 6grencilerin
ogrenmelerinde gucli ve zayif yonlerini fark edip, bunlari dizeltip gelistirmelerine imkan
saglamaktadir (McDonald, 2016).

isbirlikci 6grenmelere ve problem c¢ézme yeteneginin gelismesine izin veren fen ve
matematik konularinin es zamanli olarak islenmesi, problemlerin ve teknolojik sorunlarin
muihendislik becerileri ile Ustesinden gelinmesi, fen ve matematik derslerinin cekiciligini ve bu
derslere olan ilgi ve motivasyon diizeyini artiracagi distinilmektedir (Schaefer, Sullivan & Yowell,
2003). Ayrica bu egitimin hedeflerinden biri fen, teknoloji, mihendislik ve matematik
disiplinlerinde okuryazarlik oraninin artirilmasi, bireylerin yaraticilik &zelliklerinin gelistirilmesi,
isbirligi yapabilme, karsilastigi problemleri ¢ézebilme ve ¢agin yeterlilik dlgllerine uygun bireyler
olup dlkenin is glici potansiyeline katilabilmeleridir (Corlu, 2012; National Academy of
Engeneering and Naional Research Council, 2014; Ozbugutu, 2018).FeTeMM yaklasimi ézellikle
Amerika Birlesik Devletleri, Avrupa Ulkeleri, Kore ve Japonya gibi Asya Ulkelerinde gelismis egitim
anlayisinin temeli olarak gosterilmektedir (Yildirim, 2018).

Disiplinler arasi olarak hazirlanmis 6gretim programlarinin bireylere bircok faydasi vardir
(Ramazanoglu & Toytok, 2018; Kurt, 2019;). FeTeMM yaklasimi ile hazirlanmis yani disiplinler arasi
bir 6gretim programinin faydalari su sekilde siralanabilir. Ogrenci merkezlidir, mufredattaki
derslerin daha az parcalanmis halini sunar, problem ¢6zme becerisini gelistirir (Furner & Kumar,
2007; King & Wiseman, 2001).

FeTeMM egitimi ve muhendislik uygulamalarinin bir bitin halinde sunulmasi bireylerin
ozglven gelisimlerinin yaninda mantiksal diisinme, problem ¢6zme, elestirel diisinme gibi Ust
dizey becerilerin gelismesini de saglar (Morrison, 2006). Ayrica muhendislik uygulamalarinin
FeTeMM icerisinde yer almasi bireylerin yeni &grendikleri bilgileri ©nceki bilgileriyle
iliskilendirmelerini yani disiplinlerarasi bir bakis kazanmalarini, mihendislik uygulamalarinin
basamaklari olan prototip olusturma, tasarim yapma gibi alanlarda yaraticiliklarini gelistirmelerini
saglar (Yildinm & Altun, 2015).

FeTeMM yaklasimi ile birlikte muhendislik anlayisinin ilkogretim diizeyinde 6grencilere
kazandiriimasi tasarim yapma becerilerini gelistirdigi gibi fen bilimleri ve matematik alanindaki
basar dizeylerini artirir, bireylerin miihendislik ve fenbilgisi alanlarindaki farkindaliklarinin ve bu
alanlardaki mesleklere olan ilginin artmasini saglar (Katehi, Pearson & Feder, 2009). Dolayisi ile
ilkégretim cagindaki ¢cocuklara FeTeMM yaklasimi ile birlikte tasarim yapma ve yaraticilik gibi tst
dizey becerilerini ortaya cikaracak etkinlikler yapmak, onlarin ileriki yasamlarindaki meslek
secimlerini etkileyebilecek 6nemli bir adim olabilir. Meslek secimlerinin yaninda giinlik hayatta
karsilasabilecekleri problemleri de ¢zmelerine yardimci olacaktir.

2018 yihinda Milli Egitim Bakanhgi, Yenilik ve Egitim Teknolojileri Genel Mudurligu
tarafindan yayinlanan Dinyadaki Egitim Trendleri raporunda, llke ekonomilerinin gelismesi,
teknolojik ve bilimsel gelismelere ayak uydurulmasi, 21. yy becerilerine sahip bireylerin
yetistirilmesi icin fen/bilim alanlarinin yaninda miihendislik ve teknoloji alanlarinin da yer almasi
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gerekliligi vurgulanmistir. Bunun yani sira ABD'de STEM egitiminin ilkokuldan itibaren butiinlesik
olarak, AlImanya, Hollanda ve Norvec'te ise anaokulu seviyesinden baslayarak STEM aktivitelerinin
uygulandigi belirtilmistir (MEB, 2018). ilkokul seviyesi STEM egitimine girisi saglar ve bunun
yanisira STEM farkindaliginin basladigi yerdir (Ustu, 2019). Bu nedenle ilkokulda &gretmenlik
yapacak Temel Egitim sinif 6gretmenligi 6gretmen adaylarina STEM etkinlikleri tasarlama ve
farkindaliklarini artiracak egitimler verilebilir.

Ozbilen (2018), Fen bilgisi 6gretmenlerinin FeTeMM farkindaliklarini belirlemek (izere
yaptigi nitel calismada, 6gretmenlerin FeTeMM modelini tanidiklarini ve kendi branslarini FeTeMM
modelinin temel tasi olarak gordiklerini ancak 6gretmen yeterlilikleri, malzeme ve isbirligi eksikligi
gibi nedenlerden dolayi uygulamaya ¢ekindiklerini tespit etmistir. Bu durumun benzer sekilde sinif
ogretmenligi 6gretmen adaylarinda da oldugu Hacioglu ve Baspinar (2020) tarafindan yapilan
calismadan anlasiimaktadir. Ayrica bu calismaya katilan sinif 6gretmeni gérdiigu ve sinifi ile birlikte
uyguladigi etkinlikler sonunda hem eglendigini hem de FeTeMM yaklasimina karsi 6nceden
duydugu kayginin azaldigini belirtmistir. Yildinm ve Tirk (2018) sinif 6gretmenligi 6gretmen
adaylari ile yaptiklar nitel caismada, 6gretmen adaylarina uygulanan FeTeMM uygulamalarinin
onlarin FeTeMM ve mihendislik alanlarina karsi olumlu gdérls gelistirmelerini sagladigini
belirtmisler ve ayrica sinif 6gretmenligi 6gretmen adaylarinin FeTeMM yaklasimini bilmeleri ve
derslerinde uygulamanin énemli oldugunu belirtmislerdir. FeTeMM egitimi farkindalgi, FeTeMM
egitimi konusunda bilingli ve duyarli olmak seklinde tanimlanabilir (Koyunlu Unli & Dere, 2019).
Alan yazin incelendiginde &gretmen ve 6gretmen adaylarininfFeTeMM farkindaliklar (izerine
calismalara rastlanmis (Bakirci ve Karisan, 2018; Buyruk ve Korkmaz, 2016; Cevik, Danistay ve Yagc,
2017; Deveci, 2018; Hebebci ve Usta, 2017; Karakaya, Unal, Cimen ve Yilmaz, 2018) ancak sinif
ogretmenligi 6gretmen adaylari ile yapilan ¢alismalara rastlanmamistir.

FeTeMM uygulamalarindaki basarinin arttirilmasi 6gretmen ve 6gretmen adaylarinin sahip
olduklari FeTeMM farkindaliklarinin yaninda bu konudaki motivasyonun saglanmasi yada bir
baska deyisle sahip olduklar &z yeterlilik inanclari ile iligkili oldugu distinilmektedir (Oztiirk,
2019). Oz yeterlilik inanci “insanlarin belirli calisma tiirleri gerektiren faaliyetleri organize etme ve
yuritme kapasiteleri hakkindaki yargilari” olarak tanimlanmistir (Bandura, 1986). Alan yazin
incelenmesinde FeTeMM etkinliklerinin Fen bilgisi ve matematik 6gretmen adaylarinin 6z yeterlilik
inanclari Gizerine yapilan calismalar gériilmis (Er & Acar, 2020; Timur & Belek, 2020; Oztiirk, 2019;
Arslan & Yildirrm, 2020) ancak sinif 6gretmenligi 6gretmen adaylari ile yapilmis calismalara
rastlanmamistir.

Thomasian (2011) problem tanimlamak icin elestirel disinmeyi kullanma, problemi
degerlendirirken FeTeMM disiplinlerini kullanma ve problemi ¢6zmek igin gereken adimlari dogru
sekilde kullanma becerilerinin FeTeMM vyaklasimi ile 6grencilere kazandirilabilecegini ifade
etmektedir. Bu anlayis Milli Egitim Bakanligi (MEB, 2004) tarafindan arastirma-sorgulama becerisi
olarak tanimlanmaktadir. MEB tarafindan yapilantanima goére arastirma-sorgulama becerisi,
problemi fark etme ve kavrama, planlama yapma, sonuclari tahmin etme ve ¢ikabilecek sorunlari
g6z 6nine alarak sonucu test etme ve fikirleri gelistirmeyi kapsamaktadir. John Deweytarafindan
sorgulayici disiinme becerileri olarak ifade edilen sorgulama becerileri ise, 6grenilmek istenen
konu hakkinda soru sorma, arastirma yapma, yeni bilgiler Gretme, bulunanlari ve deneyimleri
tartisma ve yeni elde edilen bilgileri yansitmak olarak tanimlanmaktadir (Taskoyan,2008). Bu
tanimlar ve FeTeMM yaklasiminin problem ¢6zme Uzerindeki etkisi distnuldiginde, FeTeMM
etkinliklerinin sorgulama becerileri lzerinde etkili olabilecegi anlasiimaktadir. Ogretmen ve
o6gretmen adaylarinin sorgulama becerilerini inceleyen calismalara rastlanmis (Korucu, 2020;
Karademir, 2013; Aygen, 2018; Elmali & Yildiz, 2017) ancak sinif 6gretmenligi 6gretmen adaylari
ile yapilmis calismalara rastlanmamistir.
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Bu calismanin amaci FeTeMM etkinliklerinin sinif 6gretmenligi 6gretmen adaylarinin
FeTeMM farkindaliklarina, fen 6gretimi 6z-yeterlik inanclarina ve sorgulama becerilerine etkisini
ortaya ¢lkarmaktir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

Sinif 6gretmenligi 6gretmen adaylarinin hazirladiklari FeTeMM etkinliklerinin 6gretmen
adaylarinin;

1. FeTeMM farkindaliklarina etkisi nedir?
2. Fen ogretimi 6z-yeterliliklerine etkisi nedir?
3. Sorgulama becerilerine etkisi nedir?

YONTEM

Bu calismada nicel arastirma yontemlerinden yari deneysel eslestiriimis 6n-test/son-test kontrol
gruplu desenkullaniimistir. Bu desende hazir gruplardan ikisi belli degiskenler Uzerinden
eslestirilerek seckisiz olarak deney ve kontrol gruplarina atanirlar (Tabachnick & Fidell, 2007;
Fraenkel & Wallen, 2009;Buyukoztirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2018). Bu
desende yapilan eslestirme gruplarin birbirlerine denk oldugunu garanti etmez, bu nedenle bu
durum calisma igin bir sinirlamadir (Blytkoztirk vd., 2018).

Calisma Grubu

Calismaya 2019-2020 giz déneminde Siirt Universitesi Temel Egitim Bolimi Sinif
Ogretmenligi programinda Fen Ogretimi dersine kayith 60 égretmen adayi katilmistir. Dénem
basinda fen 6gretimi dersi 2 subede agilmis ve bu subelerden birine 27 digerine 40 6gretmen
adayi kayit yaptirmistir. Ogretmen adayi sayisi az olan grup kontrol digeri deney grubu olarak
seckisiz atanmistir. Kontrol grubundaki 6grencilerden 7 tanesi derse diizenli devam etmedikleri
veya calismadadntest veya sonteste katilmadiklar icin ¢ikarilmislardir. Sonug olarak calismada
kontrol grubunda 20 ve deney grubunda 40 6gretmen adayi yer almistir.

Veri Toplama Araclart

Calismada 6gretmen adaylarinin FeTeMM farkindaliklari, Oz-Yeterlilikleri ve Sorgulama
Becerilerine etkisi alan-yazinda bulunan veri toplama araglari ile test edilmistir. Buyruk ve Korkmaz
(2016) tarafindan gelistirilen “FeTeMM Farkindalik Olcegi”; Bikmaz (2002) tarafindan gelistirilen
“Fen Ogretiminde Oz-Yeterlik inanci Olcedi” ve Karademir ve Saracaloglu (2013) tarafindan
hazirlanan “Sorgulama Becerileri Olcedi” kullanilmistir.

FeTeMM temelli uygulamalar sonucunda, sinif &6gretmeni adaylarinin FeTeMM
farkindaliklarini  belirlemek amaciyla Buyruk ve Korkmaz (2016) tarafindan gelistirilen
“FeTeMMFarkindalik Olcegi” kullanilmistir. Besli likert tipi bu dlcek icin madde sayisi 17'dir ve dlcek
iki alt boyuttan olusmaktadir. Bu alt boyutlar; “Olumlu Bakis” ve “Olumsuz Bakis” tir. Olcekten
alinabilecek en disiik puan 17, en yiksek puan 85'dir. Ontest uygulamasinda élcegin tamami icin
Cronbach Alpha guvenirlik katsayisi .67 , olumlu bakis alt boyutu icin .90 ve olumsuz bakis alt
boyutu icin .84 olarak hesaplanmistir. Sontest uygulamasinda 6lgegin tamami icin Cronbach Alpha
guvenirlik katsayisi .60 , olumlu goris alt boyutu icin .90 ve olumsuz goéris alt boyutu igin .77
olarak hesaplanmistir.

FeTeMM temelli uygulamalar sonucunda, sinif égretmeni adaylarinin Fen Ogretimi
Ozyeterlik inanglarini belirlemek amaciyla Bikmaz (2002) tarafindan gelistirilen “Fen Ogretiminde
Oz-Yeterlik inanci Olcegi” kullanilmistir. Besli likert tipi bu 6lcek icin madde sayisi 21'dir ve dlcek
iki alt boyuttan olusmaktadir. Bu alt boyutlar; “Yeterlilik inanci” ve “Sonug Beklentisi” dir. Olcekten
alinabilecek en diisiik puan 21, en yiiksek puan 105 dir. Ontest uygulamasinda 6lcegin tamami

icin Cronbach Alpha glvenirlik katsayisi .75, yeterlilik inanci alt boyutu icin .75 ve sonug beklentisi
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alt boyutu icin .39 olarak hesaplanmistir. Sontest uygulamasinda 6lcegin tamami icin Cronbach
Alpha gtivenirlik katsayisi .79 , yeterlilik inanci alt boyutu icin .83 ve sonug beklentisi alt boyutu
icin .51 olarak hesaplanmistir.

FeTeMM temelli uygulamalar sonucunda, sinif &gretmeni adaylarinin Sorgulama
Becerilerini belirlemek amaciyla Karademir ve Saracaloglu (2013) tarafindan hazirlanan
“Sorgulama Becerileri Olcedi” kullanilmistir. Besli likert tipi bu élcek icin madde sayisi 14'tiir ve
Olcek Ug¢ alt boyuttan olusmaktadir. Bu alt boyutlar; “Bilgi edinme”, “Bilgiyi kontrol etme” ve
“Ozgiven” dir. Olcekten alinabilecek en disiik puan 14, en yiiksek puan 70 dir. Ontest
uygulamasinda 6lcegin tamami icin Cronbach Alpha glvenirlik katsayisi .88 , bilgi edinme alt
boyutu icin .79 , bilgiyi kontrol etme alt boyutu icin .80 ve 6zglven alt boyutu icin .90 olarak
hesaplanmistir. Sontest uygulamasinda 6lcegin tamami icin Cronbach Alpha giivenirlik katsayisi
.89, bilgi edinme alt boyutu icin .83, bilgiyi kontrol etme alt boyutu icin .86 ve sonug beklentisi alt

boyutu icin .92 olarak hesaplanmistir.
Veri Analizi

Veri analizi sirasinda degiskenler Uzerinde deney ve kontrol gruplari arasinda anlamh
farkhlk olup olmadigini anlamak igin bagimsiz gruplar t-testi uygulanmistir.

Uygulama-Deney Grubu

Calismanin uygulama kisminda 6gretmen adaylarina FeTeMM yaklasimi tanitildiktan sonra
arastirma yaptirilarak kendi etkinliklerini grup halinde hazirlamalari ve diger gruplara sunmalari
saglanmistir. ADDIE yaklasimina goére planlanan calismada 6gretmen adaylarinin asagidaki
basamaklari takip etmeleri saglanmistir:

e Analiz (Analyze): Ogretmen adaylarinin FeTeMM ile tanismalari saglanmistir.

e Dizayn (Design) : 6gretmen adaylarinin etkinlik olusturmalari saglanmistir.

e Gelistirme (Development): 6gretmen adaylarinin etkinliklerini kendi aralarinda ve
arastirmaci ile birlikte tartisarak gelistirmeleri saglanmistir.

e Uygulama (Implementation): 6gretmen adaylari hazirladiklar etkinlikleri diger grup
arkadaslarina sunmuslardir.

e Degerlendirme(Evaluation): Ogretmen adaylari calismada istenen sekilde etkinliklerin
hazirlanip hazirlanmadiginiarastirmaci ve sunum yapilan gruptaki 6gretmen adaylari ile
birlikte tartismislardir.

Galisma icin planlanan toplam siire haftada 3 saat olmak (izere 8 haftada tamamlanmistir.
Ogretmen adaylarina ilk hafta FeTeMM yaklasimi tanitiimis ve asagidaki sekilde etkinliklerin nasil
planlamalari gerektigi anlatiimistir:

1. llgi Gekme: Video, hikaye, 6rnek olay veya ilging bir materyal kullanilarak katimcilarin
etkinlige ilgilerinin ¢ekilmesi saplanmistir.

2. Bilim Temelli Hayat Problemi (BTHP): ilgi cekme kisminda kullanilan olay ile ilgili olarak
katilimcilara bir problem durumu senaryosu olusturulmus ve bu etkinligin sonunda
kendilerinden bu problem durumuna ¢ézim bulmalari istenmistir.

3. Rollerin belirlenmesi: Katihmcilarin isbirligi halinde calisabilecekleri gruplar olusturulmus
ve bu gruplardaki kisilerin hangi gorevleri paylasacaklari agiklanmistir. Bu asamada
arastirmaci, yazici, kalite kontrol uzmani ve malzemeci rolleri grup iginde dagitiimistir.

4. Tanimlama ve Arastirma: Katiimcilardan konu ile ilgili bazi kavramlari tanimlan ve
arastirma yapmalari istenmistir.

5. Sinirlamalar: Katilimcilardan probleme ¢6zim Uretme noktasinda ne tir sinirhliklar
oldugu aciklanmistir.
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6. Fikir Gelistirme: Katilimcilardan problem durumuna ¢6zim olabilecek fikirleri
gelistirmeleri ve bunlari grup icinde tartismalari istenmistir. Ayrica etkinlikler sirasinda
bu fikirlerin resim yapilarak veya yazilarak somut hale getirilmesi istenmistir.

7. Uriin Gelistirme: Katiimcilar kendilerine saglanan kirtasiye veya atik malzemeler ile
tasarimlarini yapmisglardir. Yapilan Urtnler grup Uyelerinden biri tarafindan tim
katilimcilara sunulmustur.

8. Rubrik Degerlendirme: Etkinlik hazirlayan grup tarafindan bir dederlendirme rubrigi
olusturulmus ve bu rubrikler etkinlik stiresince etkinlik hazirlayan gruptaki bir 6gretmen
adayi tarafindan doldurulmustur. Etkinlik sonunda tiim gruplara neleri yapip neleri
yapmadiklari anlatiimistir.

Yedi homojen gruba ayrilan 6gretmen adaylarindan her hafta bir grubun etkinlik yapmalari
saglanmistir. Calismada 6gretmen adaylar tarafindan gelistirilen etkinliklerin isimleri sunlardir:
"Araba", "Gemi Modelleri", "Kamp Yapiyorum", "Képri", "Mancinik”, "Robot Yapimi", "Ses Geliyor

mu?". Yapilan etkinliklere ait ilgi cekme, BTHP ve arastirma sorularina Cizelge 1'de yer verilmistir.

Cizelge 1. Etkinliklerin ilgi Cekme, BTHP ve Arastirma Sorulart

ilgi Cekme

BTHP

Arastirma Sorulan

ilk buharli motorlarin

Araba motoru icat

Arabalarin hayatimizdaki yeri nedir?

8 calisma prensipleri ile edilmeseydi, arabalarin Arabalar motor olmadan da calisabilir mi?
g birlikte otomobillerin tarihi tasarimlari ne sekilde Araba tarihinin baslamasindaki en 6nemli faktorler neler
gorsel olarak anlatildi. olurdu? olabilir?
"Yeni Hayat" filminde bir Filmdeki gibi 1ssiz bir adaya Arsimet ilkesi ve kaldirma kuvveti nedir?
_'$  Kisinin 1ssiz adaya dusmesi dusseniz oradan kurtulmak Hangi malzemeler suyun yiizeyinde asili kalir hangileri
£ E ve yalniz yasamaya basladigi  neler yapardiniz? batar? Neden?
© 20 bolim izletildi. Tekne yapiminda ahsap kullaniminin fazla olmasinin bir
nedeni var midir?
Adac dallari, yapraklar ve Bir 6rnek olay anlatilir ve Sel nedir ve selden korunmak igin ne tir galismalar
g toprak kullanilarak yapilan sonunda ormanda yalniz yapilmahdir?
g § materyal ile sinifa girilir. kalsaniz mat'eryaldek|' Turkiye'de meydana gelen biyuk sel afetlerinde, yasanan
N malzemeler ile nasil bir can kayiplari ne kadardir?
2 barinak yaparsiniz? Tirkiye'de yagis miktar baz alindiginda sel tehlikesinin en
ylksek ve en dusiik oldugu bélgelerimiz hangileridir?
Asma, kemerli, makasli ve Karadenizli bir cocugun Bir arabada veya otobdisle seyahat ederken, gegtiginiz
kirisli képri modellerinin koytinde mahsur kalan kopriileri fark ettiniz mi? Ne gibi 6zelliklere sahiplerdir?
= resimleri gosterilerek, ortak insanlara ulasmak icin talep Gorduginuz farkh kopra tirleri nelerdir?
S ve farkli yanlari soruldu. ettigi kopru hakkindaki Eger kopriler olmasaydi, hayatimizda neler olurdu?
> mektup okundu. Ona ne tir ~ Agiklayiniz
bir kdpru yaparak yardim
edersiniz?
Sinifa bir nehir ve Uzerine Senaryoya gore koprinin Sapan nedir? Mancinik nedir?
~ kurulu képrinin oldugu yikildigi ve arag anahtari Potansiyel enerji ve kinetik enerjiyi tanimlayiniz.
S materyal ile gelinir. bulunan kisilerin karsida
5 Katilimcilara gézlemleri mahsur kaldiklari anlatilir.
= sorulur. Anahtari arkadaslarina nasil
ulastirirsiniz?
Uzayda tek basina kalan bir Duinya disindaki bir Uzayda yasam var midir?
% g  astronotun oldugu filmden gezegene robot géndermek  Bir robot yapacak olursaniz nigin yaparsiniz?
2 g bir bélim gosterilir. icin nasil bir robot Robotu hareket ettiren mekanizmalar nelerdir?
x> tasarlarsiniz?
= Elektrik olmadan sesi Deprem sirasinda goguk Hoparlér nedir? Calisma prensibi nasildir?
% . iletmek mimkun madar? altinda kalan insanlarin Sesin yayildigi ortam degisirse, ses nasil degisir?
$ g seslerini duyabilmek igin
§ neler yapabilirsiniz?

Etkinliklerin Griin gelistirme bolumlerinde genellikle kirtasiyeve atik malzemelerden

yararlanilmistir. Bu sekilde etkinlikler sonunda olusturulan Grtnler Cizelge 2'de sunulmustur.
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Cizelge 2. Etkinlikler Sonunda Ortaya Cikan Uriinler

Gemi Modelleri

Mancinik Robot Yapimt

169

Etkinliklerin son bolimlerinde katihmcilara rubrik degerlendirme yapilmistir. Rubrikler
etkinligi hazirlayan grup tarafindan olusturularak etkinlik stirecinde gorevli bir 6gretmen adayi
tarafindan bitln gruplara uygulanmistir. Cizelge 3'de 6rnek bir rubrik degerlendirme formu
gosterilmistir.

Cizelge 3. Etkinlik Hazirlayan Grup Tarafindan Hazirlanmis Rubrik Degerlendirme Formu

Ortaya ¢tkan driin kullanislt ve saglam me?

Yapulan etkinlik sonucunda grup probleme ¢6ziim saglayabildi mi?

Cizilen tasarim materyale uygulanabildi mi?

= =] =

Ortaya ¢ikardan driin bilim temelli hayat problemine (BTHP) uygun mu?

Grup icinde roller dagtildt me?

Yapulan etkinlikte grup ici is birligi saglandt mi?

Ogrenciler iiriinii tasarlarken yaraticilliklarin kullandilar me?
Uriine gérsellik katdde me?

Uriin STEM basamaklarina uygun olarak tasarland. me?

NINNININ N NN NN
Wlwlwlwjlw|w|l w| w|w|w
NIANNININ]| NN NN AN
Ll Lk Lif Ly Ln| Ln| L

PREY I Y [PA (R

Zaman etkili olarak kullanddt me?
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Uygulama-Kontrol Grubu

Galismanin kontrol grubunda ise fen 6gretimi dersi geleneksel yontemle islenmeye devam
etmistir. Bu grupta 8 hafta icerisinde Fen Bilimleri Ogretimi ve STEM Etkinlikleri (Tekbiyik &
Cakmakgl, 2018) isimli ders kitabi icersinde yer alan "fen 6gretiminde 6grenciyi aktif kilan 6gretim
yontem ve stratejileri”, "fen ve mihendislik uygulamalar”, "STEM egitimi ve teknoloji
entegrasyonu”, "proje tabanli 6grenme ve STEM egitimi" konulari geleneksel ydntemle
(Powerpoint sunumlar ile) islenmistir.

BULGULAR

Bu calisma ile Sinif 6gretmenligi 6gretmen adaylarinin FeTeMM etkinlikleri hazirlamalarini
saglamak ve bu siirecin FeTeMM farkindaliklarina, Oz-Yeterliliklerine ve Sorgulama becerilerine
etkisini ortaya ¢ikarmak amaglanmistir. Bu amag dogrultusunda asagidaki bulgulara ulasilmistir:

1. Sunf ogretmenligi ogretmen adaylarimin hazirladiklart FeTeMM etkinliklerinin
ogretmen adaylarumn FeTeMM farkindaliklarina etkisi:

Cizelge 4'de Sinif 6gretmenligi 6gretmen adaylarindan olusan kontrol ve deney gruplarinda
FeTeMM farkindaliklari 6ntest-sontest puan ortalamalari ve bagimsiz degiskenler icin t-testi
sonuclari sunulmustur.

Cizelge 4. Kontrol ve Deney Grubunun FeTeMM Farkindaliklart Puanlary, T-testi Sonuclart

N Ortalama Standart Sapma t P

Ontest  Olumlu Gériis ~ Kontrol 20 4,04 0,76 0,857 0,40
Deney 40 4,20 0,63

Olumsuz Kontrol 20 1,83 0,87 0,674 0,50
Gorus Deney 40 2,00 0,98

Sontest Olumlu Goris  Kontrol 15 4,07 0,73 2,796 0,01*
Deney 37 4,53 0,44

Olumsuz Kontrol 15 1,93 0,95 0,732 0,47
Goris Deney 37 1,77 0,64

Cizelge 4'de kontrol ve deney gruplarindaki FeTeMM farkindaliklari dntest puanlari arasinda
anlamli farklilik olmadigi ve ortalama puanlarin birbirlerine yakin olduklari gérilmektedir. Sontest
puanlarina bakildiginda deney grubu 6gretmen adaylari lehine olumlu goérislerde anlamli bir
farklilik olustugu gorilmektedir.

Cizelge 5'de Sinif 6gretmenligi 6gretmen adaylarinin FeTeMM farkindaliklar 6ntest-sontest
puan ortalamalari ve bagimsiz degiskenler icin t-testi sonuglari sunulmustur.

Cizelge 5.FeTeMM Farkindaliklari Ontest/Sontest Puanlari, T-testi Sonuglari

N Ortalama Standart Sapma t p
Kontrol Olumlu Goris Ontest 20 4,04 0,76 0,149 0,88
Sontest 15 4,07 0,73
Olumsuz Goériis  Ontest 20 1,83 0,87 0333 0,74
Sontest 15 1,93 0,95
Deney Olumlu Goris Ontest 40 4,20 0,63 2,699 0,01*
Sontest 37 4,53 0,44
Olumsuz Gorils Ontest 40 2,00 0,98 1,246 0,22
Sontest 37 1,77 0,64
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Cizelge 5'e gore kontrol grubunun FeTeMM farkindaliklari 6ntest/sontest puanlari arasinda
anlamli farklilik olusmamisken, deney grubunda FeTeMM farkindalik olumlu gérislerinin sontest
puanlari dntest puanlarinda pozitif yonde anlamli degisiklik gdstermektedir.

2. Sunf ogretmenligi 6gretmen adaylarimin hazirladiklart FeTeMM etkinliklerinin
ogretmen adaylarunin Oz-Yeterliliklerine etkisi:

Cizelge 6'da Sinif 6gretmenligi 6gretmen adaylarinin Fen Ogretiminde Oz-Yeterlik inanci
Olcegi dntest-sontest puan ortalamalari ve bagimsiz degiskenler icin t-testi sonuclar sunulmustur.

Cizelge 6. Kontrol ve Deney Grubunun Fen Ogretiminde Oz-Yeterlik inanci Olgegi Puanlari, T-
testi Sonuglari

N Ortalama  Standart Sapma t p
Ontest Ozyeterlilik Kontrol 20 3,76 0,54 0079 093
inanci Deney 40 3,77 0,53
Sonug Kontrol 20 3,55 0,62 0294 0,77
Beklentisi Deney 40 3,52 0,44
Sontest Ozyeterlilik Kontrol 15 3,94 0,62 0,641 0,52
inanci Deney 37 3,83 0,51
Sonug Kontrol 15 3,69 0,48 0,784 0,44
Beklentisi Deney 37 3,58 0,45

Cizelge 6'ya gore kontrol ve deney grubundaki égretmen adaylarinin Fen Ogretimindeki
Ozyeterlilik inanclarinin her iki alt boyuttada birbirine yakin oldugu, sontest puanlarinin éntest
puanlarina gore daha ytksek oldugu gorilmastar.

Cizelge 7'de kontrol ve deney gruplarinin Fen Ogretiminde Oz-Yeterlik inanci Olcegi dntest-
sontest puan ortalamalari ve bagimsiz degiskenler icin t-testi sonucglar sunulmustur.

Cizelge 7. Fen Ogretiminde Oz-Yeterlik inanct Olgegi Deney ve Kontrol Grubu Puanlari, T-testi
Sonuglart

N Ortalama  Standart Sapma t P
Kontrol Ozyeterlilik Ontest 20 3,76 0,54 0,895 0,38
inanci Sontest 15 3,94 0,62
Sonug Ontest 20 3,55 0,62 0,707 0,49
Beklentisi Sontest 15 3,69 0,48
Deney Ozyeterlilik Ontest 40 3,77 0,53 0,493 0,62
inanci Sontest 37 3,83 0,51
Sonug Ontest 40 3,52 0,44 0,642 0,52
Beklentisi Sontest 37 3,58 0,45

Cizelge 7'ye gore sinif 8gretmenligi 6gretmen adaylarinin Fen dgretimi 6z yeterliik inanclari
Olcegi sontest inden aldiklar puanlarin ontest puanlarina gore yiksek oldugu ancak bunun
gruplarda anlamli farkhhk olusturmadigr goérilmustar.

3. Sumf ogretmenligi 6gretmen adaylarimin hazirladiklart FeTeMM etkinliklerinin
ogretmen adaylarunun Sorgulama becerilerine etkisi:

Cizelge 8'de kontrol ve deney grubundaki sinif 6gretmenligi 6gretmen adaylarinin
Sorgulama Becerileri Olcegi 6ntest-sontest puan ortalamalari ve bagimsiz degiskenler icin t-testi
sonuglari sunulmustur.
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Gizelge 8. Kontrol ve Deney Grubunun Sorgulama Becerileri Olcegi Puanlart Arasindaki T-testi
Sonuclart

N  Ortalama Standart Sapma t o)

Ontest Bilgi Edinme Kontrol 20 4,02 0,84 0,294 0,77
Deney 40 4,08 0,66

Bilgiyi Kontrol Kontrol 20 3,87 0,83 1,361 0,18
Etme Deney 40 3,59 0,73

Ozgiiven Kontrol 20 3,53 1,33 0,000 1,00
Deney 40 3,53 1,04

Son test Bilgi Edinme Kontrol 15 4,09 1,00 0,561 0,58
Deney 37 4,20 0,52

Bilgiyi Kontrol Kontrol 15 3,91 1,05 0,113 0,91
Etme Deney 37 3,94 0,71

Ozgiiven Kontrol 15 3,49 1,03 1,233 0,22
Deney 37 3,86 0,98

Cizelge 8'de kontrol ve deney grubundaki 6gretmen adaylarinin uygulamalar dncesinde
yapilan 6ntest puanlarinin birbirlerine yakin olduklar ve uygulama sonrasinda yapilan sontest
puanlarinin dntest puanlarina gore yiiksek oldugu gortlmustir. Deney ve kontrol grubu arasinda
sorgulama becerileri puanlari arasinda anlamli farklilik yoktur.

Cizelge 9'de Sinif 6gretmenligi 6gretmen adaylarinin Sorgulama Becerileri Olcegi
Olcegidntest-sontest puan ortalamalari ve bagimsiz degiskenler icin t-testi sonuclari sunulmustur.

Cizelge 9. Sorgulama Becerileri Olgedi Ontest-Sontest Puanlari Arasindaki T-testi Sonuglari

N Ortalama Standart Sapma t o)

Kontrol Bilgi Edinme Ontest 20 4,02 0,84 0,232 0,82
Son test 15 4,09 1,00

Bilgiyi Kontrol Ontest 20 3,87 0,83 0,115 0,91
Etme Son test 15 391 1,05

Ozgiiven Ontest 20 3,53 1,33 0,107 0,92
Son test 15 3,49 1,03

Deney  Bilgi Edinme Ontest 40 4,08 0,66 0,972 0,33
Son test 37 420 0,52

Bilgiyi Kontrol Ontest 40 3,59 0,73 2,131 0,04
Etme Son test 37 394 0,71

Ozgiiven Ontest 40 3,53 1,04 1,435 0,16
Son test 37 3,86 0,98

Cizelge 9' da kontrol grubunda bilgi edinme, bilgiyi kontrol etme ve 06zgliven alt
boyutlarinda anlamli farklilik olmadigdi, deney grubunda ise sadece bilgiyi kontrol etme alt
boyutunda anlamh farkliik oldugu gorulmustir. Deney grubunda bilgiyi kontrol etme alt
boyutunda sontest puan ortalamasinin ntestpun ortalamasindan yiiksek olmasi anlamli farkliligin
olumlu yonde oldugunu gdstermistir.

SONUC, TARTISMA VE ONERILER

Bu calismada sinif 6gretmenligi 6gretmen adaylarinin FeTeMM farkindaliklari, fen 6gretimi 6z-
yeterlik inanglari ve sorgulama becerileri arasinda yapilan STEM etkinlik uygulamalarinin etkili olup
olmadigi arastiriimistir.

Deney grubunda yer alan 6gretmen adaylarinin olumlu goérisler bakimindan FeTeMM
farkindaliklari daha yuksektir. Sahin (2019) fen bilgisi 6gretmen adaylarn ile yaptigi benzer
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calismada, yapilan STEM etkinliklerinin 6gretmen adaylarinin STEM farkindaliklarinda anlamli
farklilik olusturdugunu belirtmektedir. Diger bir calismada (Aslan-Tutak, Akayglin ve Tezsezen,
2017) da kimya ve matematik 6gretmen adaylari ile 4 hafta stiren etkinlikler yapiimis ve FeTeMM
egitimi icin yaptiklari tanimlarin etkinlikler dncesi ve sonrasi arasinda anlamh farklilk olusturdugu
sonucuna varilmistir. Bu sonuclar ile calismada ulasilan sonuc birbirlerini desteklemektedir.
Uygulamalar 6gretmen adaylarinin FeTeMM farkindaliklarini olumlu yoénde etkilemistir. Alan
yazinda Fen bilgisi, kimya ve matematik 6gretmen adaylar ile yapilan calismalarda ortaya cikan
etki bu calisma ile birlikte sinif 6gretmenligi 6gretmen adaylarinda da ¢ikmistir. Sinif 6gretmenligi
ogretmen adaylarinin FeTeMM farkindaliklarini ylkseltmek icin kendilerine etkinlik 6rnegi
saglayacak calismalar veya projeler yapilabilecegi gibi, dogrudan sinif 6gretmenleri icin FeTeMM
etkinlik kitaplari da hazirlanabilir. Ayrica sinif 6gretmenleri Uzerinde de ayni etkinin olup
olmadigini anlayabilmek igin sinif 6gretmenleri ile alan yazina katki saglayacak calismalar
yapilabilir. Bu noktada dikkat edilmesi gereken hazirlanacak etkinliklerin dogrudan FeTeMM
egitimi ile ilgili olmasi ve o6grencilerin derslere aktif katiimlarini saglayabilecek sekilde
planlanmalaridir.

Ogretmen adaylarinin dzyeterliliklerinin arastinldigi ve Fen 6gretimi dz-yeterlilik 6lceginin
kullanildigi ikinci asama degerlendirmesi sonucundayapilan etkinlikler 6gretmen adaylarinin 6z-
yeterliliklerini yUkseltmistir. Hem kontrol hem de deney grubunda o&zyeterlilik inan¢ puanlari
artmasina ragmen ne ontest/sontest ne de gruplar arasinda anlaml farklik olmamistir.Oztiirk
(2019) de Fen Bilgisi 6gretmen adaylari ile STEM etkinliklerinin fen 6zyeterlilikleri Gizerine etkisini
arastirdigi calismada, STEM etkinliklerinin fen 6zyeterliligi Gzerinde anlamli farklilik olusturmadigi
sonucuna ulasmistir. Buna karsin alan yazindaki bazi calismalarda da (Arslan ve Yildirim,2020;
Kendaloglu, 2021) STEM uygulamalarinin fen bilgisi dgretmen adaylarinin 6zyeterliliklerini olumlu
ve anlaml dizeyde farklilik olusturacak sekilde etkiledigi sonucuna ulasilmistir. Bu calismada
ulasilan sonug 6grencilere kontrol grubunda sunulan klasik fen 6gretimi dersinin ve STEM
etkinliklerinin ayni dl¢lide etkili oldugunu gostermistir. Sinif dgretmen adaylari ile 6z yeterliliklerini
etkileyen faktorler ve STEM etkinlikleri Uzerine yeni arastirmalar yapilarakalan yazina katki
saglanabilir.

Ogretmen adaylarinin  sorgulama becerilerinin incelendigi ve Sorgulama Becerileri
Olceginin kullanildigi (iclincii asamada deney grubu 6gretmen adaylarinin kontrol grubu
ogretmen adaylarina gore bilgiyi kontrol etme diizeyleri daha yuksektir. Bilgi edinme ve 6zgliven
anlaminda ise birbirlerine yakin degerlerdedirler. Calisma sonunda her ¢ boyutta da 6gretmen
adaylari gelisim gostermistir. Yapilan etkinlikler 6gretmen adaylarinin bilgiyi kontrol etme alt
boyutunda ciddi bir yikselise neden olmusken diger alanlarda klasik fen égretimi dersi ile ayni
dizeyde kalmistir. Alan yazinda 6gretmen adaylarinin FeTeMM uygulamalarinin sorgulama
becerileri Uzerindeki etkisini arastiran calismalara rastlanmamistir. FeTeMM uygulamalar ile
sorgulama becerileri arasindaki etkinin arastirilacagi hem nicel hem de nitel arastirmalara ihtiyag
duyulmaktadir.

Sonug olarak bu calisma sayesinde yenilik¢i bir yaklasim olan FeTeMM egitim modelinin
Siirt Universitesindeki 6gretmen adaylar tarafindan anlasiimasi saglanmis, ayrica alan yazina yeni
FeTeMM etkinlikleri kazandirnlmistir. Ayrica bu calisma 6gretmen adaylarina mesleki gelisimleri
adina lisans egitimi kapsaminda ana ders olarak karsilasmadiklari FeTeMM yaklagsimini
ogrenmelerini hatta yeni etkinlik 6rnekleri olusturmalarini saglamistir. Calisma sonunda elde
edilen sonuclar lisans egitiminde sadece FeTeMM igerikli ve uygulamaya donuk derslerin ihtiyag
oldugunu ve 6gretim programina eklenmesi gerekliligini ortaya ¢ikarmistir. Bunun yaninda sadece
bir brans icin degil Universitelerimizde FeTeMM baslikli lisans 6gretim programlari da hayata
gecirilebilir.
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Extended Abstract

Problem: General teaching principles is a term used to change the cognitive, affective and
psychomotor behaviors of a student in a given lesson in the desired direction and level generally
used by teachers in the framework of learning and teaching process, guiding, facilitating the goal,
evaluator, forming the basic idea, rules or guiding principles to be followed. (Kizilaslan, 2021;
Okudan, 2021; Yesilyurt, 2020).

Achieving the objectives of education depends on the effective operation of the learning and
teaching process. The effective, functional, applicable and qualified continuation of this process is
associated with the use of general teaching principles. Because general teaching principles have an
important place in achieving the purpose of the curriculum and courses, in the qualified operation
of learning and teaching situations, in making the evaluation objectively, and in fulfilling the duties
and responsibilities of the teacher and the student.

When the studies in the literature on general teaching principles are examined, it is seen that
this concept (title, content) is not included in some sources, in some sources (Akptnar, 2012; Demirel,
2007; Karabacak, 2015; Karatekin & Durmus, 2008; Stinbiil, 2011; Tok, 2012; Yesil, 2008) it is seen
that the concept is mentioned briefly. However, as a result of the literature review, it is seen that the
study, which presents all the general teaching principles in detail and in integrity, was made by
Yesilyurt (2020).

General teaching principles can be used in every lesson without making any difference in line
with their strategies in all teaching levels from pre-school to university; gender, branch, seniority of
teachers working at these levels; age and gender of students, current education level; the learning-
teaching models, methods and techniques used during the lessons. So, all of the relevant variables
should be carried out in accordance with the general teaching principles in the learning and teaching
process. The literature studies summarized show that a specific scale could not be reached to
determine the status / level of using general teaching principles. Accordingly, the purpose of this
study is to develop the "General Teaching Principles Scale (GTPS)".

Method: Content validity shows the adequacy and suitability of the items that make up the scale in
terms of content, quantity and quality in measuring the desired feature (Bliylikoztiirk, 2007). The
features that make up the scope of the relevant principle have been tried to be taken into account
rather than whether the items written for the teaching principles in the scale are proportionally
equal to each other, For this reason, in article writing, each principle was tried to be examined with
at least one item and some principles with more than one item, taking into account the scope and
content of each principle.

The draft form created was presented to the opinion of two grammar experts with the request
of examining the variables in terms of variables primarily related to spelling, meaning, grammatical
rules and expression disorder, etc. The draft scale form was presented to the opinion of three faculty
members working at three different universities and three teachers each of whom working at
primary, secondary and high school levels. Kappa analysis was conducted to ensure the reliability of
the agreement among experts, and the agreement rate among experts was taken as .81.

The study group consists of 672 students studying at the eighth grade level of secondary
school dffiliated to Erzurum province Palandéken and Tortum District National Education
Directorate and Kahramanmaras province Goksun and Elbistan District National Education
Directorate in the second term of the 2020-2021 academic year.

Promax rotation and EFA were performed to determine the construct validity of the scale.
Conformity of the scale to EFA was determined by Kaiser-Meyer-Olkin (KMO) and Bartlett's test.
Calculations related to the whole scale and its sub-dimensions were made with the Cronbach Alpha
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coefficient, which is one of the reliability estimation methods, which gives the internal consistency
coefficient. In addition, the structure revealed by EFA was also tested with DFA. Data analysis was
done with Statistical Package for the Social Sciences 24 (SPSS 24) and Analysis of Moment Structures
24 (AMOS 24) statistical package programs.

Findings and Conclucions: Expert opinion was used for the content validity of the scale and Kappa
analysis was performed to ensure the reliability of the agreement among experts. As a result of the
analysis, the concordance value among the faculty members was calculated as .85 and the
concordance value among the teachers as .89.

Factor analysis was performed in order to reveal the construct validity of the scale and to
dimension the items by determining the factor loads. Before starting the factor analysis, the
adequacy of the data was tested with the Kaiser-Meyer-Olkin (KMO) test to determine the suitability
of the data, and the KMO value of the scale was determined to be .938. The results obtained from
the KMO and Bartlett Sphericity test (x2=5984,135, df=741, p=.000) showed that the data were
suitable for factor analysis.

Exploratory Factor Analysis (EFA). As a result of the explanatory factor analysis, the total
variance explained by the five factors in the 37-item scale, which consisted of five sub-factors with
an eigenvalue greater than 1 (stimulus variety, process and outcome openness, self-centeredness,
acquisition and guidance, interpretation and cognitive readiness) was detected as %54,354. The
scree-plot plot for the scale also provides evidence for the five-factor structure of the scale.

Confirmatory Factor Analysis (CFA). CFA was used to verify the results of EFA and to test the
theoretically constructed measurement model. X2/sd, GFl, CFl, NFl, AGFl, RMSEA and SRMR fit
indices were used to demonstrate the adequacy of the model tested in CFA. As a result of the first
level CFA, it was seen that the fit indexes of X2/sd, RMSEA and SRMR were at acceptable fit values,
while the others were lower than the acceptable rate., one item each from the factors of “stimulant
variety”, "process and result clarity” and "meaningful and cognitive readiness”; Two items were
excluded from "individual centeredness" and "acquisition and guidance", and two items in each of
the three factors were modified (improved/corrected) in line with the modification suggestions. While
excluding the items, it was taken into consideration that the content validity of the scale was
preserved, in other words, there were items related to each teaching principle in the source, which
was used as the basis for the development of the scale, as well as modification suggestions. The first
level CFA fit indices of the scale were found to be acceptable and at the desired level The resulting
structure was tested with the second level DFA and the fit values were found to be at an acceptable
level

The correlation between the factors was calculated within the scope of convergent validity.
There was a significant (p<.01), positive, moderate and high correlation between the factors. The
reliability of the scale was corrected by the internal consistency of the factors and the overall scale,
Cronbach Alpha (o), the results of the two half tests and the correlation values between them, and
the reliability of the scale was determined by the item-total correlation values. The internal
consistency coefficient of the scale was .857 in the "Stimulus Diversity” factor, .883 in the “Process
and Outcome Clarity” factor, .855 in the “Individual Centricity” factor, .834 in the “"Achievement and
Guidance” factor, and .814 in the “Interpretation and Cognitive Readiness” factor. The internal
consistency coefficient obtained for the entire scale was determined as .949. It was revealed that the
correlation between and between the two half test results of the scale was positive, very high and
significant (r=.902; p<.001), while the item-total correlations of the items varied between .660 and
.406.

In this study, a 30-item "Scale for Using General Teaching Principles" scale was developed,
which consists of five sub-dimensions: stimulus variety, process and outcome clarity, individual
centeredness, acquisition and guidance, interpretation and cognitive readiness. The highest score
that can be obtained from the entire scale is 150, and the lowest score is 30. The content validity of
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the scale was ensured by means of item writing, expert opinion and Kappa analysis, taking into
account the general teaching principles, as a result of a wide literature review. The construct validity
of the scale was primarily provided by EFA by testing the data with Kaiser-Meyer-Olkin and Bartlett
tests for the suitability of the data for factor analysis. As a result of EFA using the Promax rotation
technique, it was revealed that the scale consisted of five sub-factors, and these factors overlapped
with the results of the scree-plot plot. The structure and results revealed by EFA were confirmed by
DFA. The relevance and adequacy of the CFA results were supported by acceptable and excellent fit
values. The convergent validity of the scale and the correlation between the factors were calculated.
The reliability of the scale was determined by internal consistency reliability, two-half test reliability,
item-total score correlation reliability types.

Suggestions: “Scale for Using General Teaching Principles” is a measurement tool developed to
measure the level of use of general teaching principles used by teachers working at primary,
secondary and high school levels, according to students' opinions. The values reached regarding the
validity and reliability of this scale show that this scale is a valid and reliable measurement tool with
sufficient psychometric properties to measure the level of teachers' use of general teaching
principles. This measurement tool can be used to measure the level of use of general teaching
principles according to teachers' views.
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Ozet

Genel 6gretim ilkeleri okul 6ncesinden (iniversiteye kadar biitiin dgretim
kademelerinde; bu kademelerde gérev yapan biitiin 6Gretmenler ve dgrenim
gbren blitiin égrenciler tarafindan; égrenme-G6gretme modeli, stratejisi,
yobntemi ve teknigi fark etmeksizin her derste kullandabilir. Bu dogrultuda ilgili
degiskenlerin tamam, dgrenme ve égretme siirecinde genel dgretim ilkelerine
uygun yiiriitilmelidir. Ozetlenen alanyazin ¢calismalart da géstermektedir ki
genel égretim ilkelerini kullanma durumunu / diizeyini belirlemeye dzgii bir
élcege ulastlamamustir. Bu calisma ile “Genel Ogretim llkelerini Kullanma
Olcegi (GOIKO)" gelistirmek amaclanmistir. Calisma grubunu 2020-2021
egitim-6gretim yui ikinci déneminde ortaokul sekizinci sinif diizeyinde
6grenim gdren 672 égrenci olusturmaktadir. Verilerin analizi SPSS 24 ve
AMOS 24 istatistik paket programlart ile yapumustir. Olcegin yapt gecerligini
belirlemek icin promax déndiirme ve AFA yapumustrr. Olcegin AFA'ya
uygunlugu ise Kaiser-Meyer-Olkin (KMO) ve Bartlett’s testi ile belirlenmistir.
Cronbach Alpha katsayist ile 6lcegin biitiiniine ve alt boyutlarina iliskin
hesaplamalar yapidmustir. Ayrica AFA ile ortaya konulan yapi, DFA ile de test
edilmistir. Bu ¢alismanin sonucunda, uyarict cesitligi, siire¢ ve sonu¢ actkligy,
birey merkezligi, kazanim ve rehberligi ile anlamlandirma ve bilissel hazirligt
olmak iizere bes alt boyuttan olusan 30 maddelik bir “Genel Ogretim llkelerini
Kullanma Olcegi” élcegi gelistirilmistir. “Genel Ogretim llkelerini Kullanma
Olcegi” égrencilerin gériislerine gére ilkokul, ortaokul ve lise kademelerinde
gbrev yapan dgretmenlerin genel 6gretim ilkelerini kullanma diizeylerini
6lcmek amacwyla gelistirilmis bir 6lcme aracudir. Gegerlik ve giivenirligine
iliskin ulasllan degerler, bu dlcegin dgretmenlerin genel 6gretim ilkelerini
kullanma diizeylerini 6lcmek konusunda yeterli psikometrik 6zelliklere sahip
gecerli ve glivenilir bir 6lcme aract oldugunu géstermektedir. Bu 6lcme aracy,
6gretmelerin goriislerine gére de genel dgretim ilkelerinin kullanidma diizeyini
6lcmek amacuyla kullandabilir.

Anahtar Kelimeler: Ogretim, ilke, Ogretim llkeleri, Egitim ilkeleri, Olcek
Gelistirme.
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GiRiS

Belli bir alana 06zgl bilgilerin 6grencilere kazandirma sureci veya bir 6gretim programi
cercevesinde bir egitim kurumunda planl, amagh, dizenli ve kontrolli olarak yuritilen
uygulamalara “6gretim” denir (Glines, 2014a). ilke ise sézlik anlami incelendiginde, “temel
dislince, prensip, inang, temel bilgi; davranis kurali, unsur; her tarli tartismanin disinda sayilan
oncll, prensip” olarak tanimlanmaktadir (Turk Dil Kurumu [TDK], 2021). Alanyazinda ilke “prensip,
kural, 8lci” olarak ifade edilebilir. ilke kavrami Kiiciilkahmet (2017) tarafindan amaca ulasmada
dogrulugu ispatlanmis olan, her tirlG sipheden arindirilmis temel dustinceler, kilavuzlar olarak
tanimlanmaktadir. Ogretim ilkeleri “6gretim ve ilke” kelimelerinden olusmaktadir. Bir 6grencinin
belirli bir derste biligsel, duyussal ve devinissel davranislarini istendik yon ve diizeyde degistirmek
icin 6grenme ve 6gretme siirecinde genellikle 6gretmenler tarafindan kullanilan, yol gosterici,
amaca ulasmayi kolaylastirici, degerlendirici, temel fikir olusturucu, takip edilmesi gerekli kurallara
veya rehber ilkelere, genel 6gretim ilkeleri denir (Kizilaslan, 2021; Okudan, 2021; Yesilyurt, 2020).

Egitimin hedeflerine ulasiimasi, 6grenme ve 6gretme siirecinin etkili bir sekilde isletiimesine
baghdir. Bu surecin etkili, islevsel, uygulanabilir ve nitelikli devam etmesi genel 6gretim ilkelerinin
kullanimi ile iliskilendirilmektedir. Clinki genel 6gretim ilkeleri, dgretim programinin ve derslerin
amacina ulasmasinda, 6grenme ve égretim durumlarinin nitelikli isletiimesinde degerlendirmenin
nesnel yapilmasinda, 6gretmen ve 6grencinin gorev ve sorumluluklarini yerine getirmesinde
onemli bir yere sahiptir. Genel &gretim ilkelerine yoénelik alanyazin incelendiginde farkli
isimlendirmelerle karsilasilmaktadir. Bunlar: 6gretim ilkeleri (Klctiikahmet, 2017); cagdas 6gretim
ilkeleri (A¢ikgdz, 2016); 6grenme ve 6gretim ilkeleri (Pala, 2013; Yesil, 2008); genel dgretim ilkeleri
(Taspinar, 2020; Ergiin & Ozdas, 1997) seklinde siralanabilir. Bu isimlendirmelerden “genel 6gretim
ilkeleri” isminin daha kapsayici olmasi, alanyazinda daha fazla kabul gérmesi ve calismanin
amacina daha uygun olmasi bakimindan bu calismada “genel 6gretim ilkeleri” kavrami seklinde
ele alinmistir. Genel 6gretim ilkelerine yonelik alanyazinda yer alan calismalar incelendiginde bu
kavramin (bashgin, icerigin) bazi kaynaklarda yer almadidi, bazi kaynaklarda (Akpinar, 2012;
Demirel, 2007; Karabacak, 2015; Karatekin ve Durmus, 2008; Stinbul, 2011; Tok, 2012; Yesil, 2008)
ise kavrama kisaca deginildigi gortlmektedir. Ancak alanyazin taramasi sonucunda Yesilyurt'un
(2020) calismasinda genel 6gretim ilkelerinin bir bitunlik icerisinde sunuldugu ve bu ilkelerin
Cizelge 1'de yer aldigi sekliyle siralandigi gorilmektedir.

Cizelge 1. Genel 6gretim ilkeleri

Hedeflerden  (amacglardan / kazanimlardan) Aktivite (eylem / is / etkin katilim / yaparak ve

haberdar etme yasayarak 6grenme)

Hedeflere (amaglara / kazanimlara) uygunluk) Aciklik / ayanilik

Cocuga (6grenciye-bireye) gorelik Hayata yakinlik (yasama donuklik / hayatilik)
Ogrencilerin ilgi, ihtiyac ve yetenekleri Aktualite / glncellik
Olgunlasma Transfer / bilginin kullaniimasi
Hazirbulunusluk Bilginin hayata transfer edilmesi
Motivasyon / glidileme Bilginin diger disiplinlere transfer edilmesi

Dikkat cekme iliski kurma / tematiklik

On bilgileri kullanma / uyarma Fazla duyu organina hitap etme

ipucu Teknoloji, arag-gereg kullanimi

Pekistirme / pekistireg Tasarruf / ekonomiklik

Tekrar Butunlik

Bilinenden bilinmeyene Rehberlik

Yakindan uzaga Degerlendirme

Basitten karmasiga / kolaydan zora Geribildirim / donut-dizeltme

Somuttan soyuta Bilgi ve becerinin glivence altina alinmasi

Sosyallik / otoriteye itaat ve 6zgurlik
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Cizelgede yer alan genel 6gretim ilkelerinin; uyaricilar, siirecin ve sonucun seffafligi, 6grenci
merkezli egitime uygunlugu, hedefle ilgisi, bilgilerin anlamlandiriimasi, 6n 6grenmeler ve derse
hazirlik gibi farkli alt/yan baslklar altinda ele alinabilecek nitelikler sergiledigi soylenebilir. Bu
bakimdan anlam, butinlik, iliski, kapsam, uygunluk, islevsellik gibi degiskenler de dikkate alinarak
verilerin faktor analizi bulgularina goére elde edilen faktorler; uyarici cesitligi, slire¢ ve sonug
acikligl, birey merkezciligi, kazanim ve rehberligi, anlamlandirma ve bilissel hazirhgr gibi adlar
altinda ele alinmistir.

Calismanmin Amac

Genel oOgretim ilkeleri okul 6ncesinden Universiteye kadar butin ogretim kademelerinde
kullanilma &zelligini tasimaktadir. Ogrenme-dgretme modeli, stratejisi, ydntemi ve teknigi fark
etmeksizin genel dgretim ilkeleri bu 6gretim kademelerinde yer alan her derste kullanilabilir. Bu
dogrultuda ilgili degiskenlerin tamami, 6grenme ve 6gretme siirecinde genel 6gretim ilkelerine
uygun ydiritilmelidir. Ozetlenen alanyazin calismalari da gdstermektedir ki genel 6gretim
ilkelerini kullanma durumunu / dizeyini belirlemeye 6zgl bir 6lcege ulasilamamistir. Bu
dogrultuda bu calisma ile “Genel Ogretim ilkelerini Kullanma Olcegi (GOIKO)" gelistirmek
amaglanmistir.

YONTEM

Madde Yazim

Olcek maddeleri olusturulurken genel 6gretim ilkeleri dogrultusunda Yesilyurt (2020)
tarafindan belirtilen genel gretim ilkeleri temel alinmistir. Bu kaynagin yani sira “Ogretim ilke ve
Yéntemleri”, "Ozel Ogretim Yéntemleri” gibi konuyla dogrudan ilgili 6gretmenlik meslek bilgisi
ders kitaplarn basta olmak Uzere bu konuya icerik olarak uygun olan bilimsel-akademik kitap,
makale, tez gibi kaynaklardan da (Akpinar, 2012; Demirel, 2007; Erglin & Ozdas, 1997; Gomleksiz,
2018; Glnes, 2014b; Karabacak, 2015; Pala, 2013; Stinbul, 2011; Tok, 2012; Ummanel & Dilek, 2016;
Yesilyurt, 2012) yararlaniimistir. Kapsam gegerligi acisindan maddelerin yaziminda temel alinan
kaynakta yer alan genel 6gretim ilkelerinin tamami dikkate alinarak olgekte kullanilabilecek 78
madde belirlenmistir. Kapsam gecerligi dl¢egi olusturan maddelerin istenilen &zelligi 6lgmede
icerik, nicelik ve nitelik olarak yeterligini ve uygunlugunu gdstermektedir (Blyukoztirk, 2007).
Olcekte yer alan 6gretim ilkeleri icin yazilan maddelerin oransal olarak birbirlerine esit olup
olmamasindan ziyade, ilgili ilkenin kapsamini olusturan 6zellikler dikkate alinmaya calisilmistir. Bu
nedenle madde yaziminda her ilkenin kapsami ve igerigi dikkate alinarak her ilke en az bir, bazi
ilkeler ise birden fazla madde ile yoklaniimaya calisilmistir. Olcedi gelistiren yazarlar bu siireci
takiben belirli araliklarla calisarak anlam, yapi, madde kesisimi veya birlesimi vb. gibi durumlari
dikkate alip 53 maddeden olusan taslak dlcek formu ortaya cikarmistir. Olcekte 5'1i Likert tipi
dereceleme kullanilmistir. Bu dereceleme “Cok sik (5), Sik (4), Ara sira (3), Nadiren (2) ve Hig (1)"
seklinde olusturulmustur.

Uzman Goriigii

Olusturulan taslak form oncelikle iki dilbilgisi uzmaninin goértstine sunulmustur. Alinan
dondtler dogrultusunda ozellikle bir ilke yazilan birden fazla maddenin “yakin anlamli,
birlestirilebilir" seklindeki goris ve oneriler dikkate alinarak 10 madde birlestirilmis, diger
maddeler icin dnerilen diizeltmeler yapilmis ve 48 maddeden olusan bir yeni bir taslak dlcek formu
elde edilmistir. Bu form, calisma konusu alaninda bilgilendirilen g farkl Gniversitede gorev yapan
Uc Ogretim Uyesi ile her birinden birer 6gretmen olmak Uzere ilkokul, ortaokul ve lise
kademelerinde gdrev yapan U¢ 6gretmenin, toplamda alti uzmanin gorisiine sunulmustur.
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Uzmanlara gonderilen formda her bir maddenin yaninda “Uygundur, aynen kalsin”, “"Uygundur
ancak dizeltilmelidir ve 6nerim sudur: ...", "Uygun degildir, ¢ikariimalidir” bélimleri yer almis ve
bu seceneklerinden birini se¢meleri istenmistir. Uzmanlar arasindaki uyumun guvenirligini
saglamak amaciyla Kappa analizi yapilmis, uzmanlar arasindaki uyum orani .81 temel alinmistir.
Landis ve Koch'a (1977) gore .81-1.00 “cok iyi diizeyde uyum” diizeyini gostermektedir. “"Uygundur
ancak dizeltilmelidir ve dnerim sudur:..” seklinde goris bildirilen maddeler anlasilirliginin artmasi
icin oneriler de dikkate alinarak gerekli degisiklikler yapilarak 39 maddelik bir deneme formu
olusturulmustur. Bu deneme formu Antalya'nin Serik ilcesindeki bir ortaokulda sekizinci sinif
dizeyinde 6grenim goren 20 kisilik bir gruba uygulanmis, dénitlere gore kullanishlik agisindan

bazi bicimsel duzeltmeler yapilmistir.
Calisma Grubu

Calisma grubunu 2020-2021 egitim-6gretim yil ikinci déneminde ortaokul sekizinci sinif
diizeyinde 6grenim goéren 672 dgrenci olusturmaktadir. Olcegin deneme formunun aciklayici
faktdr analizi (AFA) Erzurum ili Palandéken ve Tortum ilce Milli Egitim Midirliigine bagh ortaokul
sekizinci sinif diizeyinde 6grenim géren 301 6grencinin (Okudan, 2021); dogrulayici faktor analizi
(DFA) ise yine ayni akademik yil ve dénemde Kahramanmaras ili Géksun ve Elbistan ilge Milli Egitim
Midirligiine bagl ortaokul sekizinci sinif diizeyinde 6grenim gdren 371 6grencinin (Kizilaslan,
2021) verileri Gzerinden islem yapilmistir. Alanyazinda, DFA'nin AFA'dan farkli bir calisma grubuna
uygulanmasinin daha dogru bir yaklasim oldugu vurgulanmaktadir (Fabrigar ve dig., 1999).
Guvenirlik, gegerlik, AFA ve DFA analizleri icin calisma grubunun blylkligi konusunda farkl
oOlcutler yer almaktadir. Bu sayinin Tavsancil’a (2006) gdre 200 ve Uzerinde, Balci'ya (2011) gore
madde sayisinin birka¢ kati buyukliginde olmasi onerilirken genel olarak 6lgek gelistirme
strecinde calisma grubu buyikliga icin madde sayisinin 5 veya 10 katinin yeterli oldugu ileri
strtlmektedir (Bryman & Cramer, 2001; Akt: Secer, 2015). Calisma grubunun arastirmanin amaci
ve istatistiksel ¢ozimleme icin uygun oldugu soylenebilir.

Cizelge 2: Calisma grubunun demografik 6zellikleri

AFA Calisma Grubu DFA Calisma Grubu
ilce n % ilce n %
Tortum 11 3,7 Goksun 39 10,5
Paland®ken 290 96,3 Elbistan 332 89,5
Cinsiyet n % Cinsiyet n %
Kiz 170 56,4 , | Kiz 239 64,4
Erkek 131 43,5 Erkek 132 35,6
Okul Kodu n % Okul Kodu n %

1 16 53 1 39 10,5
2 31 10,3 2 161 43,4
3 51 16,9 3 41 11,1
4 55 18,3 4 37 10,0
5 10 33 5 71 19,1

6 127 42,2 6 22 5.9

7 11 3,7

Toplam 301 100,0 Toplam 371 100,0

Verilerin Analizi

Olgegin yapi gegerligini belirlemek igin promax déndiirme ve AFA yapilmistir. Dik ve egik
olmak Uzere iki tir dondiirme ydntemi bulunmaktadir. Dik dondirmede daha ¢ok varimax, egik
dondirmede ise daha ¢ok promax tercih edilmektedir. Egik dondirme yontemde faktorler
birbiriyle iliskilidir, temel amag arastirmaci elindeki veriyle en uygun ¢6zimil elde etmektir.
Arastirmaci elindeki veriyle en uygun ¢6zimu elde etmek isterse egik dondirmeyi tercih edebilir
(Cokluk, Sekercioglu & Buyiikoztiirk, 2016; Kline, 2011; Tabachnick & Fidell, 2013). Ote yandan
arastirmanin sosyal bilimler alaninda yapilmasi sebebiyle faktorler arasinda iliski olabilecegi
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varsayllmistir. Tabachnick ve Fidell (2013) dik ve egik déndirmeye karar verirken istenilen sayida
faktor ile egik dondirme yapilarak faktorler arasindaki korelasyona bakmanin ve korelasyonlar
.32'yi asarsa egik rotasyonu tercih etmenin daha dogru yol oldugunu ifade etmislerdir. Olcegin
AFA'ya uygunlugu ise Kaiser-Meyer-Olkin (KMO) ve Bartlett's testi ile belirlenmistir. Glvenirlik
kestirme yontemlerinden biri olan i¢ tutarlik katsayisini veren Cronbach Alpha katsayisi ile dlcegin
butiinlne ve alt boyutlarina iliskin hesaplamalar yapilmistir. Ayrica AFA ile ortaya konulan yapi,
DFA ile de test edilmistir. Analizde faktor ylkleri en az .30 olarak belirlenmistir (Blytkoztiirk, 2007).
Verilerin analizi SPSS 24 ile AMOS 24 istatistik paket programlari ile yapilmistir.

BULGULAR VE TARTISMA

Bu kisimda ¢alismanin bulgulari istatistiksel islem sirasina gére sunulmustur.
1. Gegerlige iliskin Bulgular

1.1. Kapsam Gecerligi: Olcegin kapsam gecerligi icin “Bu 6lcekte yer alan maddeler
dlcilmek istenen davranisi tam olarak yansitiyor mu?” sorusundan hareket edilmistir. Ozellikle
uzman gorusleriyle 6l¢egi olusturan maddelerin istenilen 6zelligi 6lgmede icerik, nicelik ve nitelik
olarak yeterligini ve uygunluguna dikkat edilmistir (Blyukoztirk, 2007). Uzmanlar arasindaki
uyumun guvenirligini saglamak amaciyla Kappa analizi yapiimistir. Kappa analizinde, eger iki
degerlendirici/puanlayici arasindaki uyum olciliyorsa Cohen Kappa katsayisi kullanilir (Kilig,
2015). Uzmanlar Ugerli olarak (6gretim Uyesi ve 6gretmen) seklinde iki gruba ayrildigi icin Cohen
Kappa katsayisi hesaplanmistir. Analiz sonucu uyum degerleri 6gretim Uyeleri arasinda .85
ogretmenler arasinda .89 olarak bulunmustur. Bulgunun yorumlanmasinda Landis ve Koch
(1977)'un sundugu .81-1.00 (cok iyi diizeyde uyum) referans olarak kabul edilmistir. “Uygundur
ancak duzeltilmelidir ve 6nerim sudur...” seklinde goris bildirilen maddeler anlasilirhginin artmasi
icin Oneriler de dikkate alinarak gerekli degisiklikler yapilmistir. Kapsam gecerlik oranlari
hesaplamalari dogrultusunda 6lcekten her bir ilke icin en az birer madde olmasina dikkat edilerek
bazi maddeler cikartiimis ve 39 maddelik bir deneme formu olusturulmustur.

1.2. Yapi Gegerligi: Faktor analizine baslamadan 6nce verilerin uygunlugunu saptamak
(Tavsancil, 2006) igin verilerin vyeterligi Kaiser-Meyer-Olkin (KMO) testiyle sinanmistir.
Buyukozturk'e (2007) gore KMO sonucunun ,60'dan bulylk olmasi ve Bartlett testinin anlamli
¢ikmasi veri setinin faktor analizi icin uygun oldugunu gdsterir. Kalayci (2006) ve Tavsancil’a (2006)
gore KMO degerinin .90 ve lGzerinde olmasinin verilerin faktdr analizi icin mikemmel bir sonug
oldugunu ortaya koymaktadir. Verilerin analizi sonucunda 6lgegin KMO degerinin .938 oldugu
belirlenmisti. Hem KMO degeri hem de Bartlett Sphericity testinden elde edilen sonuglar
(x2=5984,135, df=741, p=,000) verilerin faktor analizi yapmaya uygun ve c¢alisma grubu
bilyukligunln de yeterli olduguna isaret etmektedir (Kulaksizloglu ve dig., 2003; Askar & Donmez,
2004; Field, 2005).

1.2.1. Agiklayict Faktér Analizi: Faktor analizi, cok sayida birbiriyle iliskili degiskeni bir araya
getirip daha az sayida iliskisiz ve kavramsal bakimdan anlamli yeni faktorler ortaya ¢ikarmayi
hedefleyen bir analizdir. Faktdr analizi, 6l¢cek maddelerinin 6l¢tigl ve faktor olarak adlandirilan
yapilar ortaya c¢ikarmak amaciyla kullanilmaktadir (Balci, 2011; Buyukoztirk, 2007). Bu analizde
ayni yapiyl dlcmeyen maddelerin disarida birakilmasinda ve faktor sayisina karar verilmesinde
faktdr ylik degeri, 6z deger ve iki faktor yiiki arasindaki fark élcit alinmaktadir. Oz degeri 1 veya
daha yiksek olan maddeler énemli faktorler, agiklanan varyans oraninin yiiksek olmasi ise ilgili
yaplyi iyi olctiginin gostergesi kabul edilmektedir. Genel kabul acisindan faktoriin tanimladigi
maddeyi 6l¢mesi icin ilgili faktorle iliskisini gosteren faktor yik degerinin ,45'in Gzerinde olmasi
gerekir. Fakat madde sayisi az olan durumda ylk degeri ,30'a kadar gekilebilir (Blylkoztlrk, 2007).
Bu calismada da faktér yiik degeri ,30 olarak temel alinmistir. Ote yandan bir faktériin kararli
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olabilmesi icin en az li¢ maddeden olugsmasi gerekmektedir (Buyukdztirk, 2007; Fabrigar ve dig.,
1999; Karaman, 2015). Olcegin alt boyutlarinin 6z degerleri ve acikladiklari varyans yiizdeleri ise
Cizelge 3'te verilmistir. AFA sonucunda ve yukarida verilen 6lgltler dogrultusunda iki maddesi
¢ikarilan o6lcek, 6z degeri 1'den biyik alti bes faktorden olusmustur. 37 maddelik 6lgekteki bes
faktorin agikladigr toplam varyans %54,354'tar.

Cizelge 3: Olcegin alt faktorlerinin 6z degerleri ve acikladiklart varyans yiizdeleri

Faktor Baslangic Oz Degerleri Faktor Yiikleri Kareler Toplami
(Initial Eigen Values) (Extraction Sums of Squared Loadings)
Toplam Acikladigr Kumalatif Agiklanan Toplam  Acikladigi Kumdalatif Agiklanan
Varyans (%) Varyans (%) Varyans (%) Varyans (%)
1 13,782 35,338 35,338 13,782 35,338 35,338
2 3,408 8,739 44,077 3,408 8,739 44,077
3 1,580 4,051 48,128 1,580 4,051 48,128
4 1,284 3,293 51,421 1,284 3,293 51,421
5 1,144 2,933 54,354 1,144 2,933 54,354

Genel olarak maddelerin faktor yikleri ,709 ile ,365 arasinda degismektedir. Promax (25)
eksen dondirmesi gerceklestirilen 6lcegin AFA sonucunda 6lgek 37 madde ve bes faktorll yapida
olusmustur. Olgek gelistirme siirecinde faktér sayisina karar vermede kullanilan bir diger yéntem
ise “Scree Testi” olarak adlandirilan grafik testidir. Bu testte grafikteki bilesenlerden fark edilir
diklesmenin basladigi noktadan itibaren 1'in lzerinde 6z degeri olanlar dlcege dahil edilir
(Thompson, 2004). Scree-plot grafiginden 6lcedin 6z degeri 1 ve yukar olan diklesmeye
bakildiginda dlcegin bes faktorli bir yapida oldugu goérilmektedir. Kisaca bilesenlerin 6z degeri
ve Scree-plot grafigi sonuclari birbiriyle 6rtismektedir.

Scree Plot
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Sekil 1: Faktdr yapist dagilimt gizelgesi (yamac grafigi / scree plot)

Faktor analizi sonucu elde edilen promax yontemi ile dondirilmus bilesenler matrisi
Cizelge 4'te gosterilmistir. Analiz sonuclarina gore; “uyarici gesitligi” faktériinde dokuz madde yer
almakta ve maddelerin faktor ylik degerleri .850 ile .496 arasinda; “slre¢ ve sonug agiklig”
faktoriinde sekiz madde yer almakta ve maddelerin faktor yik degerleri .800 ile .454 arasinda;

o oen

“"birey merkezligi” faktoriinde yedi madde yer almakta ve maddelerin faktor ylik degerleri .846 ile
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.373 arasinda; "kazanim ve rehberligi” faktoriinde sekiz madde yer almakta ve maddelerin faktor
yik degerleri .944 ile .326 arasinda; “anlamlandirma ve bilissel hazirlig1” faktériinde bes madde yer
almakta ve maddelerin faktor yik degerleri .742 ile .449 arasinda degismektedir.

Cizelge 4. Olcegin faktor analizi sonuclart / déndiiriilmiis bilesenler matrisi

Faktorler ve Yiik Degerleri

Faktor Madt.:!e Sireg ve . Anlamlandirma
M.N. Faktor Uyarici Birey Kazanim ve .
Adi viki - Cesitigi °O™S  Merkezlig Rehberligi ve Bilissel
Acikhg Hazirligi
M31 ,709 ,850
_ M28 ,668 ,821
Hey M27 ,608 775
% M22 ,597 ,698
el M16 ,702 ,663
§ M32 ,365 ,555
2> M29 407 ,545
M11 ,567 ,497
M19 481 ,496
M24 ,596 ,800
g M26 ,508 ,683
g _ M30 ,598 ,582
w O
° = M39 ,498 ,554
- Z M36 579 501
(]
5 M37 ,563 492
v M20 ,600 ,483
M33 516 ,454
- M4 ,627 ,846
= M6 ,582 ,798
£ M5 ,603 735
< M8 ,505 ,542
> M34 542 ,505
= M10 ,528 ,425
M23 457 373
M1 ,684 944
M2 ,602 ,847
S M9 534 ,535
E E M3 ,498 ,525
Sz M25 ,523 ,454
S & M38 ,554 ,354
M35 ,648 ,336
M17 ,546 ,326
, M12 607 ,742
c o -
8 >g® M13 615 ,623
ES Q=
EEZSR M18 ,631 ,563
R M14 577 ,455
M7 ,609 ,449

1.2.2. Dogrulayict Faktor Analizi: Kurgulanan 6lcim modelini denemek ve AFA sonuglarini
dogrulamak amaciyla DFA’dan yararlaniimistir. DFA'da denenen modelin yeterliligini belirlemek
icin uyum indeksleri kullaniimaktadir. Uyum indekslerine iliskin 6lcutler tartismali bir konudur
(Wetson & Gore, 2006; Akt: ilhan & Cetin, 2014). Konuyla ilgili olarak genel kabul géren uyum
indeks degerleri asagidaki cizelgede yer aldigi sekliyle kabul edilmektedir (Schermelleh-Engel vb.,
2003; Schumaker & Lomayx, 2004; Bryne, 2010; Akt: Bayram, 2010).

Cizelge 5. Uyum indekslerine iliskin miikemmel ve kabul edilebilir uyum degerleri

Uyum indeksleri iyi Uyum Kabul Edilebilir Uyum
Xe/sd 0< X%/sd <2 2<X/sd<3

GFI 0,95<GFI<1,00 0,90<GFI<0,95

CFI 0,97<CFI<1,00 0,95<CFI<0,97
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NFI 0,95<NFI<1,00 0,90<NFI<0,95
AGFI 0,90<AGFI<1,00 0,85<AGFI<0,90
RMSEA 0<RMSEA<0,05 0,05<RMSEA <0,08
SRMR 0<SRMR<0,05 0,05<SRMR<0,10

DFA, birinci dizey ve ikinci diizey DFA ile gergeklestirilmistir. Yapilan birinci diizey DFA
sonucunda X2/sd, RMSEA ve SRMR uyun indekslerinin kabul edilebilir uyum degerinde oldugu,
digerlerinin ise kabul edilebilir orandan disiuk oldugu goérilmustir. Modifikasyon &nerileri
dogrultusunda “uyarici cesitli”, “stire¢ ve sonug acikligi” ile “anlamlandirma ve bilissel hazirhgi”
faktorlerinden birer madde; "birey merkezligi” ile “kazanim ve rehberliginden” ikiser madde
disarida  birakilmis ayrica ¢ faktérde vyer alan ikiser maddenin modifikasyonu
(iyilestirmesi/diizeltmesi) yapiimistir. Maddeler disarida birakilirken modifikasyon dnerilerinin yani
sira 6lcegin gelistiriimesinde temel alinan kaynakta yer alan her bir 6gretim ilkesiyle ilgili madde
olmasina yani 06lgegin kapsam gegerliginin korunmasina dikkat edilmistir. Sekil 2'den de
gorildigu lzere birinci diizey DFA uyum indekslerinin istenilen veya kabul edilebilir diizeyde
oldugu soylenebilir.
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Chi squared=967,354 df=382 p=,000 x2/sd=2 468
Standardized estimates
GFI=,912 CFI=,965 NFI=907 AGFI=2851 RMSEA=083 SRMR=056

Sekil 2. Birinci diizey dogrulay:ct faktor analizi ve bes faktér modeli

Olcegin ikinci diizey DFA sonucunda uyum degerlerinin birinci diizey DFA sonuclarina cok
yakin oldugu sadece iki uyum indeksin (AGFI ve NFI) kabul edilebilir oranin ¢ok az altinda kaldigi
tespit edilmistir. Modifikasyon onerileri dogrultusunda “siire¢ ve sonug acikhgi” faktériinde yer
alan iki maddenin modifikasyonu (iyilestirmesi/diizeltmesi) yapilmistir. Bu modifikasyon
sonucunda, ikinci diizey DFA sonuglari dikkate alindiginda élcegin fit degerlerinin kabul edilebilir
diizeyde oldugu gorilmektedir. Dolayisyla birinci ve ikinci dlizey DAF fit bulgularina gére 6lgegin
yap! gegerliginin saglandigi s6ylenebilir.
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Chi squared=1023,151 df=396 p=,000 x2/sd=2,584

Standardized estimates
GFI1=,907 CFI=,958 NFI=916 AGFI=,855 RMSEA=,065 SRMR=,058

Sekil 3. jkinci diizey dogrulayct faktér analizi modeli

eve

1.3. Uyum Gecerligi: Es zamanl gelistirilen Olcekten ulasilan puanlarla, belirlenen &lgut
arasindaki korelasyon, uyum gecerliginin bir gostergesi olarak degerlendirilir (Carmines & Zeller,
1982). Uyum gecerligi kapsaminda faktorler arasindaki korelasyon hesaplanmistir. Uyum gecerligi
agisindan bagimli (gizil, endojen) degiskenler arasindaki korelasyonu belirmek icin Pearson
korelasyon teknigi kullaniimistir. Korelasyon, iki degisken arasindaki iliskinin diizeyini, miktarini ve
yonlnu agiklamaktadir (Blyukoztirk, 2007). Korelasyon katsayisinin gostergesi olan r degerleri
sOyle yorumlanmistir: r=.90-1.00 c¢ok ylksek, r=.70-.89 ylksek, r=.50-.69 orta, r=.26-,49 zaylf,
r=.00-.25 ¢ok zayif diizeyde iligki vardir (Sungur, 2007). Cizelge 6'dan da goriilecegi tizere faktorler

Genel

Ogretim
likeleri

arasinda anlamli, pozitif ydnde, orta ve yiiksek diizeyde bir iliski bulunmaktadir.

Cizelge 6: Faktérler arasindaki korelasyon matrisi

Siireg ve Sonug Birey Kazanim ve Anlamlandirma ve
Acikhg Merkezligi Rehberligi Bilissel Hazirhgi

Uyaria Cesitligi ' 622 559 671 587

y stthgt ,000 ,000 ,000 ,000

. U ,694 ,802 ,701

Siireg ve Sonug Acikligi b 1000 1000 1000

. AU ¢ 737 798

Birey Merkezligi b 1000 000

iee T 722

Kazanim ve Rehberligi 0 000

p<.07** r: Korelasyon diizeyi p: Anlamllik diizeyi
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2. Giivenirlige iliskin Bulgular

Es zamanli olarak 6lcek maddeleri arasindaki tutarliligin ya da 6lgeklerin tutarli 6l¢im yapip
yapmadiginin tespit edilmesi gerekmektedir. Bu amagla sosyal bilimlerde i¢ tutarhlik givenirligi
fazla kullaniimaktadir (Cinkir, Kurum & Yildiz, 2021). i¢ tutarllik giivenirligi élcek maddelerinin
kendi aralarinda tutarliliga sahip olmadigini sinamak amaciyla uygulanmaktadir (Gurbiiz & Sahin,
2018). i¢ tutarllik glvenirliginin géstergesi olan Cronbach Alpha () degerinin ,80 ve (zerinde
olmasi yulksek derecede gulvenilir bir 6lgek oldugunu (Kayis, 2006), iki yari test glvenirligi
arasindaki korelasyonun ,90 ve lizerinde olmasi yiksek diizeyde iligkiyi (Sungur, 2007) ve madde-
toplam puan korelasyonunun ise ,30'un Uzerinde olmasi ise maddelerin bireyleri iyice ayirt
ettiginin bir gdstergesidir (Blylikoztirk, 2007). Olcegin glivenirligi faktérlerin ve dlcegin genelinin
ic tutarliklar Cronbach Alpha (o), iki yar test sonuglar ve arasindaki korelasyon degerleri ile
diizeltilmis madde toplam korelasyon degerleri élcegin giivenirlik derecesi belirlenmistir. Olcek
maddelerinin ikiye bélinmesinde maddeler sirayla, bir bakima yansiz olarak birinci ve ikinci gruba
atilmis ve analiz sonuglar Cizelge 7'de gdsterilmistir.

Cizelge 7. Olcegin giivenirlik analiz sonuglart

Genel Ogretim ilkeleri Olcegi i¢ Tutarlilik Katsayilan

Faktor Adh Madde Sayisi Cronbach Alpha
1 Uyarici Cesitligi 8 ,857
2 Surreg ve Sonug Acikligi 7 ,883
3 Birey Merkezligi 5 ,855
4 Kazanim ve Rehberligi 6 ,834
5 Anlamlandirma ve Bilissel Hazirlig 4 814
Olgegin Geneli 30 /949

190

Olgegin iki Yani Test Sonuglari ve Arasindaki Korelasyon Matrisi

Madde Cronbach ; ss Spearman Brown Korelasyon

Yari Testler Sayisi Alpha Sonuclari
r p n
Jine g raddeles s s aose g %2 o0 a7
Olgegin Diizeltilmis Madde Toplam Korelasyon Degerleri
Faktor Adi MN MTK Faktor Adi MN MTK
11 547 4 ,588
16 406 6 ,606
19 /540 Birey Merkezligi 8 D77
22 ,501 10 ,623
Uyarici Cesitligi 27 610 34 612
28 ,548 1 495
29 ,578 3 ,649
32 492 17 612
20 516 Kazanim ve Rehberligi 25 584
24 ,638 35 ,632
26 611 38 ,582
Siireg ve Sonug Acikligi 30 /553 7 575
33 ,630 13 613
36 620 Anlamlandirma ve Bilissel Hazirlg 14 618
39 572 18 ,660

r: Korelasyon katsayisi, **p<,01 (anlamlilik deg.), n: Kisi sayis, MTK: Madde Toplam Korelasyonu
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Gizelge 7'den gorilecegi lzere Olcedin ig tutarlilik katsayisi “Uyarici Cesitligi” faktorinde
.857, "Suireg ve Sonug Acikhigl” faktériinde .883, “Birey Merkezligi” faktoriinde .855, “Kazanim ve
Rehberligi” faktériinde .834, “Anlamlandirma ve Bilissel Hazirhgi” faktériinde .814 olarak ortaya
cikmistir. Olcegin tiimi icin elde edilen ic tutarlik katsayisi ise .949 olarak belirlenmistir. Olcegin
iki yar test sonugclari ve arasindaki korelasyonun pozitif yonli, ¢ok yiksek ve anlamh (r=,902;
p<,001), maddelerin madde toplam korelasyonlarinin ise .660 ile .406 arasinda degistigi ortaya

cikmistir.

SONUG VE ONERILER

Bu calismada, uyarici gesitligi, stire¢ ve sonug agikligi, birey merkezligi, kazanim ve rehberligi ile
anlamlandirma ve bilissel hazirligi olmak Uzere bes alt boyuttan olusan 30 maddelik bir “Genel
Ogretim ilkelerini Kullanma Olcegi” 6lcegdi gelistirilmistir. Olcekten elde edilecek en yiiksek puan
150, en disik puan 30'dur. Olcegin kapsam gecerligi genis bir alanyazin taramasi sonucunda
genel 6gretim ilkelerini tamami dikkate alinarak madde yazimi, uzman gorisi ve Kappa analiziyle
saglanmistir. Verilerin faktor analizine uygunlugu KMO ve Bartlett testleriyle sinanarak dlgegin yapi
gecerligi 6ncelikle AFA ile saglanmistir. Promax déndirme teknigi kullanilarak AFA sonucunda
Olcegin bes alt faktorden olustugu ortaya ¢ikmis ve bu faktorler scree-plot grafigi sonuclariyla da
Ortismustir. AFA ile ortaya cikan yapi ve sonuglar DFA ile dogrulanmistir. DFA sonuglarinin
uygunlugu ve yeterligi kabul edilebilir ve mikkemmel uyum degerleriyle desteklenmistir. Olcegin
uyum gecerligi, faktorler arasindaki korelasyon hesaplanmistir. Olcegin giivenirligi ise ic tutarhlik
glvenirligi, iki yari test gulvenirligi, madde-toplam puan korelasyonu guvenirlik tlrleriyle
belirlenmigtir. Olcekte yer alan maddelerin faktér ve genel égretim ilkelerine gore dagilimi
soyledir:

Uyarict Cesitligi: M11: Dikkat cekme; M16: Pekistirme / pekistire; M19: Yakindan uzaga;
M22: Aktivite & Sosyallik; M27: Aktualite / glincellik; M28: Transfer & Fazla duyu organina hitap
etme & Aktivite; M29: Bilginin diger disiplinlere transfer edilmesi; M32: Somuttan soyuta &
Teknoloji ve arag-gerecg kullanimi.

Stire¢ ve Sonug Actkligi: M20: Basitten karmasiga; M24: Aciklik / ayanilik; M26: Aktlalite /
glincellik; M30: iliski kurma / tematiklik; M33: Tasarruf / ekonomiklik; M36: Degerlendirme; M39:
Bilgi ve becerinin glivence altina alinmasi.

Birey Merkezligi: M4: Ogrencilerin ilgi, intiyac ve yetenegi; M6: Ogrencilerin ilgi, ihtiyac ve
yetenegi & Dikkat cekme; M8: Olgunlasma; M10: Motivasyon / glidileme; M34: Butlnlik.

Kazanim ve Rehberligi: M1: Hedeflerden haberdar etme; M3: Hedeflere gorelik / uygunluk;
M17: Tekrar; M25: Somuttan soyuta & Hayata yakinlk / hayatilik; M35: Rehberlik; M38: Geribildirim
/ dénut ve dizeltme.

Anlamlandirma ve Bilissel Hazirligi: M7: Ogrencilerin ilgi, ihtiyac ve yetenegi &
Hazirbulunusluk; M13: On bilgileri kullanma-uyarma & Hazirbulunusluk; M14: ipucu; M18:
Bilinenden bilinmeyene.

v ey

“Genel Ogretim ilkelerini Kullanma Olgegi” d6grencilerin gériglerine gére ilkokul, ortaokul
ve lise kademelerinde gorev yapan dgretmenlerin genel 6gretim ilkelerini kullanma dizeylerini
olgmek amaciyla gelistirilmis bir 6lgme aracidir. Gegerlik ve gtvenirligine iliskin ulasilan degerler,
bu 6lcegin 6gretmenlerin genel 6gretim ilkelerini kullanma dizeylerini 6l¢mek konusunda yeterli
psikometrik ozelliklere sahip gecerli ve glvenilir bir dlgme araci oldugunu gdstermektedir. Ek
olarak asagida verilen 6l¢me araci, 6gretmelerin gorislerine gore de genel 6gretim ilkelerinin
kullanilma diizeyini 6lgmek amaciyla kullanilabilir.
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EK:
Genel Ogretim Ilkelerini Kullanma Ol¢cegi (GOIKO)
M.N. Madde Adi

11 Ogretmenim derslerde ilgi ve dikkat cekici soru, fikra, 6rnek, sekiller vb. yer verir.

16 Basaril oldugumda 6gretmenim alkislatma, kalem, cikolata, aferin, tebrik ederim, bekledigim cevap,
gibi 6duller verir.

19 Ogretmenim derslerde 6nce yasadi§imiz zamandan, kendimden ve yakin cevremden; sonra uzak
zamandan ve cevrelerden drnek verir.

22 Ogretmenim derslerde arkadaslarimla calismam icin ortak etkinlikler yaptirir.

27 Ogretmenim derslerde giincel konulara (bulus, icat, teori, haber vb.) yer verir.

28 Ogretmenim yasamimda karsilastigim durumlara uygun &dev, etkinlik, deney, arastirma yaptirir.

29 Ogretmenim, 6grendigim bazi konular baska derslerin konulariyla iliskilendirir.

32 Ogretmenim derslerde bilgisayar, projeksiyon, harita, model, poster gibi cesitli arac-gerecler kullanr.

Uyarici Cesitligi

20 Ogretmenim konuyu islerken kolaydan baslayarak gittikce zorlasan soru veya érnekler verir.

24  Ogretmenim dersleri anlagilir kelimelerle, ciimlelerle, érneklerle isler.

26 Ogretmenim derslerde LGS ve deneme sinavi sorulari ile benzer sorular/problemler sorar.

30 Ogretmenim &nceki konular ile yeni konular arasinda baglanti, iliski kurar.

33 Ogretmenim dersleri planlanan zamanda isler.

36 Ogretmenim basarimi degerlendirirken sinavlarin yaninda projeleri, etkinlikleri, derse katiimi vb.
dikkate alir.

39 Ogretmenim derslerde calismamim karsihgi olan, hak ettigim notlari verir.

Siire¢ ve Sonug Acikhig

Ogretmenim derslerde disinmemi, iliski kurmami, farkli agilardan bakmami vb. saglayan

4 etkinliklere, sorulara veya problemlere yer verir.

6 Ogretmenim derslerde konularla ilgili farkli problem, soru, durum, érnek verir.

8 Ogretmenim konulari, derste veya tekrar ettigimde 6grenecegim sekilde isler.

10 Ogretmenim derse katilmam, calismam ve égrenmem icin heveslendirir.

34 Ogretmenim basanili, saglikli, becerikli, ahlakly, iyi insan olarak yetismem icin caba sarf eder.

Birey Merkezligi

1 Ogretmenim derslerde neyi, nicin 6grenecedimi (konulari / hedefleri / amaclari / kazanimlari) séyler.
3 Ogretmenim sdyledigi kazanimlara (amaclara / hedeflere) ulastirir.
17  Ogretmenim dersin sonunda konuyu kisaca ézetler.
25 Ogretmenim islenen konular giinlik yasantimda kullandigim nesne ve arag-gereclerle iliskilendirir
veya Orneklendirir.
35 Ogretmenim ihtiyag, ilgi ve yeteneklerimi dikkate alarak yol gosterir.
38 Ogretmenim sinav, deneme, quiz, proje, etkinlik gibi degerlendirme sonuclarini paylasarak

yanlislarimi diizeltir veya eksiklerimi tamamlar.

Kazanim ve Rehberligi

7  Ogretmenim, varsa dnceki bilgilerimdeki yanlislari diizeltir veya eksiklerimi giderir.

13 Ogretmenim derslerde yeni konularla baglantili olan temel (6nceki) bilgilerimi hatirlatir.
14  Ogretmenim yaparken zorlandigim soru ve etkinliklerde ipucu verir.

18 Ogretmenim yeni konulari islerken dnceki 6grendiklerimle yeni konu arasinda iliski kurar.

Anlamlandirma ve Biligsel Hazirhgi
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Abstract

A great importance is given to English Language Teaching all over the world
because of several reasons. However, it was found that there is a need for
studies to evaluate teaching English in the literature. Thus, this study aimed
to evaluate the effectiveness of English language instruction based on the
ASSURE model. The acronym ASSURE stands for six basic stages; 1. Analyze
learners, 2. State objectives, 3. Select media and materials, 4. Utilize media
and materials, 5. Require learner participation and 6. Evaluate and revise.
The research was structured in an embedded design, one of the mixed
research method. While the quantitative phase of the study was designed as
a quasi-experimental model, the qualitative phase was designed as a case
study. Selected with multi-stage sampling method, two of the seventh grade
classes of a school in Aydin Province in the spring semester of the 2018-2019
academic year were assigned as the experimental group and the control
group. The "Environment" unit of the experimental group was adapted
according to the ASSURE instructional design model. It was examined
whether there was a statistically significant difference between the change in
English pre-test and post-test success scores of the experimental group and
the control group. In addition, a questionnaire consisting of open-ended
questions about instructional design was applied to the students o examine
the effectiveness of instructional design where the qualitative data were
analyzed using content analysis technique. According to the findings,
students generally enjoyed the activities and materials; however, they had
difficulties especially in activities such as reading texts and verbal question-
answer activities. In conclusion, the lessons prepared according to the
ASSURE model were found to be successful in general by the students, and
the objectives were achieved. Thus, some recommendations were made for
the lesson to be more effective and efficient.

Keywords: The ASSURE model, English language teaching, Evaluation of
instruction.
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INTRODUCTION

There are many languages spoken by different nations around the world; however, the use of
some languages crosses the borders and assumes a universal language identity according to the
purpose of use. The most prominent of these languages is English. Knowing English is of vital
importance in our age, where human relations and communication have gained an
intercontinental dimension (Celce-Murcia, Brinton & Snow, 2014). Moreover, learning English as
a foreign language is the one of the primary actions of people desiring to change their lives
(Maxom, 2009). In Turkey, as in many countries, great importance is attached to English education.
Thus, great efforts are made to learn English; however, it is thought that the desired level cannot
be reached in English education (Demirel, 2012). Therefore, effective lessons should be designed
for teaching English (I.S.P. Nation & Macalister, 2010, Richards, 2017).

Although the concepts of instructional design and curriculum development refer to two
separate processes, they are related to each other. This situation creates similarities and
differences with each other and, therefore, leads to confusion about the boundaries of the two
concepts. “Curriculum” is more concerned with what to teach, while “instruction” is concerned
with how to teach. Thus, it can be thought that curriculum development is the processes carried
out to determine what will be taught, that is, what the learning goals and objectives will be, and
instructional design is the processes carried out to determine how these goals will be gained (Fer,
2011). Instructional design includes mapping out for the planning, development, evaluation and
maintenance of instructional processes to increase learners' performance and competence (Seels
& Glasgow, 1998). There are design models developed by different designers in accordance with
their opinions (Gagne, Wager, Golas & Keller, 2005). Each model contributes a lot to educational
needs, purposes and settings (ibrahim, 2015). The main well-known instructional design models
are ADDIE, the Smith and Ragan model, the Dick, Carey and Carey model, the ARCS model of
motivation, The Seels and Glasgow ISD model, The Morrison, Ross and Kemp model and the
ASSURE model.

ADDIE: ADDIE, which is a short name formed by the first letters of the words “Analyze,
Design, Develop, Implement, Evaluate”, is not actually a model; it contains the main components
of general instructional design models. It expresses a systematic approach to instructional design
(Branch, 2009). There is no universally agreed-upon order of stages in ADDIE; it is at the discretion
of the instructional designers that which stage will take place in which order or whether repeated
transitions and flashbacks will be made between the stages.

The Smith and Ragan Model: The Smith and Ragan model is a design model based on a
pragmatic approach on the basis of the systems approach and explains instructional design and
learning accordingly. According to Smith and Ragan (1999), the instructional design process
begins with the "analysis” of performance goals. This is followed by the organization of
instructional “strategy”, and the final stage is the “evaluation” process.

The Dick, Carey and Carey Model: Dick, Carey and Carey (2010)'s step-by-step design
model includes a series of events and phenomena in which the designer determines learning goals
and instructional strategies to achieve these goals. There are 10 components in that model related
to each other directly.

The ARCS Model of Motivation: Keller (1987) says that he aims to create a systematic and
useful approach that does not ignore the motivation component in instructional design. In order
to achieve this goal, he transformed the instructional design model he had previously developed
in the light of the motivation factor. He changed the names of all four components to suit the
content he expressed. The four components that show what it takes for a person to be motivated
emerged in the last case: attention, relevance, confidence, satisfaction.
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The Seels and Glasgow ISD Model: The 'Seels and Glasgow ISD (instructional system
development) model' developed by Seels and Glasgow (1998) consists of five basic stages for
instructional systems design processes. This linear model is also known as generic modeling which
means general, comprehensive, all-encompassing modelling. The model consists of ten steps that
include five interrelated and interactive key stages.

The Morrison, Ross and Kemp Model: The Morrison, Ross and Kemp model consists of

four fundamental components; “learner”, “objectives”, “method” and “evaluation”. Morrison, Ross
and Kemp (2004) suggested nine elements of an instructional design process.

The ASSURE Model: The ASSURE model, unlike other design models, is more micro-scaled
and is an instructional design model developed for teachers to use in the classroom (Simsek,
2014). For this reason, the ASSURE Model is described as a classroom-oriented instructional
design model. In addition, Smaldino, Lowther and Mims (2019) suggested the ASSURE model as
a lesson plan pattern which can be applied from the local to national level. The acronym ASSURE
stands for six basic stages (Heinich, Molenda & Russell, 1993);

1. Analyse learners: It is the stage of examining the general characteristics, entry
characteristics and learning styles of the target population.

2. State objectives: It is the stage of determining the objectives. Objectives show the
behaviors expected to be observed in the student at the end of the lesson.

3. Select media and materials: It is the stage of determining the most appropriate method
and course materials to achieve the objectives.

4. Utilize media and materials: It is necessary to collect the materials needed by the educator
and the students, and to determine the order in which the environment and materials will be used.

5. Require learner participation: Learners must actively participate in the lesson for effective
learning.

6. Evaluate and revise: It is the stage of evaluating student success, materials and activities
and reorganizing the design when necessary.

Studies in the literature asserted the effectiveness of the ASSURE model, one of the
classroom-oriented models, in different disciplines. Kim and Downey (2016) examined 39 curricula
developed based on ASSURE model and the effects of curricula on promoting student learning.
On the other hand, Rahman (2017) investigated effectiveness of the ASSURE model on
overcoming difficulties in teaching English, and Karakis, Karamete and Okcu (2016) examined the
effects that computer-assisted instruction designed according to the ASSURE. In addition,
Sundayana, Herman, Dahlan and Prahmana (2017) examined effectiveness of the ASSURE on
mathematical communication ability of learners while Kristianti, Prabawanto and Suhendra (2017)
investigated effect of mathematics developed with the ASSURE on critical thinking skills.
Therebeside, Reyes and Ores (2017) examined the acceptability level of the developed material
using the ASSURE model, and Baran (2010) searched learners’ experiences of designing lessons
by the ASSURE. However, no study has been found in the literature on the evaluation of the
effectiveness of English language instruction designed with the ASSURE model. Therefore, this
study contributed to the literature.

To determine the effectiveness of a design, the design needs to be evaluated. According to
Usun (2012), evaluation can be defined as the decision-making process about any feature of a
curriculum developed by using scientific research processes based on systematic data collection
and analysis such as its accuracy, actuality, adequacy, suitability, efficiency, effectiveness,
usefulness, success and being executable. Evaluation in education emerges as a criterion used to
reveal whether the desired behavioural changes achieve the expected results according to the
criteria determined in the curriculum design (Yuksel & Saglam, 2014). Erdem (2011) stated that
the evaluation of the educational literature in certain periods both gives information about the
quality of the researches made about that period and sheds light on further studies. Accordingly,
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evaluation studies conducted on teaching English in Turkey were examined at YOK National Thesis
Center. It was concluded that a total of 19 thesis studies were conducted in the relevant field by
2019. It was understood that there was a need for studies to evaluate teaching English in the
literature. Therefore, the study aims to evaluate the effectiveness of English language instruction
based on the ASSURE instructional design model. Depending on the purpose of the research, the
sub-problems of the research to be answered are given below:

1. Is there a statistically significant difference between the change in English pre-test and
post-test success scores of the experimental group and the control group?

2. What are the students' views about English language instruction carried out according
to the ASSURE model?

METHOD

In the study, the embedded design, one of the mixed research method was applied. The
embedded design occurs when the researcher collects and analyzes data in both traditional
quantitative and qualitative patterns. In the embedded design, the researcher can add a qualitative
phase to a quantitative phase. In the embedded design, the supporting stage is added to
somehow enhance the overall design (Creswell & Clark, 2015). The quantitative phase of the mixed
research was designed according to a quasi-experimental model with pretest-posttest control
group. While English language instruction based on ASSURE model was applied to the
experimental group, English language instruction was conducted in the common manner in the
control group. In experimental models, the data to be observed directly under the control of the
researcher are produced in order to determine cause-effect relationships (Karasar, 2012). The
qualitative phase of the mixed research was designed to the case study method. In case studies,
it is aimed to reveal the situations in real life (Creswell, 2013). The main objective in case study is
to study intensely on a case (Glesne, 2013). As the case of the present research was a case in a
single classroom (Yin, 2009) where the experimental group experienced the English language
instruction according to the ASSURE model, the qualitative phase of the research was designed
according to the holistic single-case study method.

Study Group

Selected with multi-stage sampling method, two of the seventh grade classes of a school
in Aydin Province in the spring semester of the 2018-2019 academic year were assigned as the
experimental group and the control group. Multistage sampling contains multiple steps (Balci,
2015). Firstly, schools with at least two 7th grade classes at a medium level in terms of English
achievement were determined, and one was randomly selected. One of the two classes was
assigned as the control group and the other as the experimental group using the cluster sampling
method. Information about the number and gender of the participants is shown in Table 1.

Table 1. The number of students and gender

Groups Number of Students Formale Gender Male
Experiment 39 20 19
Control 38 15 23
Total Number of Participants 77 35 42
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Data Collection and Analysis

In mixed method, both qualitative and quantitative data are collected and analyzed in a
single study (Christensen, Johnson & Turner, 2015; Creswell & Clark, 2015). Quantitative data were
collected through the achievement test, and qualitative data were collected through open-ended
questionnaire developed by the researcher. The achievement test and open-ended questionnaire
were developed by the researcher, and opinions of two experts from the department of curriculum
and instruction were taken for the validity of the tools. Then, the achievement test was applied
to two different classes as the pilot test, and reliability of the test was found to be KR-20=.9. Also,
the places where students had difficulties in completing the achievement test were determined
and resolved for the main implementation. Then, data gathered from the achievement tests at the
main implementation was analyzed with two-factor analysis of variance. Also, open-ended
questionnaire was applied to two students as a pilot questionnaire and finalized for the main
implementation. The data collected through the questionnaires were analyzed and interpreted
applying the content analysis method. Content analysis is realized to reveal the relationships and
concepts to explain the obtained data (Yildinm & Simsek, 2004). The categories were determined
with coding, and as a result, the main themes were obtained. Also, frequency distributions (f) and
percentage values (%) were given to quantify the analyzed data (Balci, 2015).

Development and Implementation of English language Instruction based on ASSURE
Model: English language instruction was designed parallel to the English curriculum implemented
compulsorily in Turkey. The design was broached to two experts for taking their view on the
design; one of the experts is from the department of foreign language education and the other
expert is from the department of curriculum development and instruction. Revised after the
feedbacks from experts, four-hour part of the design was implemented to a different class as a
pilot implementation. In the pilot implementation, problems and challenges were detected and
resolved before the main implementation. The implementation of the instructional design lasted
for four weeks. The teacher conducted English lessons in both of the experimental and the control
group. The instructional design steps of the ASSURE Model applied in the experimental group
were interpreted by the researcher:

Analyze learners. The school where the study was conducted is one of the schools with a
medium success level in English language instruction. The class in which the design would be
developed had 39 students, 20 girls and 19 boys, aged 12-13. It was stated by the teacher that
there was a decrease in the interest of the students in the lessons compared to the previous years
because they were in the adolescence period. Most of the students preferred to be passive rather
than actively participating in the lessons. Students were more prone to visual and verbal learning.
In addition, in the achievement test administered by the teacher before starting the unit, it was
concluded that the general English achievement status of the class was medium.

State objectives. The objectives aimed to be acquired in the "Environment" unit in the
English curriculum implemented compulsorily all over Turkey were determined. According to the
curriculum, at the end of the unit, the students:

o tell what the subject of the text is,

o find the requested information from the text,

e make inferences from the text,

e guess the meaning of unknown words in the text,

e prepare posters about the environment with their friends,
e express their feelings verbally,

e express their feelings by writing,

e state their thoughts on the subject,

¢ write descriptive essays,

e write dialogues in pairs,

e act out the dialogue they write in front of their friends.
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Select media and materials. The activity was carried out in the classroom. Smart board,
A3 size drawing papers, working papers, colored pencils, masks, photographs, e-mail message
image were used as tools in the lesson.

Utilize media and materials. The activities were carried out in the classroom. The materials
used for each activity are given below:

e Smart board: for photo display and listening activity,

e A3 papers and colored pencils: for students to prepare posters,

e Masks: in order for students to express themselves more comfortably in the speaking
activity,

e E-mail message image: for students to use as a template in the writing activity,

e Working papers: for students to read the reading passages, to benefit from the
descriptive essay and dialogue writing activities.

Also, sample activities given below to illustrate the activities carried out with the
experimental group.

Sample activities

Teacher: “After reading the text about endangered animals, you will work in five-people
groups. You will wear the masks and speak as if you were the animal whose mask you have worn.
Then, you will express your feelings how you feel as you are an endangered animal.”

Tiger Panda Rhino Whale Gorilla

0“\0
AF Y

Figure 1. The masks of the endangered animals

200

Teacher: “Your role still continues, you will write an e-mail to people in the name of the
animal whose mask you have worn in order to ask for help from them. You can use the e-mail
tmplate.”

Racpeants , Import Maiing List Fram Teot Fils
Subject [
HTMLFile: |}
From Name | Emel From Reply To
Eoﬂv‘ THTML F'mvww | Attschenend

Figure 2. The e-mail template
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Require learner participation. Verbal participation of the students was ensured by asking
interest raising questions to the students, especially in the introduction to the activities. In
addition, the teacher straggled to make the active participation of the learners by doing pair and
group work. Also, the students were in the active participant role in the activities, while the teacher
rather assumed the role of a guide.

Evaluate and revise. The teacher asked the students questions in the activities and helped
them in their verbal expressions. On the other hand, the teacher followed the activities, guided
the students and made the necessary corrections by walking around the working groups in pair
or group work while correcting serious spelling mistakes or wording errors in written activities.

The results obtained from the research were given in the order of the sub-problems: “Is there a
statistically significant difference between the change in English pre-test and post-test success
scores of the experimental group and the control group?” and “What are the students' views about
English language instruction carried out according to the ASSURE model?”

1. Findings of the First Sub-Problem of the Research

In the study, it was tested whether there was a statistically significant difference between
the change in English achievement pre-test and post-test scores of the experimental group and
the control group. For this reason, two-factor analysis of variance for mixed measurements was
used. Whether the normality assumption for the scores of pretest and posttest difference of the
experimental and control groups were met was tested with the Kolmogorov-Smirnov test, and it
was revealed that the scores of the groups showed normal distribution (Kolmogorov-
Smirnov=0.2, p>.05). In addition, Green, Salkind, and Akey (2000) state that when there are 15 or
more participants in each cell for variance analysis, the normal distribution assumption can be
ignored even if the normality assumption is not met statistically. For this research, the fact that
the number of participants was above 15 in the experimental and control groups can be
considered as sufficient for the normal distribution assumption. The results of Levene test showed
that the variances of the scores of pretest and posttest difference [F(1.75)=.07, p>.05] for the
achievement test were homogeneous. According to this result, it was determined that the
assumption regarding the equality of variances was provided.

Table 2 shows the arithmetic mean and standard deviation values of the pre-test and post-
test scores of each groups regarding English lesson achievement test.

Table 2. English achievement test mean and standard deviation values

Pre-test Post-test
Groups = =
N X S N X S
Experiment 39 60.15 9.210 39 64.10 6.328
Control 38 59.55 6.985 38 60.66 4.652

Table 2 shows that the mean score of the participants in the experimental group was
X=60.15 in the pre-test, and this score increased to X=64.10 after the experimental procedure. As
the mean score of the control group was X=59.55 in the pretest, this value increased to X=60.66
after the regular education program. The change in the pre-test and post-test mean scores of the
experimental and control groups is stated in the line chart in Figure 1.
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Figure 3. Line chart showing the change in the pretest and posttest mean scores for the
achievement test of the experimental and control groups

Figure 3 shows that the achievement test scores of the experimental and control groups
were statistically close to each other before the implementation. Figure 3 showed that the change
between the pretest and posttest success scores of the experimental group shows a steeper
increase compared to the change in the control group. Two-factor analysis of variance results for
mixed measurements regarding whether there is a significant difference between the changes in
English achievement test scores of students in the experimental and control groups are shown
below.

Table 3. ANOVA results of English achievement test pretest-posttest scores

Source of the Variance KT sd KO F P
Inter-subjects 6663.403 76

Groups (Experimental/Control) 157.527 1 157.527 1.816 182
Error 6505.876 75 86.745

Intra-subjects 1168.352 77

Measurement (Pretest-Posttest) 245.807 1 245.807 21.824 .000
Group*Measurement 77.807 1 77.807 6.908 .070
Error 844.738 75 11.263

Total 7831.755 151

When Table 3 was examined, it was found that the mean scores of the English achievement
test of the students in the experimental and control groups did not differ significantly in terms of
before and after the experiment; the common effects of the factors of being in different treatment
groups and repeated measures on the English achievement levels of students were not significant
(F(1.75)=6.908, p>.001].

2. Findings of the Second Sub-Problem of the Research

To determine the students' views about the instruction carried out according to the ASSURE
model, a questionnaire consisting of open-ended questions about instructional design was
applied to the students. The data were examined using content analysis technique and given in
Table 4, 5, and 6.

From the analyses, the category “most and least popular activities for students” was
reached. The findings related with this category are given in Table 4.
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Table 4. Most and least popular activities for students

. Popular activities Unpopular activities
Activities f % f %
Wearing a mask 33 21.29
Drama 25 16.13 2 2.94
Preparing a poster 23 14.84 1 0.47
Writing an e-mail 17 10.97 1 047
Slides 13 8.39 2 2.94
All 12 7.74
None 11 16.18
Writing a descriptive essay 10 6.45 5 7.35
Reading texts 8 5.16 18 26.47
Oral question-answer 7 4.51 12 17.65
Teacher lecturing 7 4.51 16 23.53
Total 155 100 68 100

When the opinions of the students about the activities they liked and disliked in teaching
were taken, it was found that 33 students (21.29%) liked wearing masks, 25 students (16.13%)
liked doing dramas, 23 students (14.84%) liked preparing posters, 17 students (10.97%) liked
writing e-mails, 13 students (8.39%) liked following the slides, 12 students (7.74%) liked doing all
the activities, 10 students (6.45%) liked writing descriptive essays, 7 students (4.51%) liked oral
question-answer activities, and 7 students (4.51%) liked teacher lecturing. Table 4 shows that 18
students (26.47%) did not like the reading texts activities, 16 students (23.53%) did not like teacher
lecturing, 12 students (17.65%) did not like oral question-answer activities, and 11 students
(16.18%) did not like any of the activities. Sample student views are presented below.

S5: “I loved the colored masks. The lesson was very fun."
S17: "I like drawing; that's why, it was very enjoyable to prepare posters with my friends."
S24: "I don't like the questions the teacher asks us at all. | do not understand anything."

From the analyses, the category “students’ views on the materials prepared” was reached.

The findings related with this category are presented below. 203

Table 5. Students' views on the materials prepared

Views on the materials f %

I like it - nice - well prepared 31 17.61
Instructive-informative 24 13.64
Visually rich 21 11.93
Beneficial 18 10.23
Entertaining 17 9.66
Comprehensible 15 8.52
Better than the course book 14 7.95
Interesting 11 6.25
Activities are difficult 10 5.68
Complicated 8 4,55
Could be more fun 7 3.98
Total 176 100

As the opinions of the participants about the prepared materials were taken, it was
determined that 31 students (17.61%) liked the materials; 24 students (13.64%) found the
materials instructive, 21 students (11.93%) found the materials visually rich, 18 students (10.23%)
found the materials beneficial, 17 students (9.66%) found the materials entertaining, 15 students
(8.42%) found the materials comprehensible; 14 students (7.95%) thought the materials were
better than the coursebook; 11 students (6.25%) found the materials interesting; 10 students
(5.68%) found them difficult, 8 students (4.55%) found the activities complicated, and 7 students
(3.98%) believed that the activities could be better.
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S178: “I think the activities were very good. We did many things we had not done before. We both
learned a lot and had fun."

$32: “It was much better than the lessons the teacher taught by reading from the coursebook. |
wish all our lessons passed like this. | can say that it was more beneficial than our previous
lessons."

$35: “Frankly, | had a hard time in reading texts. It seemed confusing to me; it could have been
a little more fun."

From the analyses, the category “"general student views about the instruction” was reached.
The findings related with this category are shown below.

Table 6. General student views about the instruction

General views f %
Nice-good 35 33.33
Entertaining 32 30.48
| learned better 14 13.33
| liked the lesson more 12 11.43
Boring - sometimes boring 7 6.67
Like the previous lessons 5 4.76
Total 105 100

When the opinions of the participants about the lesson were taken, it was revealed that 35
students (33.33%) found the lesson nice, 32 students (30.48%) found the lesson entertaining, 14
students (13.33%) learned the lesson better, 12 students (11.43%) liked the lesson with the
ASSURE model more than ordinary English lessons, 7 students (6.67%) found the lesson boring,
and 5 students (4.76%) thought the lessons with the ASSURE model was like the previous lessons.

S8: "I think it was nice. We had more fun and learned. | liked it more than the previous type of
lesson."

S26: "It was generally fun, but sometimes it was boring. | was bored especially with the reading
texts. But in general it was good."

S31: “It was not much different from the previous lessons. | was bored as always;, most of all, |
was bored while reading."

CONCLUSION, DISCUSSION AND RECOMMENDATIONS

The study aimed to evaluate the effectiveness of English language instruction based on the
ASSURE instructional design model. After collecting and analyzing the data, several findings were
revealed. The conclusions attained from the findings are as follows:

The effect level of English language instruction based on the ASSURE instructional design
model on the English achievement scores of 7t grade students was tested in the study. Although
there was a greater increase in success scores in favor of the experimental group, it was concluded
from the analysis that this increase was not statistically confirmed. In the research carried out, the
design was implemented to the experimental group for four weeks. It can be argued that a longer
implementation with groups can yield positive results as Rahman (2017) stated in his study that
the ASSURE model is beneficial in overcoming difficulties in teaching English. Also, According to
Karakis, Karamete and Okcu (2016), instructions developed with the ASSURE model had positive
effects on both students’ attitude toward to the lesson and their academic success. Similarly, many
studies conducted with the ASSURE instructional design model (Kristianti, Prabawanto &
Suhendra, 2017; Sundayana, Herman, Dahlan & Prahmana, 2017) concluded that the model was
effective in achieving the objectives.

The activities in the lesson designed according to the ASSURE model were enjoyed by most
of the students. Kim and Downey (2016) concluded in their studies on effects of curricula on
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promoting student learning that the ASSURE model had a great impact on instruction and
learning. The activities that the students generally did not like were the activities in which the
teacher was more active and taught through lecturing. Similarly, Cuhadur and Dursun (2010)
concluded in their study that the participants wanted to be more active in the activities. Also,
Jonassen (2000) emphasized that effective learning can occur as learners participate in the lessons
actively. The materials used in the ASSURE instructional design were generally appreciated by the
students. Students compared the materials used in the design with the coursebooks they used
and said that they were better than the coursebook, but they had difficulty with reading texts.
Ozbay and Melanlioglu (2008) explained that students had difficulty in reading texts, and this was
due to the weakness of students' vocabulary while Bahgeci and Yasar (2007) concluded that
participants found the student’s books in their English classes boring. On the other hand, Baran
(2010) stated that participants had difficulties mostly in designing steps “select methods, media
and materials” and “utilize media and materials”. Students found the lessons designed with the
ASSURE instructional design model to be nice and fun. In a similar way, Ozdilek (2006) and Ceylan
(2014) stated in their study that the experimental group students had a generally positive opinion
about the applied instructional design. However, activities such as reading texts and question-
answer that students found difficult and uninteresting stood out as the disliked and deficient parts
of the instructional design developed with ASSURE.

Recommendations

The lessons prepared according to the ASSURE instructional design model were found to
be successful in general by the students, and the objectives were achieved. The following can be
suggested for the lesson conducted according to this model to be more effective and efficient:

1. Reading texts had better be organized in a way to attract learners’ attention.

2. Comprehensible questions had better be asked to each student according to their level.
3. The design should be enriched with activities in which students will participate more
actively in the lessons.

4. Researchers may be recommended to do longer studies on instructional designs.
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Ozet

Ingilizce Ogretimine tim diinyada cesitli nedenlerle bilyiik énem
verilmektedir. Ancak alanyazin incelendiginde Ingilizce  &gretimini
degerlendirecek c¢alismalara alanyazinda ihtiyac oldugu gérilmdstiir. Bu
nedenle, bu calisma ASSURE 6gretim tasarumt modeline dayali olarak ingilizce
6gretiminin etkililigini degerlendirmeyi amaclamustir. ASSURE kisaltmast altt
temel asamanin bas harflerinden olusmaktadir; 1. Ogrenenleri analiz edin, 2.
Hedefleri belirleyin, 3. Medya ve materyalleri secin, 4. Medya ve materyalleri
kullanun, 5. Ogrenci katiimint saglaywn ve 6. Dederlendirin ve gézden gecirin.
Arastirma, karma arastirma ydntemlerinden biri olan ¢ ice desende
yapuandindmustir. Karma arastirma desenindeki bu ¢alismantn nicel asamast
On test-son test kontrol gruplu yart deneysel bir modele gére tasarlanur iken
calismanin nitel asamast durum calismast yéntemine gére tasarlanmustur.
Calisma grubu, ¢ok asamalt 6rnekleme yéntemi kullandarak belirlenmistir.
Calisma grubunu 2018-2019 egitim-6gretim yili bahar déneminde Aydin
ilinde bulunan bir okulun deney ve kontrol grubu olarak belirlenen iki tane
yedinci sinif olusturmaktadur. Yedinci sinif ingilizce égretim programinda yer
alan “Cevre” tinitesi, ASSURE égretim tasarumt modeline gére diizenlenmistir.
Deney grubu ile kontrol grubunun Ingilizce én test ve son test basart
puanlarindaki degisim arasinda istatistiksel olarak anlaml bir fark olup
olmadigina bakdmustir. Ayrica dgretim tasarumunin etkililigini incelemek icin
6grencilere 6gretim tasarumu ile ilgili actk uglu sorulardan olusan bir anket
uygulanmugstir. Nitel veriler icerik analizi teknigi kullanilarak analiz edilmistir.
Elde edilen bulgulara gére 6grenciler etkinlikleri ve materyalleri genel olarak
begenmisler; ancak ézellikle metin okuma ve sézlii soru-cevap etkinlikleri gibi
etkinliklerde zorlanmuslardur. Sonug olarak, ASSURE 6gretim tasarimt modeline
g6re hazirlanan dersler égrenciler tarafindan genel olarak basarit bulunmusg
ve hedeflere ulasimstir. Bbylece dersin daha etkili ve verimli ge¢mesi icin bazt
onerilerde bulunulmustur.
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Genisletilmis Ozet

Problem: insan iliskilerinin ve iletisimin kitalararast bir boyut kazandigi cagimizda ingilizce bilmek
hayati 6nem tasimaktadir (Celce-Murcia, Brinton ve Snow, 2014). Ayrica Ingilizceyi yabanct dil
olarak égrenmek, hayatlarint degistirmek isteyen bircok insanin da gerceklestirdigi ilk eylemlerden
biridir (Maxom, 2009). Bircok (ilkede oldugu gibi Tiirkiye'de de ingilizce’nin yabanct dil olarak
égretimine bliyiik 6nem verilmektedir. Bu yiizden Iingilizceyi égrenmek icin cok biiyiik emekler
verilmektedir; ancak onca ugrasa ragmen Ingilizce egitiminde istenilen diizeye ulasilamadigi
disiintilmektedir (Demirel, 2012). Bu nedenle /ngilizce dgretimindeki hedeflere ulasabilmek icin
etkili dersler tasarlanmalidir (1.S.P. Nation ve Macalister, 2010; Richards, 2017). Dolayistyla ingilzce
ogretimi icin alan yazinda etkinligi kanitlanmis égretim tasarim modellerinden faydanimasina
ihtiyac¢ duyulmaktadur.

Ogretim tasarim, 6grencilerin performanstnt ve yeterliligini artirmak icin égretim siireclerinin
planlanmas, gelistirilmesi, degerlendirilmesi ve sirdiiriilmesi icin planlamay: icerir (Seels ve
Glasgow, 1998). Farkli tasarumcilarin gérisleri dogrultusunda gelistirdikleri tasarum modelleri
bulunmaktadir (Gagne, Wager, Golas ve Keller, 2005). Bu modellerden biri olan ASSURE modeli,
egitim ihtiyaclarina, amaglarina ve ortamlarwna biiyiik katkt saglamaktadur (ibrahim, 2015).

ASSURE modeli, diger tasarim modellerinden farkli olarak daha mikro Olceklidir ve
dgretmenlerin sinifta kullanmalart icin gelistirilmis bir égretim tasarumt modelidir (Simsek, 2014).
Bu nedenle ASSURE Modeli sinif odaklt bir dgretim tasarumt modeli olarak tanimlanmaktadur.
Smaldino, Lowther ve Mims (2019) yerelden ulusal diizeye uygulanabilecek bir égretim deseni olarak
ASSURE modelini énermistir. ASSURE altt temel asamadan olusmaktadir (Heinich, Molenda ve
Russell, 1993);

1. Ogrenenleri analiz edin: Hedef kitlenin genel ézelliklerini, giris 6zelliklerini ve 6grenme
stillerini inceleme asamasudur.

2. Hedefleri belirleyin: Hedeflerin belirlenmesi asamasidir. Hedefler, ders sonunda 6grencide
gbzlenmesi beklenen davranislart gosterir.

3. Medya ve materyalleri secin: Hedeflere ulasmak icin en uygun yéntem ve ders
materyallerinin belirlenmesi asamasdir.

4. Medya ve materyallerden yararlanin: Egitimci ve Ogrencilerin ihtiya¢ duydugu
materyallerin toplanmasi, ortam ve materyallerin hangi swrayla kullandacaginin belirlenmesi
gerekir.

5. Ogrenci katiimwnt saglayn: Etkili 6grenme icin égrenciler derse aktif olarak katilmalidur.

6. Degerlendirin ve gézden gecirin: Ogrenci basarisinin, materyallerinin ve etkinliklerinin
degerlendirilmesi ve gerektiginde tasarimin yeniden diizenlenmesi asamasdir.

Bir tasarumun etkinligini belirlemek icin tasarumin degerlendirilmesi de gerekmektedir. Usun
(2012)'a gére degerlendirme, sistematik veri toplama ve analize dayal bilimsel arastirma siirecleri
kullaniarak gelistirilen bir programin herhangi bir ézelligi hakkinda dogrulugu, gtincelligi,
yeterliligi, uygunlugu, etkinligi, kullanislilig, basarist ve yiirtttlebilirligi gibi karar verme sliireci
olarak tanumlanabilir. Egitimde dederlendirme; program tasaruminda belirlenen élglitlere gére
istenilen davranis degisikliklerinin beklenen sonuglara ulasip ulasmadigint ortaya koymak icin
kullandan bir élctt olarak karsimiza ctkmaktadur (Yiiksel ve Saglam, 2014). Erdem (2011), egitim
alan yazinin belirli dsnemlerde degerlendirilmesinin hem o déneme iliskin yaptlan arastirmalarin
niteligi hakkinda bilgi verdigini hem de daha sonraki ¢alismalara sik tuttugunu belirtmistir. Bu
dogrultuda Tiirkiye'de ingilizce égretimi konusunda yapilan degerlendirme ¢calismalart YOK Ulusal
Tez Merkezi'nde incelenmistir. incelemeler sonunda 2019 yilina kadar ilgili alanda toplam 19 tez
calismast yapidigi sonucuna varidmustir. Alan yazinda Ingilizce 6gretimini degerlendirecek
calismalara ihtiyac oldugu anlasitimustir. Bu nedenle bu ¢alisma, ASSURE dgretim tasarimt modeline
dayali olarak Ingilizce 6gretiminin etkililigini degerlendirmeyi amaclamaktadir.

E-Tutennational Jounnal aj-&du.ca.t;.a'n.al Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 195-211

209



E-Vluslananaie Cgl'.tl'_m d4h.a.$tl.h.mala.fu. Deh.g.;..d.;.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 195-211

Yéntem: Arastirmada karma arastirma yontemlerinden ic ice desen uygulanmustir. ¢ ice desen,
arastirmact hem geleneksel nicel hem de nitel modellerde veri toplayip analiz ettiginde ortaya ¢ikar.
ic ice desende, arastirmact nicel bir asamaya nitel bir asama ekleyebilir. ic ice desende, arastrma
tasarumu gliclendirmek icin destekleyici bir asama eklenmektedir (Creswell ve Clark, 2015). Karma
arastirmanin nicel asamasi, 6n test-son test kontrol gruplu yart deneysel bir modele gére
tasarlanmistir.  Deneysel modellerde neden-sonug iliskilerini belirlemek icin dogrudan
arastirmacwnin kontroliinde gézlemlenecek veriler lretilmektedir (Karasar, 2012). Deney grubuna
ASSURE modeline dayali ingilizce égretimi uygulanirken, kontrol grubunda Ingilizce égretimi olagan
sekilde yapumisti. Karma arastirmanin nitel asamast durum c¢alismast ydntemine gore
tasarlanmistir. Durum ¢alismalarinda gercek hayattaki durumlarin ortaya cikarilmast amaglanir
(Creswell, 2013). Durum ¢calismasinda temel amag, yogun bir sekilde bir durum tizerinde calismaktir
(Glesne, 2013). Bu arastrmanin durumu, deney grubunun ASSURE modeline gére ingilizce
dgretimini deneyimledigi tek sinifta (Yin, 2009) gerceklesen bir durum oldugundan, arastirmanin
nitel asamas blitiincil tek durum calismasina gére tasarlanmustur.

Cok asamalt 6rnekleme yéntemiyle segilen 2018-2019 egitim-6gretim yilt bahar déneminde
Aydin ilinde bulunan bir ortaokulun yedinci sinf siniflarindan bir sinif deney grubu ve bir sinif
kontrol grubu olarak belirlenmistir. Cok asamali 6rnekleme, birden ¢ok adimu icerir (Balci, 2015). ilk
olarak, ingilizce basarist acisindan orta diizeyde en az iki 7. sinif stnifina sahip okullar belirlenmis
ve bir tanesi rastgele secilmistir. Kiime 6rnekleme yéntemi kullaniarak iki siniftan biri kontrol, digeri
deney grubu olarak atanmustur.

Karma ybéntemde hem nitel hem de nicel veriler tek bir calismada toplanur ve analiz edilir
(Christensen, Johnson ve Turner, 2015; Creswell ve Clark, 2015). Nicel veriler basart testi ile nitel
veriler ise arastirmact tarafindan gelistirilen actk uglu anket araclligiyla toplanmustir. Basart testi ve
actk uclu anket arastirmact tarafindan gelistirilmis, araclarin gecerliligi icin program ve 6gretim
béliimiinden iki uzmanin gérisi alinmustir. Daha sonra basart testi pilot test olarak iki farkli sinifa
uygulanmis ve testin glivenirligi KR-20=.9 olarak bulunmustur. Ayrica dgrencilerin basart testini
tamamlamakta zorlandiklart yerler tespit edilerek asil uygulama icin ¢éziimlenmistir. Daha sonra
ana uygulamada basart testlerinden elde edilen veriler iki faktérlii varyans analizi ile analiz
edilmistir. Ayrica iki égrenciye pilot anket olarak actk uglu anket uygulanmis ve asil uygulamaya
son sekli verilmistir. Anketler araciligiyla toplanan veriler icerik analizi yéntemi uygulanarak analiz
edilmis ve yorumlanmustir. icerik analizi, elde edilen verileri aciklamaya yénelik iliskileri ve
kavramlart ortaya ¢ikarmak icin gerceklestirilir (Yildirim ve Simsek, 2004). Kategoriler kodlama ile
belirlenmis ve bunun sonucunda ana temalar elde edilmistir. Ayrica analiz edilen verileri
nicellestirmek icin frekans dagilimlart (f) ve yiizde degerleri (%) verilmistir (Balc, 2015).

Sonug ve Oneriler: Arastrmada ASSURE 6gretim tasarumt modeline dayalt ingilizce 6gretiminin 7.
sinif 6grencilerinin Ingilizce basart puanlarina etki diizeyi test edilmistir. Basart puanlarinda deney
grubu lehine daha fazla artis olmasina ragmen, analizlerden bu artisin istatistiksel olarak
dogrulanmadigt sonucuna vardmstwr. Yapilan arastrmada deney grubuna dért hafta boyunca
ASSURE modeli uygulanmigtir. Rahman (2017)in ¢alismasinda ASSURE modelinin Ingilizce
ogretimindeki zorluklarin agilmasinda faydalt oldugunu belirttigi icin calisma gruplariyla daha uzun
stireli bir uygulamanin olumlu sonuclar verebilecegi ileri striilebilir. Ayrica Karakis, Karamete ve
Okcu (2016)'ya gére ASSURE modeli ile gelistirilen yénergelerin hem G&grencilerin derse yonelik
tutumlart hem de akademik basarilart lzerinde olumlu etkileri olmustur. Benzer sekilde ASSURE
ogretim tasarumt modeli ile yapilan bircok ¢calismada (Kristianti, Prabawanto ve Suhendra, 2017;
Sundayana, Herman, Dahlan ve Prahmana, 2017) modelin hedeflere ulasmada etkili oldugu
sonucuna vardmustur.

ASSURE modeline gére tasarlanan dersteki etkinlikler 6grencilerin ¢ogu tarafindan
begenilmistir. Kim ve Downey (2016), programin égrencilerin 6grenmesini tesvik etme lizerindeki
etkileri lizerine yaptiklart calismalarda, ASSURE modelinin dgretim ve 6grenme (izerinde biiyiik bir
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etkisi oldugu sonucuna varmuslardir. Ogdrencilerin genel olarak hoslanmadiklart etkinlikler
6gretmenin daha aktif oldugu ve anlatim yoluyla islendigi etkinlikler olmugstur. Benzer sekilde
Cuhadur ve Dursun (2010) ¢alismalarinda katiimcilarin etkinliklerde daha aktif olmak istedikleri
sonucuna varmugslardir. Ayrica Jonassen (2000), dgrencilerin 6grenme siirecine aktif olarak
katildiklart zaman etkili 6grenmenin gerceklesebilecegini vurgulamisti.  ASSURE  Ogretim
tasariminda kullanilan materyaller égrenciler tarafindan genel olarak begenilmistir. Ogrenciler
tasarimda kullanilan materyalleri kullandiklart ders kitaplart ile karsilastirarak ders kitabindan daha
iyi olduklarint ancak metinleri okumakta zorlandiklarint belirtmislerdir. Ozbay ve Melanlioglu (2008)
ogrencilerin metinleri okumakta zorlandiklarint ve bunun égrencilerin kelime dagarcigindaki
zayifliktan kaynaklandigint aciklarken, Bahceci ve Yasar (2007) égrencilerin Ingilizce derslerinde
ders kitaplarint sikict bulduklart sonucuna varmuslardwr. Baran (2010) ise katdimciarin en ¢ok
“yéntem, medya ve materyal segme” ve “medya ve materyalleri kullanma” adimlarint tasarlamada
zorlandiklarint belirtmistir. Ogrenciler, ASSURE 6gretim tasarumt modeliyle tasarlanan dersleri giizel
ve eglenceli bulmuslardir. Benzer sekilde Ozdilek (2006) ve Ceylan (2014) ¢alismalarinda deney
grubu 6grencilerinin uygulanan 6gretim tasarumt hakkinda genel olarak olumlu gériise sahip
olduklarint belirtmislerdir. Ancak okuma metinleri, soru-cevap gibi dgrencilerin zor ve ilgisiz
bulduklart etkinlikler, ASSURE ile gelistirilen dgretim tasarimunin sevilmeyen ve eksik yonleri olarak
6ne ctkmusttr.

ASSURE égretim tasarumt modeline gére hazirlanan dersler 6grenciler tarafindan genel olarak
basarili bulunmus ve hedeflere ulasimistir. Bu modele gére yiirtitiilen dersin daha etkili ve verimli
gecmesi icin bazi 6nerilerde bulunulmustur. Oncelikle, okuma metinleri 6grencilerin ilgisini cekecek
sekilde hazirlanmalidir. Ayrica her égrenciye diizeyine gére onlarin kolaylik¢a anlayabilecegi sorular
sorulmalidir. Ogretim tasarumy, 6grencilerin derslere daha aktif katilabilecedi eglenceli etkinliklerle
zenginlestirilmelidir. Benzer konularda c¢alisma yapacak arastirmaciara ise daha uzun streli
6gretim tasarimlart planlayarak ¢alismalar yapmalart énerilebilir. Béylelikle, ¢alismalarindan elde
edilen veriler istatistiksel olarak da anlamli farkliliklar gosterebilir.
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Abstract

After the first case of Covid-19 was emerged in Turkey on March 11, 2020,
schools were closed, and distance education began. Throughout pandemic,
while youths were preparing for the university entrance exam and trying to
manage their test anxiety that affect their performance, they were trying to
adapt to the changes occurred in their life. The aim of the study was twofold;
the first aim was to investigate the factors that affect the test anxiety of youth
who enter the university entance exam during the Covid-19 outbreak. The
second aim was to examine whether the level of test anxiety differ in terms
of the cognitive flexibility and self-regulation. The study consisted of 420
participants (284 Females, 131 Males). The age range of the participants was
between 18 and 21, with the mean of 18.33. While 298(71%) of the
participants were 12" grade students, 121(28.8%) were graduated. 89(21.2%)
participants studied in private schools, and 331(78.8%) participants in public
schools. Demographic Information Form, Spielberg’s Test Anxiety Scale
(STAS), Adolescent Self-Regulation Skills Scale (ASRSS) and Cognitive
Flexibility Scale (CFS) were used to collect data. Findings indicated that there
was a significant difference in test anxiety in terms of gender, having a
separate room, focusing on the courses in distance education, changes in
household income, perception of the changes in the date of university
entrance exam. However, there is no significant difference in test anxiety in
terms of being graduated or not, studying in public or private school, and
interpretation of the curfew. MANOVA results revealed that youths with high
cognitive flexibility level and successful self-regulation had low level of test
anxiety than youths with low cognitive flexibility level and unsuccessful self-
regulation. Cognitive flexibility and self-regulation play an important role in
youths’ test anxiety. Results were discussed in the light of literature.
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Extended Abstract

Problem: The new type of coronavirus (SARS-CoV-2) from the coronavirus family has gained a
global dimension by spreading rapidly all over the world after it was emerged in Wuhan, China in
December 2019. After the first case was seen, strict measures have been taken to prevent the spread
of the virus in our country, as in the whole world. Following the closure of schools and the transition
to distance education, a curfew was imposed under the Ministry of Internal Affairs on March 21,
2020, under the age of 20 and above the age of 65. The fact that students stay away from their
education and social relations and the curfew negatively affect their mental health. In a study, it
was found that distance education increases the stress and pressure on students and causes
them to experience psychological distress (Cao et al., 2020). In a study conducted with high school
students in China, 71.5% of the youth had depression, 54.5% had anxiety, 85.5% had PTSD
symptoms, 31.3% had suicidal ideation and 7.5% had attempted suicide (Hou, Mao, Dong, Chai, and
Deng, 2020).

During the Covid-19 pandemic, while high school students were preparing for the university
entrance exam and trying to manage their exam anxiety that will affect their performance, they
were trying to adapt to the changes created by the pandemic. In a study conducted with university
students in Saudi Arabia, it was found that students' exam anxiety was high during the Covid-19
pandemic (Alsaady, Gattan, Zawawi, Alghanmi, and Zakai, 2020). In a study conducted with senior
high school students who will take the university entrance exam in Greece, the findings revealed
that 17.9% of the students had a moderate level of anxiety, 10.4% had a high level of anxiety, and
7.5% had an extreme level of test anxiety (Sakka et al., 2020).

It requires flexibility to adapt to the changes in daily life brought by the measures to be taken
to protect themselves from the virus, such as curfews, staying away from school and peers, physical
distance, hygiene and wearing masks. Cognitive flexibility, which was defined as the cognitive
behavior of an individuals who encounter an unexpected situation in thier environment (Cafas,
Quesada, Antoli, and Fajardo, 2003), plays a key role in managing difficult life events. Research
results indicated that there was a negative relationship between cognitive flexibility and depression,
anxiety (Cardom, 2016) and post-traumatic stress symptoms (PTSD) (Joseph and Gary, 2011). Kurkik
(2020) yielded that individual with high cognitive flexibility have low test anxiety. However, Bozkurt
(2019) revealed that there were no significant relationship between cognitive flexibility and test
anxiety in 8" grade secondary school students.

Similar to cognitive flexibility, self-regulation, which was defined as adapting to changing
conditions behaviorally, emotionally and cognitively (Brown, 1998), also has an important role in
the learning process. Baumeister and Vohs (2007) found that people with high self-regulation skills
are more successful in their business and academic life, as well as better mental health.

In this context, the first aim of the research was to examine whether test anxiety among the
high school seniors preparing for the university differ in terms of gender, studying in state or private
school, being graduated or not, focus on the courses in distance education, having separate room,
changes in household income, perception of the changes in the date of university entrance exam
and interpretation of the curfew. Another aim of the study was to investigate whether test anxiety
differs according to cognitive flexibility and self-regulation level.

Method: In the research, correlational research model, which aims to determine the existence and
degree of co-variation between two or more variables (Karasar, 2016) was used. Convenient
sampling method was used in the study. The sample consisted of 420 people, 284 (67.6%) women,
137 (31.2%) and 5 others (1.2%). The age range of the participants was 18-21, with the mean age
of 18.33. While 298 (71%) of the participants were 12t grade level students, 121 (28.8%) were
graduated from high school. 89 (21.2%) participants were studying in private schools, and 331
(78.8%) participants in public schools. The data were gathered by using Demographic Information
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Form, Spielberg’s Test Anxiety Scale (STAS), Adolescent Self-Regulation Skills Scale (ASRSS) and
Cognitive Flexibility Scale (CFS). The data in the study were collected between 21-31 May 2020. Data
were collected online and Informed Consent was given to the participants online. Parametric test
analyses were used because the values of Skewness and Kurtosis were between -3 and +3 which
indicated a normal distribution (Hair, Black, Babin, Anderson, and Tatham, 2005). In the
investigation of test anxiety according to various variables, the t-test was used when two
independent groups were compared. Whether test anxiety total score and ‘emotionality’ and ‘worry’
scores, which are subscales of STAS, differ in terms of cognitive flexibility and self-regulation were
tested by Multiple Analysis of Variance (MANOVA). To determine the cognitive flexibility level of
youth preparing for the university entrance exam, one standard deviation above the mean score of
CFS was used as the cut-off point. Those who scored high in the successful sub-scale of the ASRSS
were determined as successful in self-regulation, and those who scored high on the unsuccessful
self-regulation sub-dimension were determined as unsuccessful. Box's M statistics showed that the
variance-covariance equality between the groups was achieved. To reduce the probability of making
a type 1 error, Bonferroni correction was applied, and the statistical significance value was taken as
.0125 instead of .05.

Findings: 95 (22.6%) of the individuals preparing for the university entrance exam did not attend
the courses given in distance education, 107 (25.5%) 1-2 hours, 147 (35%) 2-4 hours, 71 (16.9%) 4
hours attended the courses. While 340 (68%) of the participants stated that they spent their time at
home preparing for the UE exam, 28 (5.6%) stated that they did nothing. According to 218 (51.9%)
participants, the most difficult aspect of staying at home was to focus and study. 337 (80.2%) of the
participants stated that the changes made in the exam date caused them to feel worthless, while 83
(19.2%) stated that they considered it normal because we were going through an extraordinary
period. 346 (82.4%) participants stated that putting the exam date forward increased their anxiety,
63 (15%) participants stated that there was no change in their anxiety, and 11 (2.6%) participants
stated that their anxiety decreased. While 219 (52.1%) participants stated that their study hours
decreased after the exam date was pushed forward, 116 (27.6%) participants stated that it did not
change. 85 (20.2%) participants stated that it increased their study hours.

Test anxiety of female students is higher than male students. There was no difference between
students who were studying in 12" grade or graduated from high schools in terms of test anxiety
level. The level of test anxiety of the participants did not differ according to studying in state or
private school. Test anxiety of participants who do not have separate room was higher than those
who have a separate room. Test anxiety of those who have a difficulty focusing on the lesson in
distance education was higher than those who do not have difficulty focusing. The test anxiety level
of those who have a decrease in their family income during the pandemic process was higher than
those who have no decrease in their income.

The findings of the MANOVA indicated that there was a significant difference between
individuals with low and high cognitive flexibility in the scores obtained in the 'emotionality' sub-
scale of the TAl [Wilks' A = .899; F (1.419)= 39.286, p<.05, 17=.086] in scores in the ‘worry"' sub-
scale score [Wilks' A = .899; F (1.419)= 44.833, p<.05, 17=.097] and in total score [Wilks' » = .899;
F (1.419)= 45.560, p<.05, 17=.098] Individuals with high cognitive flexibility had lower mean scores
for the 'emotionality' sub-scale, ‘worry’ sub-scale and total scale than individuals with low cognitive
flexibility. Moreover there was a significant difference between individuals with successful and
unsuccessful self-regulation in the scores obtained in the 'emotionality' sub-scale of the TAl /Wilks’
A =.882 F (1.419)= 53.596, p<.05, 1f=.114] in scores in the 'worry' sub-scale score [Wilks’ A = .882;
F (1.419)= 46.411, p<.05, 1=.100] and in total score Wilks' A = .882; F (1.419)= 55.500, p<.05,
17=.117] In other words, individuals with succesful self-requlation had lower mean scores for the
'emotionality’ sub-scale, ‘worry’ sub-scale and total scale than individuals with unsuccesful self-
regulation.
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Suggestions: Even in extraordinary times such as a pandemic, it is important that individuals do
not change their patterns. Plans and routines put individuals in order and make them feel safe. As
a matter of fact, the findings of this study showed that the changes made in the university exam
date due to the pandemic increased the exam anxiety of individuals. During the pandemic process,
cognitive flexibility and self-regulation skills have emerged as an important skill that individuals
should have. In this respect, it is important to implement group counseling programs that will
increase the cognitive flexibility and self-regulation skills of high school students who are preparing
for the university entrance exam by the psychological counseling services of high schools.
Additionally, awareness-raising seminars and conferences for parents about the importance of
cognitive flexibility and self-regulation skills and how these skills can be taught to the youth can be
organized by school counselors. In this case, there is a need for structured and scientifically proven
group programs that will increase cognitive flexibility and self-regulation skills of high school
students. In the further studies, programs that will increase the cognitive flexibility and self-
regulation skills of high school students are developed and the effectiveness of the programs is
scientifically tested by conducting experimental research design. In addition, research might be
planned to examine the effects of cognitive flexibility and self-regulation on the psychological health
of individuals. In addition, since this study is a cross-sectional study, longitudinal studies may be
carried out in the future.
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Ozet

Tirkiye'de 11 Mart 2020'de ilk Covid-19 vakast gériildiikten sonra, okullar
kapatilarak uzaktan egitim karart alindi. Covid-19 pandemi siirecinde lisede
okuyan gencler bir yandan pandeminin yarattigt degisimlere uyum saglamaya
calisirken, diger yandan da Yiiksekégretim Kurumlart Giris Sinavi'na (YKS) E-Uluslararasu Egitim
hazirlanmakta ve performanslarint etkileyecek olan swnav kaygilarint Arastumalan
ybnetmeye calismaktadir. Bu cercevede calismanin iki amact bulunmaktadir. Dergisi
itk amag, Covid-19 pandemi déneminde (iniversite sinavina girecek olan

égrencilerin sinav kaygilarint etkileyen faktérleri arastirmaktir. ikinci amac ise

katiimcilarin sinav kaygiarinin bilissel esneklik ve 6z diizenleme becerilerine  Cllt: 12, No: 5, ss. 212-231
gbre degisip degismedigini incelemektir. Calisma grubu 420 (284 kadn, 131

erkek) katilimcidan olusmaktadwr. Katiimcilarin yas araligt 18-21 olup, yas 216
ortalamast 18.33'tir. Katiimcilarin 298'i (%71) 12. Sinif 6grencisi iken, 127'i -
(%28.8) ise mezundur. 89 (%21.2) katilimct 6zel okulda, 337 (%78.8) katulimct
ise devlet okulunda 6grenim gérmektedir. Arastirma verileri Demografik Bilgi
Formu, Spielberg Sinav Kaygist Olcegi (SSSO), Ergenlerde Oz Diizenleme
Becerileri Olcegi (EODBO) ve Bilissel Esneklik Olcegi (BEO) kullanarak
toplanmustir.  Arastuma  bulgulary, cinsiyete, ayrt bir odasinint  olup
olmamasina, derslere odaklanma durumuna, ailesinin gelir diizeyindeki
degisime ve sinav tarihlerindeki degisimi algilama bicimine gére sinav
kaygisinda farkliliklar oldugunu géstermektedir. Ancak, katiimctilarin son sunif
dgrencisi veya mezun olmalarina, devlet veya é6zel okulda okumalaring,
sokaga ¢tkma yasagint yorumlama bicimine gére sinav kaygt diizeylerinde
farklilik olmadigt saptanmisti. MANOVA sonuglari, bilissel esneklik diizeyi
yiiksek olan ve 6z diizenleme basarut olan bireylerin sinav kaygist puanlarinin Génderim: 2021-10-14
dsiik olduguna isaret etmektedir. Bilissel esneklik ve éz diizenleme (iniversite Kabul: 2021-12-11
giris stnavina girecek olan bireylerin sinav kaygisint yénetmesinde énemli bir

rol oynamaktadir. Arastirma bulgular: alanyazin 1siginda tartismstur.

Arastirma Makalesi

Anahtar Kelimeler: Covid-19, pandemi, sinav kaygtsi, bilissel esneklik, 6z-
dlizenleme
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GIRiS

Koronavirls ailesinden olan yeni tip koronavirlsi (SARS-CoV-2) ilk kez Aralik 2019'da Cin'in
Wuhan kentinde gorildikten sonra hizla tim dlinyaya yayilarak kiiresel bir boyut kazanmistir.
Ates, Oksurik, nefes darligi gibi solunum yolu rahatsizliklari belirtileri gdsteren Covid-19,
tilkemizde ilk vakanin gériildiigii 11 Mart 2020'de, Diinya Saglik Orgiitii (DSO) tarafindan pandemi
olarak ilan edilmistir. Vakanin ilk gorildugi andan itibaren tim diinyada oldugu gibi Glkemizde
de virtsun Ulke iginde yayillmasini dnlemek adina kati dnlemler alinmistir. Okullarin kapatilarak
uzaktan egitime gecilmesinin ardindan 21 Mart 2020 tarihli icisleri Bakanhgi Genelgesiyle 20 yas
alti ve 65 yas Ustiine sokaga cikma yasagi getirilmistir. Ogrencilerin egitimlerinden ve sosyal iliski
icinde olduklari akranlarindan uzak kalmalari ve sokaga ¢ikma yasagi ruh sagliklarini olumsuz
olarak etkileyebilir. Arastirmalar pandemi sirecinde &grencilerin travma sonrasi stres
bozuklugunun (TSSB) yanisira 6fke, karmasa, aci, gerginlik gibi duygusal gu¢likler yasadigina
isaret etmektedir (Brooks vd., 2020). Yapilan bir ¢alismada uzaktan egitimin, 6grenciler Gizerindeki
stresi ve baskiyi arttirdi§i ve psikolojik sikintilar yasamalarina yol actigi bulunmustur (Cao vd.,
2020). Turkiye de yapilan bir arastirmada da lise 6gencileri uzaktan 6gretimin; zihinsel, duygusal
ve fiziksel 6zelliklerine zarar verdigini belirtmistir (Toprakgi, Hepsdgutlu ve Toprakgi, 2021). Cin'de
lise 6grencileriyle yapilan bir calismada, genglerin %71.5'da depresyon, %54.5'da anksiyete ve
%85.5'da ise PTSD belirtilerine, %31.3'de intihar diislincesine, %7.5'unda ise intihar tesebbiisiine
rastlanmistir (Hou, Mao, Dong, Chai, ve Deng, 2020). Ayrica Urdin'de yapilan calismada ise kiz lise
ogrencilerinin  %50.7'sinde depresyon, %46.9'unda anksiyete; erkeklerin ise %30.7'sinde
depresyon, %27.6'sinda ise anksiyete tespit edilmistir (AlAzzam, Abuhammad, Abdalrahim, ve
Hamdan-Mansour, 2021).

Covid-19 pandemi sirecinde lisede okuyan gencler bir yandan pandeminin yarattig
degisimlere uyum saglamaya calisirken, diger yandan da Yiksekdgretim Kurumlari Giris Sinavi'na
(YKS) hazirlanmakta ve performanslarini etkileyecek olan sinav kaygilarini  ydnetmeye
calismaktadir. Sinav kaygisi, birey varligina yonelik bir tehdit algiladiginda ortaya ¢ikarak gercek
performansini ortaya koymasinin engelleyen bilissel, duygusal ve davranissal degisimler yaratan
hos olmayan bir duygu durumudur (Spielberger ve Vagg, 1995). YKS, llkemizde 6grencilerin
egitim hayatinin mihenk tasidir ve ici ice gecmis olan bircok zorlugu barindirmaktadir. Ogrenciler
hem kariyerleriyle ilgili kritik kararlar vermekte hem de ebeveynlerinin yiksek beklentileriyle
muicadele etmektedir. Nitekim, tniversite sinavina girecek 6grencilerin %46'sinin yiksek diizeyde
sinav kaygisi yasadiklari tespit edilmistir (Yildinm, 2007). Suudi Arabistan’da Universite
ogrencileriyle yapilan bir calismada Covid-19 pandemi sirecinde 6grencilerin sinav kaygisinin
ylksek oldugu bulunmustur (Alsaady, Gattan, Zawawi, Alghanmi ve Zakai, 2020). Yunanistan'da
Universite sinavina girecek lise son sinif dgrencileriyle yapilan bir ¢alismada ise, dgrencilerin
%17.9'unda orta diizeyde, %10.4'Unde yuksek diizeyde, %7.5'unda ise asiri dliizeyde sinav kaygisi
oldugu saptanmistir (Sakka vd., 2020).

Sokaga cikma yasaklari, okuldan ve akranlardan uzak kalmak, fiziksel mesafe, hijyen ve
maske takma gibi viristen korunmak adina alinmasi gereken onlemlerin bireylerin gunlik
yasamina getirdigi degisimlere uyum saglamak esneklik gerektirmektedir. Cevresinde
beklenmedik bir durumla karsilasan bireyin bilissel olarak duruma uygun davranmasi olarak
tanimlanan bilissel esneklik (Cafias, Quesada, Antoli ve Fajardo, 2003), zorlu yasam olaylarini
yonetmede kilit bir rol oynamaktadir. Bilissel olarak esnek olan bireyler degisen sartlara uyum
saglayabilme, fikirler arasinda gecisler yaparak onlari degerlendirebilme ve problemleri farkli bakis
acilariyla ele alabilme becerilerine sahiptir (Stevens, 2009). Bu 6zellikleri zorlu yasam olaylarinin
Ustesinden gelmelerine yardimci olmaktadir. Nitekim, depremzede ergenlerle yapilan bir
calismada, bilissel esnekligi yuksek olan ergenlerin belirsizlik durumlarini daha saglkl
yonetebildikleri, yasadiklari deprem sonrasindaki zorluklari ele almada secenekler gelistirdiklerini
ve bu sebeplerle ruh sagliklarini da iyilestirdikleri tespit edilmistir (Fu ve Chow, 2017). Bilissel
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esneklik ile depresyon, kaygi (Cardom, 2016) ve travma sonrasi stres belirtileri (TSSB) (Joseph ve
Gary, 2011) arasinda negatif yonlu bir iliski oldugu bulunmustur. Ayrica bilissel olarak esnek olan
bireylerin travma sonrasindaki stirecteki gelisimi (Hijazi, Keith ve O'Brien, 2015) ve yasam kalitesi
(Metzl, 2009) arasinda olumlu yonde bir iliski vardir. Covid-19 pandemisinde yapilan bir ¢alismada,
bilissel esneklik diizeyi ile fiziksel mesafe yorgunlugu arasinda negatif yonli bir iliskinin oldugu
bulunmustur (Seiter ve Curran, 2021). Bilissel esnekligin akademik yasama etkileri incelendiginde
ise bilissel esnekligi yliksek ergenlerin akademik, sosyal ve duygusal alanlarin {iciinde de genel 6z
yeterliklerinin yiksek oldugu saptanmistir (Akcay-Ozcan ve Kiran-Esen, 2016). Ancak, sinav
kaygisina etkileri acisindan farkli bulgulara rastlanmaktadir. Kirkik (2020) bilissel esneklik diizeyi
yiiksek olan bireylerin sinav kaygisinin diisiik oldugunu tespit etmistir. Ote yandan Bozkurt (2019)
ortaokul 8. sinif 6grencileri Gzerine yaptid1 calismada biligsel esneklikle sinav kaygisi arasinda
anlamli bir iliski bulamadigini rapor etmistir.

Bilissel esneklige benzer sekilde, degisen kosullara davranissal, duygusal ve bilissel olarak
uyum saglama olarak tanimlanan 6z diizenleme (Brown, 1998) 6grenme siirecinde de énemli bir
role sahiptir. Ogrencilerin bilgi edinmek amaciyla kendilerine bir amac belirledikleri hem
davranissal hem de hem de duygusal ve bilissel kaynaklarini bu amaca ulasabilmek icin kanalize
ettikleri, icinde aktif rol aldiklari bir strectir (Pintrich, 2000). Baumeister ve Vohs (2007) 6z
diizenleme becerisi yiksek olan kisilerin is ve akademik hayatlarinda daha basarili olduklari gibi
ruh sagliklarinin da daha iyi oldugunu bulmustur. Oz diizenleme akademik ertelemenin (Cetin &
Ceyhan, 2017), motivasyonel inanclar ile birlikte de akademik basarinin (Uredi ve Uredi, 2005) en
glgli yordayicisidir. Duygusal tiikenmislik ve akademik basari arasindaki iliskide ise 6z diizenleme
araci role sahiptir (Duru, Duru ve Balkis, 2014). Covid-19 pandemisinde gerceklestirilen bir
calismada 06z-dlzenleme ve pozitifligin Universite &grencilerinin  pandemideki 6grenme
deneyimlerinin %40'1n1 agikladigi saptanmistir (Jurisevic, Lavrih, Lisic, Podlogar ve Zerak, 2021).

Sonug olarak bilissel esneklik ve 6z dizenleme bireylerin hem ruh sagligina hem de
o6grenme sireclerine olumlu yénde katki saglamaktadir. Bu kapsamda, arastirmanin ilk amaci
pandemi slrecinde Universite sinavina hazirlanan lise son sinif égrencilerinin sinav kaygisinin
cesitli degiskenlere (cinsiyet, lise sonda veya mezun olma, okul tiirii (devlet/6zel), calisma odasinin
olup olmamasi, uzaktan egitimde derse odaklanma durumu, pandemi nedeniyle ailelerinin gelir
durumunda azalma) gore farkllasip farklilasmadigini incelemektir. Arastirmanin bir diger amaci
ise sinav kaygisi dizeyinin bilissel esneklik ve 6z dlzenleme dlzeyine gore farklilasip
farklilasmadigini arastirmaktir.

YONTEM

Arastirmada, nicel arastirma yontemlerinden tarama modelinin bir tiirti olan iliskisel tarama modeli
kullaniimistir. Korelasyon ve karsilastirma olarak iki tirt bulunmaktadir. Korelasyon tiiriinde, en az
iki degisken arasindaki birlikte degisimin var olup olmadig, karsilastirma tiriinde ise bagimsiz
degiskene gore olusturan gruplarda bagimli degiskende bir fark olup olmadigini incelenir (Karasar,
2016). Bu calismada karsilastirma tlrtindedir. Calismanin birinci amacinda sinav kaygisi bagimli
degisken; cinsiyet, lise sonda veya mezun olma, okul tiru (devlet/6zel), calisma odasinin olup
olmamasi, uzaktan egitimde derse odaklanma durumu, pandemi nedeniyle ailelerinin gelir
durumunda azalma ise bagimsiz degiskenlerdir. Calismanin ikinci amacinda ise sinav kaygisi ve alt
boyutlari olan ‘duyussallik’ ve ‘kuruntu’ bagimli degisken, bilissel esneklik ve 6z dizenleme ise
bagimsiz degiskenlerdir.

Evren ve Orneklem

Arastirmanin evrenini Covid-19 pandemi suirecinde Universite sinavina girecek olan lise son
sinif 6grencileri ve mezunlar olusturmaktadir. Arastirmaya, 18 yas ve Ustliinde olanlar ve
arastirmaya katilmayi kabul edenler dahil edilmistir. Bu arastirmada, arastirmacinin uygulama
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yapabilecegi gruplari zaman, para ve is glcu gibi sinirliliklar nedeniyle kolay ulasilabilir ve
uygulama yapilabilir birimlerden se¢me ydntemi olan kolay ulasilabilir 6rnekleme ydntemi
kullanilmistir (Karasar, 2016).

Galisma grubunu 284'i (%67.6) kadin, 131'i (%31.2) erkek ve 5'i diger (%1.2) olmak lzere
420 kisi olusturmaktadir. Katihmcilarin yas araligi 18-21 olup, yas ortalamasi 18.33'dir.
Katiimailarin 298'i (%71) 12. Sinif 6grencisi iken, 121'i (%28.8) ise mezundur. 89 (%21.2) katilimci
Ozel okulda, 331 (%78.8) katilimci ise devlet okulunda 6§renim gormektedir. Katiimcilarin higbiri
Covid-19 tanisi almamistir. Ancak, 120 (%29.6) katilimcinin gevresinde Covid-19 tanisi alan birey
veya bireyler bulunmaktadir. 56 (%13.3) katiimcinin kronik bir hastaligi vardir ve 60 katilimci
(%14.3) dlzenli olarak ila¢ kullanmaktadir.

Veri Toplama Araclart

Arastirmanin veri toplama araclari; Demografik Bilgi Formu, Sinav Kaygisi Olcegi, Ergenlerde
Oz-Denetim Becerileri Olcegi ve Bilissel Esneklik Olcegi'nden olugsmustur.

Demografik Bilgi Formu: Arastirmacilar tarafindan gelistirilen bu formda cinsiyet,
mezuniyet durumu, okuduklari okul tirl (6zel veya devlet), uzaktan egitime katim durumlari,
calisma odalarinin olup olmadigi, kendisinin ve yakinlarindan birinin Covid-19 tanisi alma durumu,
kronik hastaligi olup olmadig, ila¢ kullanip kullanmadigi, psikolojik destek ihtiyacinin olup
olmadig, ailesinin aylik gelirlerinin salgin strecindeki seyri, evdeki zamanini nasil gegirdigi, evde
kalmanin zorlayici yonu, uzaktan egitim derslerini takip etmesi icin kendine ait bir cihazinin olup
olmadigi, sinav tarihinde yapilan degisiklikleri nasil degerlendirdigi ve bu durumun calisma
temposuna ve kaygi diizeyine etkisi ve sokada ¢ikma yasagini nasil degerlendirdigine iliskin sorular
yer almaktadir.

Sinav Kaygisi Olgegi (SKO): Spielberger (1980) tarafindan 1974-1979 yillar arasinda
yuritllen bes yillik bir calisma sonunda gelistirilen 6lgegin Turk kiltlrine uyarlama calismasi
Albayrak-Kaymak (1985) tarafindan gerceklestirilmistir. 20 maddeden olusan 6lcek 4'li Likert
tipidir. Yanitlar ‘4-Hemen her zaman, 1-Hemen hicbir zaman’ olarak derecelendirilmistir. Olcegin,
12 maddeden olusan duyussallik (1, 6, 7,9, 10, 11, 13, 14, 15, 16, 18, 19) ve 8 maddeden olusan
kuruntu (2, 3, 4, 5, 8, 12,17, 20) altboyutlari bulunmaktadir. Olcekten alinan puan araligi 20-80
arasinda olup, yiiksek puan sinav kaygisinin yiiksek oldugunu géstermektedir. Olcegin (¢ hafta
arayla gerceklestirilen iki uygulamasinin Pearson Momentler Carpimi korelasyon katsayisi .70 ile
.90 arasinda oldugu saptanmistir. Olcegin lise formu icin madde-toplam korelasyon yéntemiyle
hesaplanan i tutarlik katsayisi tim test icin en duistik .49, kuruntu icin en dusik .58 ve duyussallik
icinse .66 olarak tespit edilmistir. KR-20 yontemiyle hesaplanan i¢ tutarlik katsayisi ise 6lgegin
timi icin .92, altboyutlar olan duyussallik icin .85, kuruntu icinse .76'dir. Olcegin bu calismadaki
Cronbach alpha degeri, tim test igin .94, duyussallik altboyutu icin .91 ve kuruntu altboyutu igin
.88 olarak bulunmustur.

Ergenlerde Oz-Denetim Becerileri Olcegi (EODBO): Ergenlerde Oz-Denetim Beceri
Ol¢egi Moilanen (2007) tarafindan gelistirilmistir. Olcegin Turk kiltirine uyum calismasi Harma
(2008) tarafindan yapilmistir. Olcek 32 maddeden olusmaktadir ve 4'li Likert tipidir. Yanitlar ‘4-
Bana cok benziyor, 1-Bana hi¢c benzemiyor.’ olarak derecelendirilmistir. Yapilan faktor analizlerinde
Olcegin 6z denetim basarili (18 madde) ve 6z denetim basarisiz (14 madde) olarak iki altboyuttan
olustugu bulunmustur. Olcege gére en diisiik puan 32, en yiiksek puan 128 olarak belirlenmistir.
Puan ve ergenin 6z-denetim becerisi dogru orantili olarak kabul edilmistir. Alt dlceklerden 6z
denetim basari boyutunun Cronbach alpha degeri .85, 6z denetim basarisizlik boyutunun ig
tutarliigr .80 olarak tespit edilmistir. Olcegin bu calismadaki 6z-denetim basarili altboyu igin
Cronbach alpha degeri .84, 6z denetim basarisiz iginse .74 olarak saptanmistir.

Biligsel Esneklik Olcegi (BEO): Martin ve Rubin (1995) tarafindan gelistirilen 6lcegin Tiirk
kaltiriine uyarlama calismasi Celikkaleli (2014) tarafindan gergeklestirilmistir. 12 madde ve tek
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boyuttan olusan 6lcek 6'li Likert tipidir. Yanitlar '6-Kesinlikle katiliyorum, 1-Kesinlikle katiimiyorum’
araliinda derecelendiriimektedir. Olcekten alinabilecek puan 12-72 araliginda olup, yiiksek puan
bilissel esnekligin yiiksek oldugunu géstermektedir. Olcegi uyarlama calismasinda Cronbach alfa
ic tutarlik katsayisi .74 olarak rapor edilmistir. Olcegin bu calismadaki Cronbach alpa degeri .78'dir.

Veri Toplama Siireci ve Verilerin Analizi

Arastirmada veriler 21-31 Mayis 2020 tarihleri arasinda toplanmustir. Veriler ¢evrimigi olarak
toplanmis olup, katiimcilara Bilgilendirmis Onam online olarak verilmistir. Bilgilendirilmis onam
formunda; arastirmanin amaci, sorularin samimi ve dirist olarak cevaplandiriimasinin dnemi,
bilgilerinin gizli tutulacagi, istedigi zaman c¢alismadan geri cekilebilecegi ve bireysel
degerlendirmenin degil, toplu bir degerlendirmenin yapilacagi konularinda bilgilere yer verilmistir.
Bilgilendirmis Onam’in sonunda katiimcilara calismaya katilmayr kabul edip etmedikleri
sorulmustur. Katilimcilar, ‘calismaya katilmayi kabul ediyorum’ butonuna bastiktan sonra arastirma
sorularini gorebilmistir. Arastirmanin tiim asamalarinda Helsinki Deklarasyonu’'nda belirtilen
ilkelere bagh kalinmustir.

Arastirma verileri SPSS 25 paket programi kullanilarak analiz edilmistir. Oncelikle, carpiklik
ve basikhk degerlerine bakilarak verilerin normal dagiim gdsterip gdstermedigi sinanmistir.
Arastirmadaki tim degiskenlerinin -3 ve +3 araliinda kalarak (Hair, Black, Babin, Anderson ve
Tatham, 2005) normal dagilim gdstermesinden dolayi parametrik analiz yontemleri kullaniimistir.
Sinav kaygisinin cesitli degiskenlere gore incelenmesinde, birbirinden bagimsiz iki grup olmasi
halinde T-test, li¢ grup olmasi halinde ise Tek Yonli ANOVA ile sinanmistir. Sinav kaygisi toplam
ve SKO'nin alt boyutlari olan duyussallk ve kuruntu puanlarinin bilissel esneklik ve 6z
dizenlemeye gore farkliik gosterip gdstermedigi Coklu Varyans Analizi ile test edilmistir.
Universite sinavina hazirlanan genclerin bilissel esneklik diizeylerini belirlemek amaciyla BEO
kesme puani vermediginden dolayl ortalamanin bir standart sapma Ustli kesme puani olarak
degerlendirilmistir. Diger bir deyisle ortalamanin bir standart sapma Ustlinde (62.22) olanlar
bilissel esneklik diizeyi yiiksek, digerleri bilissel esneklik diizeyi diisiik olarak nitelendirilmistir. Oz-
Denetim Becerileri Olcegi'nin basaril alt boyutunda yiiksek puan alanlar 6z diizenlemede basarlli,
0z diizenleme basarisiz alt boyutundan ylksek puan alanlar ise basarisiz olarak belirlenmistir.
Box’'s M istatistiginin hem bilissel esneklige [Box's M=.679; F(3, 144400.496)= .224; p=.880] hem
de 6z dlzenlemeye gore [Box's M=4.322; F(3, 342816.340)= 1.428; p=.232] anlamli olmamasi
gruplararasi varyans-kovaryans esitliginin saglandigini gdstermektedir. 1. tip hata yapma
olasiligini azaltmak amaciyla Bonferroni diizeltmesi uygulanmis ve istatistiksel anlamlilik degeri
.05 yerine .0125 olarak alinmistir.

BULGULAR

1- Genclerin Covid-19 Siirecindeki Sokaga Ctkma Yasagunda Yasadiklart

Universite sinavina hazirlanan bireylerin 95'i (%22.6) uzaktan egitimde ders almadigini,
107'si (%25.5) 1-2 saat, 147'si (%35) 2-4 saat, 71'i (%16.9) ise 4 saatten fazla ders aldigini
belirtmistir. Katilimcilarin 340"t (%68) evdeki zamanini YGS sinavina hazirlanarak gegirdigini
belirtirken, 28'i (%5.6) ise hicbir sey yapmadigini belirtmistir. Evde kalmanin en zor yani olarak 218
(%51.9) katihmci odaklanip ders calismayi, 82'si (%19.5) disariya ¢ikamamayi, 47'si (%11.2) uzaktan
egitim almay, 43'G (%10.2) aile ici tartismalari, 14'G (%3.3) ise ailesinin maddi sikintilari olarak
belirtmistir. 325'inin (%77.4) kendine ait bir calisma odasi varken, 95'inin (%22.6) ise yoktur. 378
(%90) katilimcr uzaktan egitimde dersleri takip etmek igin kendine ait bir cihazin oldugunu beyan
etmistir.
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Katilimcilarin 337'si (%80.2) sinav tarihinde yapilan degisikliklerin kendilerini degersiz
hissetmelerine yol actigini, 83'U (%19.8) ise olagandistli bir donemden gectigimiz icin normal
karsiladigini belirtmistir. 219 (%52.1) katiimcilari sinav tarihi ileri atildiktan sonra calisma
temposunun diistigind belirtirken, 116 (%27.6) katilimci ise degismedigini belirtmistir. 85 (%20.2)
katilimcr ise calisma temposunu arttirdigini belirtmistir. 346 (%82.4) katilimci sinav tarihinin 6ne
alinmasinin kaygisini arttirdigini, 63 (%15) katihmci kaygisinda bir degisiklik olmadigini, 11 (%2.6)
katihmc ise kaygisinin azaldigini ifade etmistir. 239 (%56.9) katilimci, sokaga ¢ikma yasagi igin
‘insanligin iyiligi icin 6zgurligimden feragat ediyorum’, 101 (%24) ‘evde giivendeyim’, 80 (%19)
katilimcr ise 'hapis kaldim' ciimleleriyle degerlendirmistir. Can sikintisi, katimcilarin en yogun
olarak yasadiklari duygudur (322, %76.7). Kaygl, endise, umutsuzluk, hayalkirikligi, 6fke ise diger
duygular arasinda yer almaktadir. 188 (%44.8) katihmci psikolojik destege ihtiyaci oldugunu
belirtmistir. Bulgular Tablo 1'de gorilebilir.

Tablo 1. Covid-19 Sokaga Cikma Yasagt Siirecinde Yasanilanlar

Degisken Kategori N %
Katiimiyorum 95 22.6
o . 1-2 saat 107 255
Uzaktan Egitim Derslerinde Katilimi 2.4 saat 147 35
4 saatten fazla 71 16.9
YKS hazirlanarak 340 68
Evde Zamanini Nasil Gegiriyor Hobiler (kitap, dizi izleme vb.) 52 26.4
Hi¢birsey yapmiyorum 28 5.6
Odaklanip ders calismak 218 51.9
Uzaktan egitim almak 47 11.2
Evde Kalmanin En Zor Yani Disari ¢ikamamak 82 19.5
Aile igi tartismalar 43 10.2
Ailemin maddi sikintilari 14 33
Var 325 774
Calisma Odasi Yok 95 226
N Var 378 90
Teknolojik Cihaz Yok 0 10
YKS Sinav Tarihinde Yapilan Degersiz 337 80.2
Degisiklik Olaganisti Dénem 83 19.8
YKS Sinav Tarihi ileri Alindiktan Tempom duét.u . 219 221
Sonraki Calisma Durumu Tempom degismedi 116 27.6
Tempom artti 85 20.2
YKS Sinav Tarihinin One Alinmasi Kay?.'f“ artt 346 824
Sonrasinda Kaygi Durumu Degisiklik olmad 63 15
Kaygim azaldi 11 2.6
Hapis kaldim 80 19
Sokaga Cikma Yasagi Evde glivendeyim 101 24
Ozgiirligimden feragat ediyorum 239 56.9
Can sikintisi 322 76.7
En yogun yasanilan duygu Kaygl, endise, umutsuzluk, 98 23.3
hayalkirikhg, ofke
. . _ Var 188 44.8
Psikolojik Destek lhtiyaci Yok 732 555

2- Covid-19 Pandemi Siireci’'nde Sinav Kaygist

Covid-19 pandemi siirecinde Universite sinavina hazirlanan bireylerin sinav kaygisi puanlari
cinsiyete gore anlaml bir farklihk gostermektedir (t=-3.81; p=<.05). Kadin &grencilerin sinav
kaygisi puan ortalamasi (x=52.98) erkek 6grencilerin puan ortalamasindan (x=47.22) anlamli
diizeyde daha yiksektir. 12 sinifta okuyan ve mezun durumunda olan &grencilerin sinav kaygisi
puan ortalamalarinda anlaml bir farklik olmadigi saptanmistir (t=-1.86; p=>.05). Katiimcilarin
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sinav kaygisi puan ortalamalar devlet okulunda veya 6zel okulda okuma durumuna gore de
farkhlik gostermemektedir (t=1.59; p=>.05). Ancak, sinav kaygisi puan ortalamalari kendine ait bir
calisma odasinin olup olmamasina goére farkllasmaktadir (t=-3.32; p=<.05). Kendine ait ¢calisma
odasli olmayanlarin sinav kaygisi puan ortalamalari (x=55.69) calisma odasi olanlara (x=50.11) gore
daha yuksektir. Uzaktan egitimde derse odaklanma durumlarina gére 6grencilerin sinav kaygisi
puan ortalamalarinda farklilik oldugu tespit edilmistir (¢=5.66; p=<.05). Odaklanmakta zorlandi§ini
soyleyenlerin sinav kaygisi puan ortalamalari (x=53.41) odaklanmakta zorluk yasamayanlara gore
(x=43.57) daha yUksektir. Pandemi siirecinde ailesinin gelir durumunda degisim olup olmamasina
gore bireylerin sinav kaygisi puan ortalamalar farkhhk gdstermektedir (t=2.978; p=<.05). Gelir
diizeyinde diisme olanlarin sinav kaygisi puan ortalamalari (x=53.51) gelirinde diisme olmayanlara
(x=49.20) gore yiiksektir. Universite sinav tarihinde yapilan degisiklikleri nasil degerlendirdigine
gore katihmcilarin sinav kaygisi puan ortalamalarinda fark oldugu tespit edilmistir (t= 3.75;
p=<.05). Universite sinav tarihinin iki kere degismesini ‘olaganistii ddnemden gecilmesi’ olarak
degerlendiren katilimcilarin sinav kaygisi puan ortalamasi (x=46.05) 'kendini deg@ersiz hissettigini’
belirten katilimcilardan (x=52.68) daha distktir. Katiimcilarin sokaga ¢ikma yasagini yorumlama
bicimine gore sinav kaygisi puan ortalamalarinda farklilik bulunmamaktadir (F(2,417)=2.37, p>.05).
Her ne kadar 'hapis kaldim’ olarak yorumlayanlar sinav kaygisi en yiiksek olan grup olsa da bu fark
anlamli degildir. Tablo 2'de bulgular yer almaktadir.

Tablo 2. Universite Sinavina Girecek Bireylerin Sinav Kaygust Diizeylerinin Karsilastirilmast

N X Ss t p
Cinsiyet Erkek 131 47.22 13.10
Kadin 284 52.98 14.86 -3.806 .000
Okul Seviyesi 12.Sinif 298 50.56 14.95
Mezun 121 53.41 13.86 -1.858 .064
- Ozel 89 53.70 15.09
Oleul Tari Devlet 329 5086 1448 1.588 .15
Var 325 50.11 14.52
Galisma Odasi Yok 95 5560 1442 -3317 001
Uzaktan Egitimde Ders Zorlaniyor 333 53.41 14.03
Takipte Odaklanma Zorlanmiyor 87 43.59 14.51 5.660 .000
Gelir Durumu Degisimi Dustl 202 5351 1448
Ayni kaldi 205 49.20 14.74 2978 .003
Universite Sinav Degersizlik 337 52.68 14.52
Tarihindeki Olaganustu bir 83 46.05 14.13 3.748  .000
Degismeler dénem
N X SS F p
- . Hapis kaldm 80 54.50 15.55
Sokaga Gikma Yasagini Giivendeyim 101 5008 1305 2367 .095
Degerlendirmesi L
Ozgurligimden 239 50.87 14.92

feragat diyorum

3- Swnav Kaygusi, Oz Diizenleme ve Bilissel Esneklik

Pandemi siirecinde Universite sinavina hazirlanan bireylerin Sinav Kaygisi Olcegi'nden (SKO)
aldiklari puanlarda toplam puanda ve duyussallik ve kuruntu altboyutlarindan aldiklari puanlarda
bilissel esneklik diizeylerine (diisiik-yiiksek) ve 6z diizenleme (basarili-basarisiz) olma durumlarina
gore farklilik olup olmadigini sinamak amaciyla Coklu Varyans Analizi (MANOVA) uygulanmistir.
Bulgular, SKO'nin ‘duyussallik’ altboyutunda alinan puanlarda [Wilks' A = .899; F (1.419)= 39.286,
p<.05, n*=.086], 'kuruntu’ altboyut puaninda puanlarda [Wilks' A = .899; F (1.419)= 44.833, p<.05,
n°=.097] ve toplam puaninda [Wilks' A = .899; F (1.419)= 45.560, p<.05, n*=.098] bilissel esneklik
dizeyi disik ve ylksek olan bireyler arasinda fark olduguna isaret etmektedir. Biligsel esneklik
diizeyi yiiksek olan bireylerin SKO'nin ‘duyussallik’ altboyut puan ortalamalari (Xyiksek=25.66)
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bilissel esneklik diizeyi disiik olan bireylerden (Xpusik=33.06) daha disiktir. SKO'nin ‘kuruntu’
altboyutu puan ortalamalari da bilissel esneklik diizeyi yiiksek olan bireylerin (Xyiksek=14.57) bilissel
esneklik diizeyi diisiik olan bireylerde (Xpusik=20.21) daha disiktir. Benzer sekilde, SKO'nin
toplam puan ortalamasi bilissel esneklik diizeyi yiksek olan bireylerin (Xvuksek=40.23) bilissel
esneklik diizeyi diisiik olan bireylerden (Xpusik=53.26) daha dusuktar.

Oz diizenleme acisindan bakildiginda SKO'nin ‘duyussallik’ altboyutunda alinan puanlarda
[Wilks' A = .882; F (1.419)= 53.596, p<.05, n°=.114], 'kuruntu’ altboyut puaninda puanlarda [Wilks'
A =.882;F(1.419)= 46.411, p<.05, n>=.100] ve toplam puaninda [Wilks' A = .882; F (1.419)= 55.500,
p<.05, n*=.117] 6z diizenleme basarili ve basarisiz olan bireyler arasinda fark oldugu saptanmustir.
Oz diizenleme 'basarili’ altboyutunda yiiksek puan alan bireylerin SKO ‘duyussallik’ altboyut puan
ortalamalar (Xgasarii=30.46) 6z diizenleme ‘basarisiz’ alt boyutunda yiiksek puan alan bireylerden
(Xpasansz=37.90) daha duistiktiir. Ayni sekilde, 6z diizenleme ‘basaril’ altboyutunda yiiksek puan
alan bireylerin SKO 'kuruntu’ altboyut puan ortalamalari (Xsasani=18.37) 6z diizenleme ‘basarisiz’
alt boyutunda yiiksek puan alan bireylerden (Xgasansz=23.36) daha diistiktiir. SKO'nin toplam puan
ortalamalar 6z diizenleme ‘basarill’ altboyutunda yiiksek puan alan bireylerininki (Xgasani=48.83)
6z diizenleme ‘basarisiz’ alt boyutunda yiiksek puan alan bireylerden (Xgasansz=61.26) daha
dUsuktdr. Bulgular, Tablo 3'de sunulmustur.

Tablo 3. Oz Diizenleme ve Bilissel Esnekligin Sinav Kaygisina Gére Dagilimt

Degisken Sinav Kaygisi N X SS F p
Dusuk Duyussallik 359 33.06 8.61 39.286 .000
_ ~ Yuksek 61 25.66 8.04
8 % Diistik < 359 20.21 6.12 44833 .000
= . uruntu
= E Yiksek 61 14.57 5.78
Dusuk Toplam Puan 359 53.26 14.08 45.560 .000
Yiksek 61 40.23 13.08
o Basarili Duyussallik 334 30.46 853 53.596 .000
qE, Basarisiz 86 37.90 7.87
E, Basaril Kuruntu 334 18.37 6.05 46.411 .000
3 Basarisiz 86 23.36 6.13
S Basarili Toplam Puan 334 48.83 13.88 55.500 .000
Basarisiz 86 61.26 13.46

SONUC, TARTISMA VE ONERILER

Bu arastirmada oncelikle Covid-19 pandemi doneminde Universite sinavina hazirlanan bireylerin
sinav kaygisi diizeylerinin gesitli degiskenlere (cinsiyet, okul seviyesi, okul tirt, ¢alisma odasi,
uzaktan egitimde derse odaklanma, pandemi sebebiyle gelir durumunda degisme, liniversite sinav
tarihindeki degismeler ve sokada cikma yasagini degerlendirmesi) farkhlasip farklilasmadig
incelenmistir. Ayrica, katilimcilarinin sinav kaygisi diizeyinin bilissel esneklik ve 6z dizenleme
becerilerine gore degisip degismedigi arastinlmistir. Arastirma bulgular, pandemi sirecinde
lUniversite sinavina girecek ergenlerin kaygi dizeylerini etkileyen faktorlerden birinin cinsiyet
oldugunu géstermektedir. Universite sinavina hazirlanan kadin 6grencilerin erkek égrencilere gére
daha sinav kaygisi dizeylerinin daha yiksek oldugu saptanmistir. Bu bulgularin pandemi
oncesinde Turkiye'de yuritulen arastirmalar (Degirmenci, 2020; Bugay ve Erdur-Baker, 2011), ve
uluslararasi arastirma sonuglariyla (NUfez-Pefia, Suarez-Pellicioni ve Bono, 2016) ortistigu
gorilmustir. Benzer sekilde, pandemi doneminde Banglades'teki Universite 6grencileriyle
yuritilen arastirmanin bulgular da, kadinlarin sinav kaygisinin daha yuksek olduguna isaret
etmektedir (Alsaady vd., 2020). Ancak, Universite sinavina girecek olan Yunanli 6grencilerle yapilan

E-Yutennational Jounnal of Educational Resdcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

223



E-Vluslananasr EJitism Anastvumalarne Dengisl
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 212-231

calismada ise sinav kaygisinda cinsiyete gore bir fark olmadigi tespit edilmistir (Saka vd., 2020).
Baytemir (2019) yaptigi arastirmada sinava girecek cocuklari olan annelerin sinava girecek
cocuklari olan babalardan daha endiseli oldugunu gérmdastdir. Tirk toplumunda kadinin cocugun
yetistiriimesinden daha fazla sorumlu oldugu algisi, annelerin sinava giren ¢ocuklarinin basari/
basarisizlik durumunda da sorumluluk hissetmelerine yol agabilir. Cocukluktan itibaren
icsellestirilen toplumsal cinsiyet rollerinin (Costa, Terracciano & McCrae, 2001) kiz 6grencilerin
sinav kaygisi diizeylerinin yuksek olmasina yol acabilecegi sdylenebilir.

Diger taraftan sinav kaygisi gidilen okulun tlirine gore anlaml bir bicimde farklilasmazken,
sinava hazirlanan 6grencilerin kendilerine ait odalarinin olup olmamasina gére anlamli bir bicimde
farkhlasmistir. Arastirma bulgulari kendi odasi olan 6grencilerin, kendilerine ait odasi olmayan
ogrencilere gore sinav kaygisinin daha az oldugunu ortaya koymustur. Okul tiriine gore anksiyete
ve depresyon diizeyinde farklilik olmadigi bulunmustur (AlAzzam vd., 2021). Ayrica, Aydin ve
Keskin (2017) tarafindan 8. Sinif 6grencilerinin matematik kaygi diizeyini 6lgen arastirmada, odasi
olan o&grencilerin kaygi duzeyinin odasi olmayan &grencilere gére daha az oldugu
g0Ozlemlenmistir. Diger yandan, ortaokul 6grencilerinin sinav kaygisini inceleyen bir arastirmaya
gore 6grencilerinin kendilerine ait odalarinin olmasi ile sinav kaygisi ters orantili ¢iksa da, bu farkin
anlamli olmadigi gérilmustir (Acar, 2018). Lise 6grencilerinin sinav kaygisini inceleyen baska bir
arastirmaya gore sinav kaygisi ile kendine ait odaya sahip olma arasinda anlamli fark
bulunamamistir (Arslan ve Aksekioglu, 2017). Pandemi déneminde yapilan bir calismada Gniversite
ogrencilerinin %12.6's1 ise evlerinde galismak icin uygun bir ortaminin olmadigini beyan etmistir
(Kapasia vd., 2020). Sosyal bilimlerde katilimcilarin slibjektif bakis acilari, yasadiklari yerin sosyo-
kultirel gercekleri ve genel ekonomik durumlari gibi sebepler arastirma bulgularinin farkli
sonuglar vermesine yol acmis olabilir.

Arastirmada elde edilen bir baska bulguya gore uzaktan egitimde derse odaklanma
durumuna gore anlamli fark gézlemlenmistir. Katiimcilardan uzaktan egitimde ders dinlemekte
odaklanma sorunu yasayanlarin sinav kaygisi diizeyi odaklanma sorunu yasamayanlara gore daha
fazladir. Urdiin'de yapilan arastirmanin bulgular uzaktan egitimdeki zorluklarin depresyon ve
anksiyetenin yordayicisi oldugu bulunmustur (AlAzzam vd., 2021). Ogretmenlerin tiim cabalarina
ragmen belirsizlikler, online platformlari kullanmadaki ve uzaktan égrenmenin gerekliliklerini
yerine getirmedeki glcllkleri sebebiyle dgrencilerin huzursuzluk dizeyleri artmaktadir (Agha,
2020). Hindistan'da yapilan bir calismada, Universite 6grencilerinin %14.1'i uzaktan egitim
derslerine hergiin, %54'(in ise haftada (i¢ giinden az katildigini belirtmistir. Ogrencilerin %32.4'G
internet baglantisi sorunlari yasamaktadir (Kapasia vd., 2020). Universite égrencileri ile yapilan
baska bir arastirmaya gore 6grenciler uzaktan egitim sistemine glivenmedigini, yapilan sinavlarin
glvenilirliklerine inanmadiklarini, derslerin yeterince egitici olmadigini, teknik aksakliklardan
dolayl 6gretimin bolindigini belirtmis ve tim bu unsurlar sinav kaygisini arttiran bilesenler
olarak degerlendirilmistir (Kurtlinci ve Kurt, 2020). Akgul ve Oran (2020) uzaktan egitim ile ilgili
calismalarinda katihmcilar odaklanamamayi bir dezavantaj olarak bildirmis ve katiimcilarin tgte
ikisi kaygi sebebi ile odaklanamadiklarini belirtmistir. Karatas'in (2020) lise son sinif 6grencilerle
yaptigi calismaya gore katilimcilarin dortte tigl pandemi doneminde uzaktan egitimin ve evde
kalma gibi faktorlerin sinav kaygisini arttirdigini bildirmistir. Yapilan baska bir calismada ise
performans ve odaklanmaya iliskin kendini degerlendirmenin ve 6gretmenlerin baskisinin sinav
kaygisinin yordayicilari oldugu saptanmistir (Sakka vd., 2020). Koronaviris sebebi ile alisik olunan
ylz ylze egitimin yerini uzaktan egitim almis ve bu egitim modeli de 6grencilerin sinav kaygisini
ylkselten faktorler arasinda girmistir.

Sinav kaygisina neden olan faktorlerle ile ilgili son bulguya gore pandemi sebebiyle
ailelerinin aylik gelirinde disme oldugunu belirtenlerin 6grencilerin sinav kaygisi, aylik gelir
durumunda degisiklik olmadigini belirtenlere gére daha yiksektir. Pandemi déneminde yapilan
bazi arastirmalar dar gelirli bireylerin ve genglerin pandemi siresince ekonomik stabilizesi olan
kisilere gore daha fazla kaygilandigini belirtmistir (Bozkurt, 2020). 8. Sinif 6grencileriyle yapilan

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

224



E-Vluslananasr EJitism Anastvumalarne Dengisl
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 212-231

arastirmalarin bulgulan aileleri dustk gelir diizeyinde olan 6grencilerin sinav kaygisinin (Bukilmez,
2015) ve matematik kaygisinin (Aydin ve Keskin, 2017) aileleri yliksek gelir diizeyinde olanlara gore
daha yUksek olduguna isaret etmistir. Ancak tniversite 6grencilerinde kaygi faktorlerini inceleyen
baska bir arastirmada ise ailenin gelir dizeyine gére durumluk ve strekli kaygi diizeyinde anlamli
bir fark olmadigi saptanmistir (Aydin ve Tiryaki, 2017). Mimarlik dgrencileriyle yapilan bir
calismada da dgrencilerin sinav kaygisinin ailelerinin gelir diizeyi gore farklilagsmadigi bulunmustur
(Haydargil-Ozdemir, 2016).

Covid-19 virlistin yayihmini dnlemek adina uzmanlar tarafindan 6nerilen tedbirlerin basinda
kalabaliklarin biraraya gelmemesi yer almaktadir. Universite giris sinavi gibi iilke capinda binlerce
ogrencinin katilacag! bir sinavin pandemi siirecinde yapilmasinin yarattigi zorluklar gézéniine
alinarak YKS'nin tarihi iki kez degistirilmistir. Universite giris sinavina girecek olan adaylarin
%19.2'si olaganusti bir dénemden gectigimiz igin yapilan degisikligi normal karsiladigini
belirtirken, %80.2'si ise kendini degersiz hissettigini belirtmistir. Sinav tarihindeki degisiklikleri
‘olagaiisti donemden gecildigi icin normal’ olarak degerlendiren katilimcilarin sinav kaygisi
‘degersiz hissettim’ diyen katimcilardan distiktir. Katilimcilarin %52.'sinin sinav tarihi degistikten
sonra calisma temposunda disme olurken, %20.2'sinin ise c¢alisma temposu artmistir.
Katilimcilarin %82.4'G sinav tarihinde yapilan degisikliklerin kaygisini arttirdigini, %2.6's1 ise
kaygisini azalttigini belirtmistir. Benzer sekilde, Karatas'in (2020) galismasinda YKS sinav tarihindeki
degisikliklerin 12. sinif dgrencilerinin %76.20'sinin psikolojilerini, %72.70'inin motivasyonlarini
olumsuz yonde etkiledigini gostermektedir. Pandemi sebebiyle Universite sinav tarihinde yapilan
degisikliklerin bireylerin sinav kaygisini arttirmasi pandemi gibi olaganistlii dénemlerde dahi
bireylerin diizenlerinde degisiklik yapilmamasinin édnemine isaret etmektedir. Planlar ve rutinler
bireylerin yasamini dlizene sokarak, kendilerini glivende hissetmelerine yol agmaktadir.

Analiz sonuglar bilissel esneklik ve sinav kaygisinin ters orantili oldugunu gdstermistir.
Diger bir deyisle, bilissel esneklik puani yiiksek olan 6grencilerin sinav kaygisi toplam puani ile
duyussallik ve kuruntu altboyut puanlari bilissel esneklik puani diisiik olan 6grencilere gére daha
disuktdr. Ergenlerde Ustbilis ve sinav kaygisi arasindaki iliskide ruminasyon ve biligsel esnekligin
aracilik roliinin incelendigi bir arastirmada, bilissel esnekligin ruminasyon ve sinav kaygisi
arasinda aracilik roli Ustlendigi belirtiimistir ve bu arastirma bilissel esnekligi ylksek olan
bireylerin sinav kaygisinin diisiik oldugunu destekler niteliktedir (Kirkik, 2020). Universite sinavina
girecek adaylarla yapilan arastirma da bilissel esneklik ile sinav kaygisi arasinda diisik dizeyde
negatif yonlu bir iliski oldugu bulunmustur (Kuloglu ve Gorkem-Orhan, 2021). Mizik yetenek
sinavina girecek adaylarla yurutilen bir calismaya gore bilissel esneklik arttikca sinav basarisinin
da arttigi gorilmustir (Zahal, 2014). Asiri kayginin performansi negatif ydonde etkilediginden yola
cikilarak bilissel esnekligi yiksek olan ergenlerin kaygilariyla daha iyi basa cikabildiklerini
soylenebilir. Bilissel esneklik puani yiksek olan 6grencilerin sinav kaygisina neden olabilecek
olumsuzluklara karsi daha toleransli davranmaktadir, problemleri ele alirken cok yonlu
distinmektedir ve sorunlar karsisinda kotlimser tavir takinmamaktadir, negatif bas etme stratejileri
kullanmak yerine proaktif stratejiler gelistirmektedir (Bedel ve Ulubey, 2015).

Arastirma bulgular 6z duzenleme durumuna gore sinav kaygisi toplam puaninda ve
‘duyussallik’ ile ‘kuruntu’ altboyut puanlarinda farklilasma oldugunu gdstermektedir. ‘Oz
dizenleme basaril’ puani ylksek olan 6grencilerin sinav kaygisi distkken, ‘6z dizenleme
basarisiz’ puani yliksek olan 6grencilerin sinav kaygisi da yiksektir. Kuhl (1985) 6z diizenlemenin
kisilerin amaclarini gergeklestirme siurecinde hem cevresel hem de davranis kontroliint iceren
onemli bir siire¢ oldugundan bahsetmistir. Bembenutty vd.'na (1998) gore 6z diizenleme becerisi
yuksek 6grenciler ev ddevlerini yaparken dikkatlerini toplamak amaciyla daha uygun ortamlarda
cahsir, telefon televizyon vb. dikkat dagitici unsurlarin etkilerini en aza indirirler. Adesola ve Li
(2018), yaptiklar calismada 6z diizenleme becerisi yiksek olan 6grencilerin amaclarina ulasmak
icin bilissel becerileri daha fazla kullandiklarini ve 6z diizenleme becerisi diisiik 6grencilerin sinav
kaygisinin daha ylksek oldugunu saptamistir. 8. Siniflar Gizerinde yapilan baska bir calismaya gore
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ogrencilerin 6z-diizenleme becerileri sinav kaygilari olumlu yonde etkilemistir, yani sinav kaygisi
yiksek olan 6grencilerin 6z-diizenleme becerileri dusiktir (Uredi ve Uredi, 2005). Lise
ogrencilerinin akademik ertelemesi lzerine yirutilen baska bir arastirmaya gore 6z-dlizenleme
becerisi olan 6grencilerin akademik erteleme yapmaktan kacindiklari gortlmustir (Cetin ve
Ceyhan, 2017). Dolayisiyla 6z diizenleme becerisi sinav kaygisini distiren faktorlerden bir tanesi
olarak sayilabilir.

Arastirmanin bazi sinirliliklari bulunmaktadir. Verilerin ¢evrimici ortamda toplanmasindan
dolayi arastirma grubu, teknoloji ve internet erisimi olan bireylerle sinirlidir. Her ne kadar daha
fazla katiimciya ulasilmasini saglamasi ve katilimcilar tarafindan verilen cevaplarin arastirmaci
tarafindan veri tabanina aktarilirken hata riskinin olmamasi ¢evrimici veri toplamanin avantajlari
arasinda yer aliyor ise de (Smith, 1997), cevrimigi veri toplamanin dezavantajlari da s6z konusudur.
Ornegin katiimcilar kalabalik bir partiden, sessiz bir kiitiphaneden veya herhangi bir ortamdan
arastirmaya katilabilir ve yonergelere uymaksizin ifadeleri baska kisilerle birlikte cevap verebilir
(Wilt, Condon ve Revelle, 2012). Dolayisiyla ¢evrimigi veri toplamada dogrulugu kesin olmayan
bilgilerin edinilme olasilig yuksektir. Arastirmada kullanilan dlceklerin 6z-bildirime dayali olmasi
arastirmanin baska bir sinirlhiligidir. Oz-bildirime dayali 6Iceklerde bireyler anket sorularina sosyal
olarak kabul edilebilir cevaplar verebilir.

Sonug olarak pandemi siirecinde biligsel esneklik ve 6z-diizenleme becerileri bireylerin
sahip olmasi gereken 6nemli beceriler olarak ortaya ¢ikmistir. Bu dogrultuda, liselerin psikolojik
danismanlik servisleri tarafindan Universite sinavina hazirlanan genglerin bilissel esnekliklerini ve
0z-diizenleme becerilerini arttiracak grupla psikolojik danisma programlarini uygulamalari &nem
tasimaktadir. Bu durumda, bilissel esneklik ve 6z diizenleme becerilerini artiracak yapilandiriimig
ve etkililigi bilimsel olarak kanitlanmis grup programlarina ihtiyag duyulmaktadir. Okul psikolojik
danismanlari tarafindan ailelere yonelik bilissel esneklik ve 6z-dlizenleme becerilerinin 6nemine
ve genglere bu becerilerin nasil kazandirabileceklerine iliskin bilinglendirici seminer ve konferanslar
diizenlenebilir. ileride deneysel calismalar yapilarak lise 6grencilerinin bilissel esneklik ve 6z-
dizenleme becerilerini artiracak programlar gelistirilip, programlarin etkililigi bilimsel olarak test
edilebilir. Bunun yanisira bilissel esneklik ve 6z-diizenleme becerilerinin bireylerin psikolojik saghgi
Uzerindeki etkilerini inceleyecek arastirmalar planlanabilir. Ek olarak, bu calisma kesitsel bir
arastirma oldugundan dolay, ileride boylamsal arastirmalar gerceklestirilebilir.

KAYNAKCA

Acar, S. (2018) Sinav kaygisinin yordanmastnn psikolojik dayaniklilik ve karar verme becerileri acisindan
incelenmesi. (Yayinlanmamis Yiksek Lisans Tezi). istanbul Sabahattin Zaim Universitesi, istanbul

Adesola, S.A. & Li, Y. (2018). The relationship between self-regulation, self-efficacy, test anxiety, and
motivation. International Journal of Information and Education Technology, 8(10), 759-763.
http://dx.doi.org/10.18178/ijiet.2018.8.10.1135

Agha, E. (2020). Learning rebooted: Online education during Covid-19 lockdown puts spotlight on India’s
digital divide. https://wwwnews18.com/news/india/learningrebooted-online- education-during-
covid-19-lockdown-puts-spotlight-on-indias- digital-divide-2563265.html.

Akcay-Ozcan, D. & Kiran-Esen, B. (2016). Ergenlerin bilissel esneklik dizeyleri ile ézyeterlilikleri arasindaki
iliskinin incelenmesi. International Journal of Eurasian Education and Culture, 1, 1-8.

Akgll, G. & Oran, M. (2020) Sosyal bilgiler 6gretmenlerinin, ortaokul 6grencilerinin ve 6grenci velilerinin
pandemi sirecindeki uzaktan egitimle ilgili gorugsleri. Egitimde Yeni Yaklasimlar Dergisi, 3(2), 15-37.

AlAzzam, M., Abuhammad, S., Abdalrahim, A. & Hamdan-Mansour, A.M. (2021). Predictors of depression
and anxiety among senior high school students during Covid-19 pandemic: The context of home

quarantine and online education. The Journal of School Nursing, 1-8.
http://dx.doi.org/10.1177/1059840520988548

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

226



E-Vluslananasr EJitism Anastinmalan Dengisi
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 212-231

Albayrak-Kaymak, D. (1985). The development of the Turkish form of the Spielberger test anxiety inventory: A
study of transliteral equivalence and reliability. (Yayinlanmamis Yiksek Lisans Tezi). Bogazici
University, istanbul, Turkey.

Alsaady, ., Gattan, H., Zawawi, A., Alghanmi, M. & Zakai, H. (2020). Impact of Covid-19 crises on exam
anxiety levels among bachelor level university students. Mediterranean Journal of Social Sciences,
11(5), 33-39. https://doi.org/10.36941/mjss-2020-0052

Arslan, U. & Aksekioglu, B. (2017). Lise 6grencilerinin sinav kaygi diizeylerinin cesitli degiskenler agisindan
incelenmesi. Journal of Human Sciences, 14(4), 4884-4897. http://dx.doi.org/10.14687/jhs.v14i4.5006

Aydin, A. & Keskin, . (2017). 8. Sinif 6grencilerinin matematik kaygi diizeylerinin bazi degiskenler acisindan
incelenmesi. Kastamonu Egitim Dergisi, 25(5), 1801-1818.

Aydin, A. & Tiryaki, S. (2017). Universite égrencilerinin kaygi dizeylerini etkileyen faktérleri belirlemeye
yonelik bir calisma (KTU &rnegi), Kastamonu Universitesi Orman Fakiiltesi Dergisi, 17 (4), 715-722.
http://dx.doi.org/10.17475/kastorman.282559

Baumeister, R. F. & Vohs, K. D. (2007). Self-regulation, ego depletion, and motivation. Social and Personality
Psychology Compass, 1, 1-14.

Baytemir, K. (2019). Perfectionism, irrational beliefs, need for social approval and gender as predictors of
parent exam anxiety. Bartin University Journal of Faculty of Education, 8(1), 161-178.

Bedel, A. & Ulubey, E. (2015). Ergenlerde basa ¢ikma stratejilerini agiklamada bilissel esnekligin rolu. Elektronik
Sosyal Bilimler Dergisi, 14(55), 291-300.

Bembenutty, H., McKeachie, W., Karabenick, S.A., & Lin, Y. (1998). The relationship between test anxiety and
self-regulation on students’ motivation and learning. Paper presented at the Annual Meeting of the
American Psychological Society.

Brooks, S. K., Webster, R. K., Smith, L. E., Woodland, L., Wessely, S., Greenberg, N., & Rubin, G. J. (2020). The
psychological impact of quarantine and how to reduce it: Rapid review of the evidence. The Lancet,
395(10227), 912-920. https://doi.org/10.1016/50140-6736(20)30460-8

Brown, J. M. (1998). Self-regulation and the addictive behaviors. In W. R. Miller & N. Heather. (Eds.), Treating
Addictive Behaviors icinde (s. 61-74). New York: Plenum Press.

Bozkurt, N. (2019). Ergenlerde Psikolojik Saglamlik ve Bilissel Esneklik Diizeylerinin Sinav Kaygst ile iliskisi.
(Yayimlanmamus Yiiksek Lisans Tezi). istanbul Universitesi, Cerrahpasa Lisanstistii Egitim Enstitiis(,
istanbul.

Bozkurt, V. (2020) Pandemi déneminde calisma: Ekonomik kayguar, dijitallesme ve verimlilik. Covid
Pandemisinin Ekonomik, Siyasal ve Sosyal Etkileri (s.115-136) istanbul, istanbul Universitesi Yayinevi
http://dx.doi.org/10.26650/B/SS46.2020.005

Bugay, A. & Erdur-Baker, O. (2011) Ruminasyon diizeyinin toplumsal cinsiyet ve yasa gére incelenmesi. Tiirk
Psikolojik Danisma ve Rehberlik Dergisi, 4(36), 191-201.

Biikiilmez, E. (2015). ilkégretim 8. Sunif 6¢grencilerinde sinav kaygist ve ders ¢calisma yaklasimlar: arasindaki
iliski. (Yayinlanmamus Yiiksek Lisans Tezi). Nisantasi Universitesi, istanbul.

Canas, J.J. Quesada, J. F., Antoli, A. & Fajardo, I. (2003). Cognitive flexibility and adaptability to
environmental changes in dynamic complex problem-solving tasks. Ergonomics, 46(5), 482-501.

Cao, W,, Fang, Z,, Hou, G., Han, M., Xu, X, Dong, J. & Zheng, J. (2020). The psychological impact of the
COVID-19 epidemic on college community mental health journal 13 students in China. Psychiatry
Research. https://doi.org/10.1016/jpsychres. 2020.112934

Cardom, R. D. (2016). The mediating role of cognitive flexibility on the relationship between crossrace
interactions and psychological well-being. (Yayimlanmamis Doktora Tezi). University of Kentucky,
USA.

Costa Jr. P. T., Terracciano, A. & McCrae, R. (2001). Gender Differences in Personality Traits Across Cultures:
Robust and Surprising Findings. Journal of Personality and Social Psychology, 81(2), 322-331.
Celikkaleli, O. (2014). Bilissel esneklik dlcegi'nin gecerliligi ve givenilirligi. Egitim ve Bilim, 39(176), 339-346.

Cetin, N. & Ceyhan, E. (2017). Lise 6grencilerinin akademik erteleme davranislarinin strekli kaygi, akilc
olmayan inang, 6z-diizenleme ve akademik basari ile iliskisi. Hacettepe Universitesi Egitim Fakiiltesi
Dergisi 33(2), 460-479. http//dx.doi.org/10.16986/HUJE.2017028261

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

227



E-Vluslananasr EJitism Anastinmalan Dengisi
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 212-231

Degirmenci, R. (2020). Lise son stnif égrencilerinin kendilerine ve basariya y6nelik bilissel kurgularinin stnav
kaygtst acisindan incelenmesi. (Yayinlanmamis Yiiksek Lisans Tezi). Cukurova Universitesi, Adana.

Duruy, E., Dury, S. & Balkis, M. (2014). Tikenmislik, akademik basari ve 6z-diizenleme arasindaki iliskilerin
analizi. Educational Sciences: Theory & Practice. https://doi.org/10.12738/ESTP.2014.4.2050

Fu, F. & Chow, A. (2017). Traumatic exposure and psychological well-being: The moderating role of
cognitive flexibility. Journal of Loss and Trauma, 22(1), 24-35.
http://dx.doi.org/10.1080/15325024.2016.116142

Hair, J.F., Black, B., Babin, B., Anderson, R.E. & Tatham, R.L. (2005). Multivariate Data Analysis (6th
Edition). Pearson Publishing.

Harma, M. (2008). The impact of parental control and marital conflict on adolescents’ self-regulation and
adjustment. (Yayinlanmamis Yiksek Lisans Tezi). Middle East Technical University, Ankara.

Haydargil-Ozdemir, N. (2016). Mimarlik 6grencilerinin 6grenme stilleri ve sinav kayqist arasindaki iliskinin
belirlenmesi. (Yayinlanmamus Yiiksek Lisans Tezi). Zirve Universitesi, Gaziantep.

Hijazi, M. A, Keith, A. J. & O'Brien, C. (2015). Predictors of posttraumatic growth in a multiwar sample of
U.S. combat veterans. Peace and Conflict: Journal of Peace Psychology, 21(3), 395-408.
http://dx.doi.org/10.1037/pac0000077.

Hou, T., Mao, X.,, Dong, W., Chai, W. & Deng, G. (2020). Prevalance of and factors associated with mental
health problems and suicidality among senior high school students in rural China during the Covid-
19 outbreak. Asian Journal of Psychiatry, 54, 102305, https://doi.org/10.1016/j.ajp.2020.102305

Joseph, J. S. & Gary, M. J. (2011). The utility of measuring explanatory flexibility in PTSD Research. Cognitive
Therapy and Research, 35, 372-380. http://dx.doi.org/10.1007/s10608-010-9301-7

Jurisevic, M., Lavrih, L, Lisic, A., Podlogar, N., & Zerak, U. (2021). Higher education students’ experience of
emergency remote teaching during the Covid-19 pandemic in relation to self-regulation and
positivity. Center for Educational Policy Studies Journal, 11(Special Issue), 241-262.
https://doi.org/10.25656/01:23660

Karasar, N. (2016). Bilimsel arastirma y6ntemleri. Nobel Yayincilik, Ankara.

Karatas, Z. (2020). COVID-19 Pandemisi Surecinin LGS ve YKS Sinavina Hazirlik Sirecinde Olan Cocuk ve
Ergenlerin Psikolojilerine Yansimalarinin incelenmesi. Pandemi Déneminde Cocuk ve Ergen Psikolojisi.
1. Baski. Ankara: Turkiye Klinikleri; 54-74.

Kapasia, N., Paul, P., Roy, A, Saha, J., Zaveri, A., Mallick, R. & ark. (2020). Impact of lockdown on learning
status of undergraduate and postgraduate students during Covid-19 pandemic in West Bengal,
India. Children and Youth Services Review, 116, 105194,
https://doi.org/10.1016/j.childyouth.2020.105194

Kirkik, M. (2020) Ergenlerde (istbilis ve stnav kaygist arasindaki iliskide ruminasyon ve bilissel esnekligin aractlik
rolii. (Yayinlanmamis Yiiksek Lisans Tezi). Pamukkale Universitesi, Denizli

Kuhl, J. (1985). Volitional mediators of cognition-behavior consistency: Self-regulatory processes and action vs
state orientation. In J. Kuhl & J. Beckmann (Eds). Action control: From cognition to behavior (pp.
101-128). New York: Springer-Verlag.

Kuloglu, A., & Gorkem-Orhan, F. (2021). Examination of test anxiety and cognitive flexibility levels of
students preparing fort he University Exam. International Online Journal of Educational Sciences,
13(4), 996-1009.

Kirttincd, K. & Kurt, A. (2020). Covid-19 Pandemisi Déneminde Hemsirelik Ogrencilerinin Uzaktan Egitim
Konusunda Yasadiklari Sorunlar. Avrasya Sosyal ve Ekonomi Arastirmalart Dergisi, 7(5), 66-77.

Martin, M. M. ve Rubin, R. B. (1995). A new measure of cognitive flexibility. Psychological Reports, 76(2),
623-626.

Metzl, E. S. (2009). The role of creative thinking in resilience after hurricane Katrina. Psychology of
Aesthetics, Creativity and the Arts, 3, 112-123. http://dx.doi.org/10.1037/a0013479.

Moilanen, K. L. (2007). The adolescent self-regulatory inventory: The development and validation of a
guestionnaire of short-term and long-term self-regulation. Journal of Youth and Adolescence, 36,
835-848.

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

228



E-Vluslananair Cgl..tl..m a4h.a.$tu‘1.ma[a.fu. Dch.g.l'.d.l..
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 212-231

Nufez-Pefa, M., Suarez-Pellicioni, M. & Bono, R. (2016), Gender Differences in Test Anxiety and Their Impact
on Higher Education Students’ Academic Achievement, Procedia-Social and Behavioral Sciences, 228,
154-160. https://doi.org/10.1016/j.sbspro.2016.07.023.

Pintrich, R. R. (2000). The role of goal orientation in self-regulated learning. In M. Boekaerts, P. R. Pintrich, M.
Zeidner (Eds), Handbook of Self- Regulation (pp, 451-501). San Diego, CA: Academic Press.

Sakka, S., Nikopoulou, V.A., Bonti, E., Tatsiopoulou, P., Karamouzi, P., Giazkoulidou, A., Tsipropouloui V.,
Parlapani, E., Holeva, V., & Diakogiannis, I. (2020). Assessing test anxiety and resilience among Greek
adolescents during Covid-19 pandemic. Journal of Mind and Medical Sciences, 7(2), 172-178.
http://dx.doi.org/10.22543/7674.72.P173178

Seiter, J.S. & Curran, T. (2021) Social-distancing fatigue during the COVID-19 pandemic: A mediation
analysis of cognitive flexibility, fatigue, depression, and adherence to CDC guidelines,
Communication Research Reports, 38(1), 68-78. https://doi.org/10.1080/08824096.2021.1880385

Smith, C. (1997). Casting the Net: Surveying an Internet Population. Journal of Computer-Mediated
Communication, 3(1). https://doi.org/10.1111/j.1083-6101.1997.tb00064.x

Spielberger, C. D. (1980). Preliminary professional manual for the Test Anxiety Inventory, Palo Alto, CA:
Consulting Psychologists Press, 1980.

Spielberger. C. D. & Vagg, R. (1995). Test Anxiety: Theory, Assessment and Treatment. Taylor and Francis.

Stevens, A. D. (2009). Social problem-solving and cognitive flexibility: Relations to social skills and problem
behavior at-risk young children. (Yayinlanmamis Doktora Tezi). Seattle Pacific University, Seattle, WA.

Toprakgl, M.S., Hepsogitll, Z. B. & Toprakgl, E. (2021) Covid-19 salgini siirecinde 6grencilerin uzaktan
dgretimde sorun kaynag algilari (izmir Atatiirk Anadolu Lisesi Ornegi, E-Uluslararast Pedandragoji
Dergisi (e-upad), 1(2), 41-61.Doi: https://trdoi.org/10.27579808/e-ijpa.40

Uredi, I. & Uredi L. (2005). ilkégretim 8. sinif égrencilerinin 6z-diizenleme stratejileri ve motivasyonel
inanclarinin matematik basarisini yordama giicii. Mersin Universitesi EGitim Fakdiltesi Dergisi, 1(2),
250-260.

Yildirim, i. (2007). Universite secme sinavina hazirlanan Tiirk 8grencilerde depresyon, sinav kaygisi ve sosyal
destek. Egitim Arastirmalari, 29, 171-184.

Wilt, J,, Condon, D. & Revelle, W. (2012). Telemetrics and online data collection. Icinde Handbook of
developmental research methods (ss. 163-179). Guilford New York

Zahal, A. (2014) Ozel yetenek sinavina giren adaylarin 6Grenme stilleri ve bilissel esneklik diizeyleri ile stnav
basarilart arastndaki iliski. (Yayinlanmamis Yiiksek Lisans Tezi). indnii Universitesi, Malatya.

E-Yutennational Jounnal of Educational Resdcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 212-231

229


https://trdoi.org/10.27579808/e-ijpa.40

Ethical Knowledge and Ethical Sensitivity of Prospective Teachers about
Classroom Management!

Res. Ass. Dr. Giilnar Ozyildirum Prof. Dr. Ali Sabanci
Akdeniz University-Turkey Akdeniz University — Turkey
ORCID: 0000-0003-3768-0516 ORCID: 0000-0002-2508-7339
gulnarozyildirim@akdeniz.edu.tr alisabanci@akdeniz.edu.tr
Abstract

Classroom management could be regarded as one of the fundamental
components of the educational process. While managing classrooms,
teachers could need guidance, especially in dilemmas and complex events.
Ethical knowledge and ethical sensitivity could assist them in these situations.
In this study, the aim was to determine the ethical knowledge and ethical E-International
sensitivity of prospective teachers regarding classroom management, which journal of Educational
includes management of the physical environment, behavior management,
time management, and relationship management, as well as curriculum
management. The participants comprised 172 prospective teachers attending
the pedagogical formation program at the Faculty of Education at Akdeniz
University, Turkey. This study was carried out using a case study model, which
is a qualitative research method. The data were collected through a
structured interview form, consisting of five scenarios related to five
dimensions of classroom management. Both moral and immoral situations
were included in each scenario developed by literature review and taking
expert opinion. Content analysis and descriptive analysis methods were used Research Article
in the analysis of the data. As a result, most of the prospective teachers had

ethical sensitivity that enable them to identify moral and immoral behaviors

in the scenarios. It was observed that most of the prospective teachers

identified moral and immoral situations in the given scenarios, but a few of

them justified their statements by using ethical concepts. The other

Justifications were based on emotional expression. It was concluded that

some prospective teachers didn't have ethical knowledge because they left

unanswered why these behaviors are moral or immoral. In addition, they

made the most moral evaluation in the scenario related to program

management, and the least moral evaluation in the scenario related to the

management of the physical environment. Except for scenario 2, they mostly

identified immoral situations. It is suggested that the prospective teachers Received: 2021-11-02
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INTRODUCTION

“What could be closer to the moral in the classroom than activities and teaching that are directed
at or function to affect the present and future student conduct?” (Fallona & Richardson, 2011:
1041). Furthermore, it has been recognized the requisite of addressing education as a social and
humane enterprise (Toprakgi, 2012). Classroom management was only regarded as an activity
involving academic development and behavior management until the 1990s. Subsequently,
rethinking of this term brings other domains, such as facilitating a caring environment, to its
definition (Fallona & Richardon, 2011). Furthermore, it is realized that the classroom environment
provides various teaching and learning opportunities, which foster not only the academic
development of the students but also their social and moral growth (Evertson & Weinstein, 2011;
Ming-tak & Wai-shing, 2008; Nucci, 2011; Tirri, 2008; Weinstein & Novodvorsky, 2015). The
approach to classroom management leads to increased interest in moral aspects of teaching and
teaching management processes (Weinstein, 1998).

The responses and behaviors of teachers during the management of their classrooms range
from interaction amongst students to teacher-student relations (Hansen, 1995; Nucci, 2011;
Watson, 2003), the design of appropriate classroom environments that enable students to practice
their knowledge in all development areas, and becoming role models for moral persons. These
are crucial components of social and moral development for students (Fenstermacher, 1990;
Johns, McGrath, & Mathur, 2008; Nucci, 2011). Apart from them, students do not have the right
to choose when it comes to teaching decisions (Bull, 1993). It can be asserted that the vulnerability
of students to teachers’ actions and their roles in social and moral development of the students
indicates moral dimension of classroom managemet and complexity nature of the teaching
profession. The moral dimension may create dilemmas and tension, and, for prospective teachers,
creates a need for preparedness and ethical knowledge leading to well-justified reactions
(Foulger, Ewbank, Kay, Popp & Carter, 2009) and the development of sound moral judgments.
The first requirement of a sound moral judgment is ethical sensitivity (Rest, 1982). The current
study aims to determine the ethical sensitivities of the prospective teachers through the
qualitative analysis of scenarios that include moral aspects of classroom management. Two
analytical frameworks have driven this study, in its association of classroom management with
morality, fictionalizing scenarios relating to moral matters, and evaluating the interpretation of
scenarios by the prospective teachers. Social Cognitive Domain-Theory (Turiel, 1983, 2002) has
enabled us to understand of the importance of the moral dimension of classroom management
to children's moral and social growth, and has revealed ethical complexities in classroom
management. At the same time, The Theory of Ethical Development (Rest, 1982) has provided
beneficial insights into the multifaced nature of moral judgment, whose first component is ethical
sensitivity. This study provides a valuable contribution to bridging the conceptual gap between
morality and classroom management, and renewing interest in teachers' classroom behaviour as
a moral activity.

Morality and Classroom Management

Theory, addresses this concept in the framework of social life. Morality is one of the
domains of social knowledge and differs from social conventions and personal issues, which are
its other components. It is a universal term and associates with fairness, rights, and welfare that
means not to harm others (Turiel, 1983). Morality is embedded in the children implicitly during
the socialization process through role modeling, rewards, and emotional attachment to groups.
When applied this theory to the classroom context, the climate of the classroom and schools and
teachers' behaviors form the moral and social knowledge of the students (Nucci, 2011).

Morality is intertwined with many classroom management activities, such as establishing
caring and supportive interactions amongst students and with their teachers, prioritizing student
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learning when planning and practicing instruction, promoting students' social growth, and
handling undesirable behavior problems appropriately (Evertson & Weinstein, 2011). Fallona and
Richardson (2011) have addressed this association with an analytic approach having implicit and
explicit perspectives. The implicit perspective refers to the ‘hidden curriculum’ and underlines its
invisible nature, meaning that morality is embedded in classroom practices. Teachers’ reactions
to undesirable behaviors, their methods of measuring aspects of student behavior, or their
approaches to instruction are not related solely to classroom management techniques (Campbell,
2003). All behaviors take place against a background that abounds in moral messages (Fallona
and Richardson, 2011; Campbell, 2003; Hansen, 2001). Students can understand and verbalize
these messages, which underlie teachers’ behaviors in the classroom (Richardson & Williams,
2000). For instance, when a teacher is seen to approve of an undesirable behavior of one student
to another, other students may perceive that this maltreatment has been deserved (Horn, Killen
& Stangor, 1999). In essence, the students might interpret these kinds of social situation as
justification of the maltreatment (Nucci, 2011). Therefore, the manner and approach of teachers,
and the resulting classroom discourse, affect students’ moral growth, regardless of whether or not
teachers are aware of it (Fallona & Richardson, 2011). “The teacher's conduct, at all times and in
all ways, is a moral matter.” (Fenstermacher, 1990: 133).

The explicit perspective, on the other hand, fosters character education through deliberate
instruction. The values and virtues that are part of moral instruction may be acquired and exhibited
through appropriate programs and environments (Fallona & Richardson, 2011), and this requires
considering the classroom management holistically (Wolk, 2002). The implicit perspective, which
is the main focus of the current study, may be seen in many theories relating to moral
development. All these theories propose that there is a significant effect of the environment on
moral development (Nucci, 2011; Turiel, 2002; Piaget, 1932; Freud, 1930), regardless of its scale.

A classroom is a social place that facilitates the construction of social and moral values, no
matter how it is managed (Jackson, Boostrom & Hansen, 1993). Social Domain Theory tells us that
students’ social experiences can build concepts in the areas of morality, societal convention, and
personal developmental (Turiel, 1983, 1998). The direct and indirect experiences of the students
construct a framework for what is right or wrong, or what constitutes justice or injustice (Turiel,
1983; 2002). The students fictionalize social scripts that develop their moral character when they
repeatedly encounter events resulting in similar emotions (Karniol, 2003). Based on this theory,
Nucci (2011) underlines the role of classroom management in the acquisition of social and moral
knowledge, from different aspects. Firstly, classroom management practices serve as a device to
facilitate the students in reflecting upon social and moral knowledge. Secondly, emotional
responses to their surroundings, relations with their peers, and with education staff impact on the
moral development of students (Turiel, 2002). These interactions in the classrooms provide moral
knowledge, either as observers or as the principal actors (Nucci, 2011). “Children’s everyday social
experiences involve participating in, and observing, events of several types, including what people
say to each other, concerns with feelings, and concerns with how others will react.” (Turiel, 2015:
509-510). Thirdly, the construction of moral knowledge necessitates experiencing emotion during
the conduct of social relations. The classroom climate can allow various emotional outcomes
dependent on teachers' classroom management approaches. Fourthly, classroom rules, teacher
authority, and values that the students observe and experience can serve as a framework for
evaluating their moral norms (Nucci, 2011).

Moral Judgment Theory

Decision-making and behaving occasionally encompasses evaluating moral and immoral
issues (Foulger et al, 2009). Rest (1982) asserts that moral decision-making is not a unitary process.
It has a multifaced nature and includes four components: ethical sensitivity (Component I), moral
reasoning (Component Il), moral concerns (Component Ill), and moral courage (Component V).
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Ethical sensitivity is the recognition of the ethical aspects of an event. Moral reasoning enables
the design of a moral action plan and requires moral reasoning ability. Moral concerns should not
take precedence over other values, and are normative, i.e. dependent on the prevailing belief
systems in society as a whole. Lastly, moral courage, determines the purposeful application of the
first three components. If one is deficient in one of these components, it is assumed that one
cannot behave morally (Rest, 1986).

Clarkeburn (2002: 439) states that “...ethical sensitivity is an independent element within
moral development”. People with ethical sensitivity can recognize the results of their actions and
the complexity of the situation (Narvaez, 2001; Rest, 1982) and verbalize the effects of an action
on all parties in the event (Brabeck et al, 2000; Rest, 1982). This kind of person can recognize moral
dilemmas and determine their outcomes in various circumstances, using their moral judgement
(Tirri & Nokelainen, 2007). Ethical sensitivity and moral motivation are, therefore, essential for
coping with real-life moral dilemmas (Narvaez, 1993) and for behaving morally (Clark, 2005).

Concerning the professional perspective, ethical sensitivity can be considered generally as
applying when recipients of a service, such as teaching, are taken into consideration, understood,
and responded to by employees (Weaver, Morse & Mitcham, 2008), usually in compliance with
some kind of ethical code. Management of teaching and learning activities necessitates making
numerous decisions about various issues. From the selection of instructional approaches,
underlining of one skill rather than another, to punishing or rewarding a behavior, moral decisions
and judgments are embedded with classroom management decisions (Sabbagh, 2009; Campbell,
2003). It is therefore worth asking how these judgments are made. According to Hussi and Tirri
(2003), teachers use multidimensional perspectives when making judgments. The teacher
judgments entail dealing with multiple dimensions of the event, such as the moral, conventional,
and personal domains (Foulger et al, 2009). However, these dimensions might sometimes be
inconsistent with each other, especially when it comes to moral values. In some cases, the moral
dimension, such as students’ rights, might conflict with the conventional dimension, such as
prescribed duties of the teachers (Foulger et al,, 2009; Sabbagh, 2009). The teachers, therefore,
can experience dilemmas.

Teachers having ethical sensitivity are able to relate their choices and behaviors to moral
values. Moreover, they are able to formally and informally evaluate the moral effects of their
activities on students rather than just the technical or factual effects (Campbell, 2006; 2008). Their
way of reacting to dilemmas demonstrates their level of ethical sensitivity and understanding,
because they comprehend these situations and behave differently from those who lack ethical
sensitivity (Bullough, 2011). These differences are reflected in their tone of voice, their material
choices, their organization of students into groups in the course of evaluating their work, and
their imposition of school and classroom rules, as well as the amount of time, attention and care
allocated to their students (Campbell, 2006; 2008).

Ethical Sensitivity and Ethical Knowledge

Ethical sensitivity and professional virtue-in-action originate from ethical knowledge.
Ethical knowledge is related to the awareness of both one’s own practice and others (Campbell,
2008), and having self-awareness of actions in moral terms requires that teachers possess ethical
knowledge (Campbell, 2006).

Ethical understanding and ethical knowledge play a key role in realizing the opportunities
that consciously facilitate students' moral growth (Fallona & Richardson, 2011; Hansen, 2001).
Professional teachers, therefore, need more than a sense of what is right or wrong to understand
the moral importance of classroom and school life, and ethical knowledge to guide them in
managing their daily practice (Campbell, 2006). Professional ethics enables teachers to think about
the moral implications of their actions, not only in resolving dilemmas but also in daily routine
activities (Campbell, 2003). According to Taylor (1994), “ethical knowledge may encourage
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exploration of choices and commitment to responsibilities, and develop value preferences and
orientation to guide attitudes and behavior” (cited in Shapira-Lishchinsky, 2011: 650). A lack of
ethical knowledge may cause teachers to experience ethical dilemmas, owing to uncertainty about
what is right. They may fail to recognize the moral dimension of a situation until it becomes
obvious (Campbell, 2003). The ethical practice and conduct of teachers should not, therefore, be
left to chance, because they need to practice the principles of ethics in order to internalize them
(Campbell, 2003; Strike, 1990).

The Aim of the Study

If we wish to benefit from classroom management as an educational device, it is necessary
to critically analyze the educational practices of teachers (Nucci, 2011). Therefore, teachers must
be supported to reflect upon the moral impact of their classroom actions, and given opportunities
to express their beliefs about this topic (Fallona & Richardson, 2011). Improving moral character,
moral judgment skills, or professional sensitivity cannot be facilitated without ethical sensitivity
(Clarkeburn, 2002). Being able to identify the moral issues contributes to teachers’ awareness and
understanding of dilemmas (Colnerud, 1997). If their awareness and understanding of dilemmas
improves, they can cope with them more successfully (Shapira-Lishchinsky, 2011). Moreover,
giving students, including teacher students, the opportunity to formulate ethical knowledge and
judge dilemmas is important, as it enables them to gain the capacity for moral reasoning (Strike,
Haller & Soltis, 2005). In the literature, the ethical sensitivities of teachers and prospective teachers
have been investigated with qualitative and quantitative studies (Bergem, 1993; Chubbuck, Burant
& Whipp 2007, Fedeles, 2004; Ozyildirim, 2018). These studies are based on ethical sensitivity
through moral questioning of a situation. In this study, prospective teachers have been asked to
make moral inquiries and justify their evaluations with their ethical knowledge. It is believed that
this study is crucial because it will provide information about the sources of ethical sensitivities.
Clarifying the ethical knowledge of prospective teachers, moral issues in teaching, and the moral
dynamics of educational contexts is important since determining the underlying processes and
values of decisions and their potential impact is crucial for ethical literacy, teacher confidence and
the absence of confusion (Mahony, 2009)

For this purpose, the study provided an assignment with five scenarios, which were related
to five dimensions of classroom management, and asked the participating prospective teachers
to read and reflect upon controversial and complex cases of teachers' actions relating to
classroom management, and to justify their responses. The following questions guided the current
study:

1. Do the prospective teachers have ethical sensitivity regarding classroom management
scenarios that involve multiple moral dilemmas?

2. Are the prospective teachers able to justify their thoughts about the morality of the
classroom actions by using ethical knowledge?

METHOD

This study was designed using a qualitative research method because, generally, the aim of the
qualitative method is to reveal and understand the phenomena within a particular context, without
attempting to infer any type of causation (Edmonds & Kennedy, 2017). Ethical sensitivity is a
sensitive subject, and the aim of the research is to reveal the ethical analysis and synthesis skills
of the participants in a specific context, rather than determining their absolute level of knowledge.
This led to the use of qualitative methods. According to Yin (2011), a phenomenon can be
examined in its real-world context through a case study design from qualitative research models.
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There are different types of case study, and this study was designed in accordance with the literal
replication type of multiple case-holistic designs, in which the cases are “selected and examined
so that all cases are presumed to predict similar results” (Edmonds & Kennedy, 2017: 230).

Working Group: The working group was constituted from prospective teachers attending
a pedagogical formation program at the Faculty of Education at Akdeniz University in the 2017
academic year, determined through purposive and convenience sampling techniques. In relation
to these techniques, the working group was easily accessible and was selected based on the
information the researchers needed for the study (Fraenkel & Wallen, 2005). In order to overcome
the disadvantage of convenience sampling, participants were selected by considering the
representation of different genders, departments and age groups. Maximum variation enables the
study of different dimensions of the research problem (Yildirim & Simsek, 2013). This study was
conducted with 172 prospective teachers from the departments of justice and accounting,
physical education and sports, communication and media, as well as engineering and maths. 97
were female, and 65 were male. Their ages ranged from 20 to 34 years.

Instrument: Various instruments in the literature pertaining to ethical sensitivity have
measured individuals' skill in recognizing moral matters within complicated events and dilemmas
(Jordan, 2007). Whilst considering the common features of these instruments, a case-based
approach was adopted while developing the instrument. This approach uses cases such as stories
and events rather than conceptual statements (Kim et al, 2006). The strengths of the case
approach are that it promotes better understanding of the related discipline, critical-analysis skills
(Barnett, 1998; Koehler, 2002), appreciation of different perspectives, the improvement of critical-
thinking skills, and evidence-based reasoning (Barnett, 1998; Foulger et al., 2009). We preferred,
therefore, to use cases in each scenario, rather than providing statements. It was expected that a
case approach would facilitate recognition of the moral content, and integration of ethical
knowledge, in situations experienced during classroom management.

A structured form consisting of five scenarios was provided to prospective teachers in order
to collect data. Each scenario represented one of the five dimensions of classroom management:
management of the physical environment, behavior management, time management, relationship
management and curriculum management. These scenarios, written by researchers, were
populated with moral and immoral content. The scenarios in the instrument are based on the
consistencies and conflicts in social knowledge through Social Cognitive Domain-Theory (Turiel,
1983, 2002).

Social Cognitive Domain-Theory (Turiel, 1983, 2002) indicates that teachers consider the
moral, conventional, and personal domains of the event, such as when judging (Foulger et al.,
2009). This theory underlines that ways of thinking about moral matters are differentiated
depending upon the exact nature of the matters involved. The literature shows that notions of
harm and fairness (moral matters), roles in social and organizational institutions (conventional
matters), and tastes and preferences (personal matters) affected how people think (Davidson,
Turiel & Black, 1983; Nucci, 1981). However, these dimensions might sometimes be inconsistent
with each other, especially when it comes to moral values. In some cases, the moral dimension,
such as students’ rights, might conflict with the conventional dimension, such as prescribed duties
of the teachers (Foulger et al.,, 2009; Sabbagh, 2009). For instance, on the one hand, a teacher can
see giving homework as an instructional responsibility. On the other hand, it might be sometimes
regarded as a source of the conflicts that harm the welfare of both students and their parents.
The moral matter, for instance, in scenario 1 is related to the consistency, or otherwise, between
the moral dimension (students' welfare), and the conventional dimension (instructional role of the
teachers). In this scenario, there is a potential conflict between the moral and personal dimensions.
In essence, social-cognitive domain theory helped the researcher to form the scenarios and to
interpret the reasoning used by prospective teachers. Therefore, it could provide a theoretical
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base for investigating the reasoning of prospective teachers about their professional areas and
borders (Laupa & Turiel, 1993; Nucci, Guerra & Lee, 1991). Furthermore, it was helpful in examining
the ethical sensitivity of the prospective teachers analytically, rather than in a prescribed way.

Five teachers, who were working in secondary and high schools, and three field experts who
were working as academics in the field of educational administration, examined these scenarios
and evaluated their validity and reliability. The scenarios were reviewed according to the opinion
of experts. The final form of the instrument featured scenarios that included both moral and
immoral behaviors in terms of classroom management. Through using these scenarios,
researchers considered that prospective teachers would find moral and immoral behaviours and
explain their reasons in each scenario.

Data Analyses: Descriptive and content analysis was used in this study. “Content analysis
is used to refer to any qualitative data reduction and sense-making effort that takes a volume of
qualitative material and attempts to identify core consistencies and meanings.” (Patton, 2002:
453). Qualitative data can be organized by forming categories, classes and giving scores, which
enables comparison of research topics through content analysis (Fraenkel & Wallen, 2005; Yildirim
& Simsek, 2013).

The Social Cognitive Domain Theory was used to distinguish moral from immoral behaviors.
It indicated that morality primarily was related to welfare and rights of the people, and fairness
and equity among them (Turiel, 1983, 2002, 2015). While the behaviors that harm students, create
discrimination among them, and punish and reward them inappropriately were handled as
immoral, the actions based on their academic and emotional welfare, and fair and equal
treatments to all students, and the actions were evaluated as moral behaviors.

Validity and Reliability: In qualitative research, validity is to ensure that the presentation
of the research findings should be impartial as they are in reality. For this purpose, researchers
need to ensure credibility and transferability to ensure the validity of the research. They may use
diversification of participant and results, participant and peer confirmation. In addition, presenting
the data in detail increases the validity (Yildirim & Simsek, 2013). Besides, reliability means to
ensure consistency and confirmability. For this purpose, the differences between the researchers
that may occur should be at a minimal level in the data analysis process. The evaluation of the
results by an independent expert and given direct quotations will also increase the reliability
(Creswell, 2004; Yildirnim & Simsek, 2013).

Participants from different departments, ages, and genders were selected to ensure the
validity of this study. Furthermore, the researcher who was not familiar with the research process
evaluated the research questions, scenarios as to which behaviors were moral or immoral, and the
data analysis process to ensure objectivity. The participants approved their statements. Finally, the
data were presented in detailed tables. To ensure reliability, the researchers analyzed the data
independently from each other, and when the sub-themes obtained were compared, it was found
that the internal consistency rate (Kohen Cappa=0.813) was almost perfect (Landis & Koch, 1977).
Finally, examples of direct quotations related to different themes were included with the tables.

FINDINGS

In Table 1.1 the perceived moral matters, as well as their justifications were presented, and in Table
1.2 the perceived immoral matters, as well as their justifications in Scenario 1, which was related
to management of physical environment, were presented.
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Table 1.1 The perceived moral issues and their justifications in Scenario 1

Perceived moral issues f Justification of perceptions of the moral issues f
1. Having a classroom order that will 105 v’ Each student was enabled to participate in 54
allow all students to participate in discussions and classroom activities
discussions and classroom
activities v Equality and justice were considered for each student 38

v It provides positive impact on the students because 5
of participation in discussions and classroom

activities
v It meets the need for each student to feel valued 7
2. Teacher's feeling of upset for 9 v No phrase of justification is found 77
failure
3. There is no moral matter 51 v" School administrator didn't want to distress the 1
teacher
Being supervised by the teacher 6
5. Informing the teacher about 1

classroom supervision

As seen in Table 1.1, the most commonly stated moral behavior was “Having a classroom
order that will allow all students to participate in discussions and classroom activities.” However,
some of them pointed out that “ there is no moral behavior.” As given in Table 1.1, the moral
behaviors were justified as "Each student was enabled to participate in discussions and classroom
activities” and that “Equality and justice were considered for each student.” Finally, there were
some prospective teachers who didn't stated anything about why this behavior was moral. Two
direct quotations from participants’ responses are presented below:

“The arrangement of the classroom that facilitates learning is moral. Thus, the teacher cares

about all students, and they would feel it.” (Participant 11).

“When the administrator informs the teacher about supervision, the teacher might not feel

stress.” (Participant 57). 239

Table 1.2. The perceived immoral issues and their justifications in Scenario 1 (Management of Physical
Environment)

Perceived immoral issues f Justification of perception of immoral issues f
1. Change in the physical environment of 63 v Students with low success feel worthless 30
the class
v' Students with low success will be blocked 19
v' Teacher feels pressure 13
2. Discrimination among students 43 v' It disrupts classroom order 16
v' ltviolates the principle of equality 18
v Itviolates the principle of honesty 9
v Students with low success feel worthless 13
3. Teacher's desire to show themselves 17 v' The teacher's behavior is beneficiary 17
successfully
4. Teacher's desire to hide the truth 53 v ltviolates the principle of honesty 12
v" The goal shouldn't be to hide the failure but to 28
fix it
v' The teacher's behavior is beneficiary 11
v' Teacher worries about expressing failure in 10
class
5. Teacher's prejudiced behaviors 7 v' The goal shouldn't be to hide the failure butto 7
fix it
6. The attitude of other teachers 12 v ltviolates the principle of honesty 12
7. There is no immoral behavior 6 v' There is no justification statement 8

As seen in Table 1.2, the most stated immoral behavior was "Change in the physical
environment of the class.” Moreover, “Discrimination among students,” “Teacher’s desire to hide
the truth” were pointed out as immoral behavior in this scenario. However, some prospective
teachers didn't find any immoral behaviors. As given Table 1.2, the immoral behaviors were
justified as “Students with low success feel worthless,” that “It disrupts classroom order,” as well
as "It violates the principle of equality.” However, some prospective teachers legitimated the first
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behavior by expressing that “Teacher feels pressure,” and the fourth immoral behaviors by stating
that “Teacher worries about expressing failure in class.” Finally, there were some prospective
teachers who didn't said anything about why this behavior was moral. Two direct quotations from
participants’' responses were presented below:

“Making discrimination among students isn't fair. When my teacher did this, | felt very sorry.”
(Participant 35).

“Chaninging the effective classroom order isn't right. The new classroom order obstructs the
students with low success.” (Participant 72).

In Table 2.1 the perceived moral matters, as well as their justifications were presented, and
in Table 2.2, the perceived immoral matters, as well as their justifications in Scenario 2, which was
related to management of curriculum management, were presented.

Table 2.1. The perceived moral issues and their justifications in Scenario 2

Perceived moral issues f Justification of perceived the moral issues f
1. Preparation of teacher for lesson activities 103 v Itis the teacher’s professional responsibility 24
2. Using alternative teaching methods 24 v" Processing the lesson fast is not beneficial 100
for students
3. Knowing the subject deficiencies of the 16 v Teacher values the students 9
students
4. Using student-centered activities 41 v" Processing the lesson fast is not beneficial 21

for students
v' The activities should be directed according 15
to students’ needs

v ltis an education right 5
5. Honesty 12 v Honesty is professional sensitivity 4
Awareness of being congruent with annual 28 v" The teacher should follow the annual plan 27
plan
7. Consultation with a colleague 2 v Cooperation with a colleague is beneficial 2
v'_There is no justification 8

As seen in Table 2.1, the most stated moral behavior was “Preparation of teacher for lesson
activities”. Moreover, “Using alternative teaching methods,” “Using student-centered activities,”
“Awarenees of being congruent with the annual plan” were perceived as moral behaviors. As given
in Table 2.1, the moral behaviors were justified as “It is the teacher's professional responsibility,”
“Processing the lesson fast is not beneficial for students,” and the “Teacher values the students.”
Finally, some prospective teachers didn't state any justifications, while all of them perceived an
moral behavior in this study. Two direct quotations from participants’ responses were presented
below:

“Using different teaching methods is very beneficial for students.” (Participant 105).

“The student-centered activities facilitate learning of the students with different needs. It is very
beneficial.” (Participant 123).

Table 2.2 The perceived immoral issues and their justifications in Scenario 2

Perceived immoral issues f Justification of perceived the immoral issues f
1. Processing the lesson 140 v Teacher hasn't adequately prepared 24
superficially v' The important thing is the students’ learning 57

(education right )
v" The teacher does not consider students as 51

expected
v It violates the principle of honesty 3
2. Completing deficient subjects with 3 v’ It violates the principle of honesty 2
homework and project assignments
3. Falling behind the annual plan 26 v' The teacher shouldn't abandon the annual plan 13
4. There is no immoral behavior 32 v'_There is no justification 62

As seen in Table 2.2, the most stated immoral behavior was “Processing the lesson
superficially” and “Falling behind the annual plan.” However, some prospective teachers pointed
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out that there was no immoral behavior. As given in Table 2.2, the immoral behaviors were justified
as that “The important thing is learning of students.”, that “The teacher does not consider students
as expected”, that "Teacher hasn’t endeavored adequately” and that “Teacher shouldn’t abandon
the annual plan.” Finally, some prospective teachers didn't state any justification while some of
them perceived an immoral behavior in the scenario. Two direct quotations from participants’
responses were presented below:

“Following the annual plan is the responsibility of all teachers but this teacher falls behind it.”

(Participant 12).

“My primary school teachers assigned lots of homework as the teacher did owing to incomplete

topic. I think it is a trick.” (Participant 25).

In Table 3.1, the perceived moral matters, as well as their justifications were presented, and
in Table 3.2, the perceived immoral matters, as well as their justifications in Scenario 3, which was
related to time management, were presented.

Table 3.1 The perceived moral issues and their justifications in Scenario 3

Perceived moral issues f Justification of perceived the moral issues f
1. Being interested in all students 124 v Teacher cares about students equally 41
v Teacher cares about each student individually 39
v It is a professional responsibility 11
v Being interested in all students is essential for 25
success
2. Behaving students equally 28 v Discrimination among students is wrong 9
v It is a professional responsibility 19
3. Ensuring effective learning 30 v It is an educational right 24
Commitment to the profession 6 v It is a professional responsibility 6
5. There is no moral behavior 29 v There is no justification 52

As seen in Table 3.1, the most stated moral behavior was “Being interested in all students.”
Moreover, “Behaving students equally,” “Ensuring effective learning” and "Commitment to the
profession” were stated as moral behaviors in this scenario. However, some prospective teachers
pointed out that there was no moral behavior. As given in Table 3.1, the moral behaviors were
justified as “Teacher cares about students equally,” "Teacher cares about each student
individually,” “It is a professional responsibility,” and “It is an educational right.” Finally, some
prospective teachers didn't state any justification for moral behaviors. Two direct quotations from
participants’ responses were presented below:
“Being interested in all students is very important. It is a professional responsibility.” (Participant
24).
“All teachers should arrange appropriate classroom environment. It is an educational right for
all students.” (Participant 110).

Table 3.2 The perceived immoral issues and their justifications in Scenario 3

Perceived immoral issues f Justification of perceived the immoral issues f
1. The pressure of the administrator 176 v Discrimination among students affects student behavior 25
on the teacher and success negatively
for close interest to two students v' Asking for discrimination among students is not right 45
v It violates opportunity of equality - educational right 61
v The attempt for advertising is not suitable 12
v’ School administrator doesn't value other students 12
2. Being given precedence 22 v School administrator looks after self benefit 7
school's reputation v’ School administrator desires the school to gain fame 15
3. Selfish behavior of school 19 v' School administrator looks after self benefit 6
administrator v' School administrator doesn't value other students 11
v’ The success of two students increases 1
4. There is no moral behavior 3 v’ There is no justification 27

As seen in Table 3.2, the most stated immoral behavior was “The pressure of the
administrator on teacher for close interest to 2 students.” Moreover, “Being given precedence
school’s reputation” and “Selfish behavior of school administrator” were seen as immoral

E-Inutennational Jounnal oﬂ-Cdu.ca.tl..trn.al Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 232-254

241



E-Vluslananaie Cgl'.tl'_m a4h.a.$tl.h.ma.la.1u. Deh.g.;..d.;.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 232-254

behaviors. However, some prospective teachers didn't find any immoral behaviors in this scenario.
As given in Table 3.2, the immoral behavior were justified as “It violates opportunity of equality -
educational right,” "Asking for discrimination among students is not right,” “School administrator
looks after self benefit,” and “School administrator doesn't value other students.” However, some
prospective teachers legitimated the second behavior by stating the "School administrator desires
the school to gain fame” and third immoral behaviors by expressing “The success of two students
increases.” Finally, some prospective teachers didn't state any justifications. Two direct quotations
from participants’ responses were presented below:

“The pressure of the administrator on the teacher can't be approved. The value of other students
is disregarded.” (Participant 19).

"o

“The administrator behaves selfishly. S/he only looks about his\her interest” (Participant 89).

In Table 4.1, the perceived moral matters, as well as their justifications were presented, and
in Table 4.2, the perceived immoral matters, as well as their justifications in Scenario 4, which was
related to relationship management, were presented.

Table 4.1 The perceived moral issues and their justifications in Scenario 4

Perceived moral issues f Justification of perceived the moral issues f
1. Giving all students the 86 v Interest and participation of students increase 37
right to speak v It provides equality and justice 49
2. Providing an opportunity for each 58 v Question-answer technique is essential for control of 49
student by question- answer individual learning outcomes
technique v It provides equality and justice 3
v Interest and participation of students increase 6
3. There is no moral behavior 49 v There is no justification 52

As seen in Table 4.1, the most stated moral behavior in scenario 4 was “Giving all students
the right to speak.” Moreover, “Providing an opportunity for each student by question-answer
technique” was expressed as an moral behavior. However, some prospective teachers pointed out
that there was no moral behavior. As given in Table 4.1, the moral behaviors were justified as
“Interest and participation of students increase,” “It provides equality and justice,” and "Question-
answer technique is essential for control of individual learning outcomse.” Finally, some
prospective teachers didn't state any justifications, while some of them found an moral behavior
in this scenario. Two direct quotations from participants’ responses were presented below:

“It is right for the teacher to listen to the answers of all students. Thus, students would be more
motivated to participate in the lesson.” (Participant 13).

“Every students could speak. It is beneficial to evaluate the learning of the students.” (Participant 58).

Table 4.2 The perceived immoral issues and their justifications in Scenario 4

Perceived immoral issues f Justification of perceived the immoral issues f
1. Discrimination among 117 v It affects students’ emotions negatively 47
students v It's not fair 49
v" “Naughty” students may develop a negative attitude on 12
purpose
v The academic success of “naughty” students may be 7
affected negatively
2. Humilitating students for 36 v It violates the educational right 29
wrong answers v The academic success of “naughty” students may be 7
negatively affected
3. Labelling students according to their 17 v It affects interpersonal relationships among students 10

success
v" "Naughty” students may develop a negative attitude on 7

purpose

4. Avoiding giving feedback to the (so- 8 v The academic success of "naughty” students is 8
called) lazy students negatively affected

5. Behaving with prejudices 4 v It's not fair 4

6. There is no immoral behavior 2 v There is no justification 14

As seen in Table 4.2, the most stated immoral behavior was “Discrimination among
students.” Moreover, “"Humilitating students for wrong answers” and “Labelling students
according to their success” were the other perceived immoral behaviors. However, some
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prospective teachers didn't find any immoral behaviors in this scenario As given in Table 4.2, the
immoral behaviors were justified as “It affects students’ emotions negatively,” “It violates the
educational right,” and “It affects interpersonal relationships among students.” Finally, some
prospective teachers didn't state any justifications, while some of them found an moral behavior
in this scenario. Two direct quotations from participants’ responses were presented below:
“Treatting students differently is immoral. The other students would be sorry.” (Participant 185).

“The teacher humiliates the students for giving wrong answer. Education is a right for them too.”
(Participant 73).

In Table 5.1, the perceived moral matters, as well as their justifications were presented, and
in Table 5.2, the perceived immoral matters, as well as their justifications in Scenario 5, which was
related to behavior management, were presented.

Tablo 5.1 The perceived moral issues and their justifications in Scenario 5

Perceived moral issues f Justification of perceived the moral issues f
1. Listening to both sides of the event 118 v' Objective attitude affects students positively 43
v' Equalitarian approach helps to solve the problem 29
v ltis important to listen to both sides to illuminate 20
the event.
2. Allowing the students to defend 48 v Students gain the ability of self-expression 10
themselves v Itis important to listen to both sides to illuminate 16
the event.
v Everyone has a right for self-defence 5
3. There is no moral behavior 16 v There is no justification 45

As seen in Table 5.1, the most stated moral behavior was “Listening to both sides of the
event.” Moreover, “Allowing the students to defend themselves” was perceived as an moral
behavior. However, some prospective teachers pointed out that there was no moral behavior. As
given in Table 5.1, the moral behaviors were justified as "Objective attitude affects students
positively,” and “It is important to listen to both sides to illuminate the event.” Finally, some
prospective teachers didn't state any justifications, while some of them found an moral behavior
in this scenario. Two direct quotations from participants’ responses were presented below:

“Teacher should listen both students beacuse it is right action.” (Participant 10).

“It is a moral act to give students the right to self-defense. Because this is their rights.”

(Participant 90).
Tablo 5,2 The perceived immoral issues and their justifications in Scenario 5
Perceived moral issues f Justification of perceived the moral issues f
1. Punishing the students who don't have any 106 v The other students may develop anger at the 2 21
role in the event students

v The entire class should not be held responsible 55
v It violates the principle of justice 30

2. Canceling the whole activity 55 v' There must be a just punishment 45
v Punishment should not be given 9

3. There is no immoral behavior 26 v There is no justification 32

As seen in Table 5.2, the most stated immoral behaviors were “Punishing the students who
don't have any role in the event” and "Cancellation of the activity.” However, some prospective
teachers didn’t find any immoral behaviors in this scenario. As given in Table 5.2, the immoral
behaviors were justified as “The entire class should not be held responsible,” “It violates the
principle of justice, there must be a different punishment,” and "There must be a just punishment
injustice to other students.” Finally, some prospective teachers didn't state any justifications, while
some of them found an moral behavior in this scenario. Two direct quotations from participants’
responses were presented below:

“Punishing the students who don't have any role in the event isn't a moral act. Other students
could blame these two students and mistreat them."(Particpant 86).

“I can’t see any wrong act.” (Particpant 36).
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DISCUSSION, CONCLUSION AND IMPLICATIONS

The starting point of the current study was the motivation to underline the importance of ethical
knowledge, ethical sensitivity and moral nature of classroom management. The investigation
examined to the ethical sensitivity and ethical knowledge of the prospective teachers relating the
events encountered during classroom management.

The findings of this study were discussed under three items. In the first item, the ethical
sensitivity of participants was dealt with generally, in essence, whether they have recognized the
moral and immoral matters in the scenarios. In the second item, the ethical knowledge of
participants; that is, their justifications on why the behaviours in the scenarios were moral or
immoral, was discussed. Finally, the remarkable findings in the scenarios were dealt with.

1. The ethical sensitivity of prospective teachers: The person with ethical sensitivity could
recognize the moral matters of the situation. In this study, it was observed that most of the
prospective teachers who participated in this study were able to identify moral and immoral
situations in the given scenarios, even though some of them didn't state anything. Therefore, it
could be said that most of prospective teachers who participated in the study had ethical
sensitivity. Some prospective teachers responded with the statements that included more than
one terms pertaining to two different domains. For instance, a prospective teacher recognized
both a moral matter and a conventional matter. The Social Cognitive Domain Theory underlines
that moral matters are about the concepts relating human, welfare, rights, and fairness, and
conventional matters included rules, authority, and tradition (Turiel, 1983, 2002, 2015). The
answers of prospective teachers included the statements from the students’and teachers’
perspectives, and the ideas pertaining to these concepts. Turiel (2015) informed that coordination
of the different domains were possible. Nucci (2011) pointed out trust, an ethic of care, fairness
and welfare of other people. On this base, when teachers could constitute a trusting classroom
environment as their role (conventional matter), their treatments to the students became fair,
protective to welfare of students (moral). According to Campbell (2008), the common point of
ethical sensitivity and ethical knowledge was being able to evaluate the behavior of oneself or
others. Moreover, ethical sensitivity enabled teachers to evaluate the students as a unique human
being and to be aware of different educational choices for an action (Joseph, 2003). The
prospective teachers in this study had the capability for these. The study conducted by Toker-
Gokce (2013) with teachers, and another study conducted by Duran (2014) with pre-school
teachers revealed similar findings. Duran (2014) stated that teachers who had a higher ethical
sensitivity were careful while reacting to the events. However, it was observed that the ethical
knowledge of the prospective teachers was less than their ethical sensitivity across events that
may occur in the classroom management. A possible reason for not realizing immoral and moral
behaviors could be lacking ethical knowledge of prospective teachers. Ethical knowledge
increased ethical sensitivity (Bergem, 1993). Another explanation for not recognizing of immoral
behaviors could be the case given in the relevant scenario was justified by the prospective
teachers, as this was a very common case, and this situation has been known to be true. Pelit and
Gucer (2006) points out prospective teachers thought the lack of legal regulations regarding
professional ethics in teaching and deterioration of the moral structure of society could cause
immoral behaviors.

2. The ethical knowledge of prospective teachers: Some prospective teachers left the
questions unanswered about why this behavor was moral and immoral in all scenarios, and most
prospective teachers made superficial explanations in their justifications without using moral
concepts. They stated only that moral or immoral behaviors were right or wrong. However, some
justifications contained the concepts that pointed out improving welfare, fairness and rights, but
avoiding harm, because moral matters were evaluated through some concepts relating to welfare,

E-Iutennational Jounnal oj—Cdu.ca.tl..trn.al Redcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 232-254

244



E-Vluslananaie Cgl'.tl'_m a4h.a.$tl.h.ma.la.1u. Deh.g.;..d.;.
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 232-254

justice, and rights; therefore, the evaluation statements (Turiel, 2002). Ethical sensitivity provided
awareness of the outcome and impact of behaviors, while ethical knowledge played a guiding
role in this assessment (Campbell, 2006). Clarkeburn (2002) stated that university students were
not able to evaluate moral situations in-depth. Teachers with insufficient ethical knowledge
experienced moral uncertainty and have difficulty in deciding what was right. These teachers did
not realize the uncertainties they experience before they caused a major problem (Campbell,
2003). In addition to the moral dimension of education, the lack of knowledge on the social and
emotional dimensions of education was similar in that teachers didn't have expertise in their
teaching areas (Askell-Williams & Lawson, 2013). One possible explanation could be teacher
education programs may not equip prospective teachers with ethical knowledge (Maxwell, Boon,
Tanchuk & Rauwerda, 2021; Truscott, 2018; Maxwell & Schwimmer, 2016). It could be said that
owing to being aware of their shortcomings in this area, the majority of prospective teachers
stated their desire to take courses about ethics in education (Eret-Orhan, Ok & Capa-Aydin, 2018;
Pelit & Gucer 2006). However, prospective teachers were able to discuss the events in more depth
as their ethical knowledge increased (Bergem, 1993). Shapiro-Lishchinsky (2009) similarly
concluded that the increase in ethical knowledge of teachers enabled them to improve their ability
to overcome moral dilemmas. Furthermore, it was believed that the prospective teachers evaluate
moral situations with their intuitive emotions or empathy rather than their ethical knowledge
because of this inadequacy. Even some prospective teachers used the expressions as “My teacher
did the same thing too,” or "My teacher did the same thing to me.” These expressions indicated
that some prospective teachers evaluated the situations by using their own experiences and
observations. Ethical sensitivity was associated with moral understanding (Fedeles, 2004), and
prospective teachers associated their personal moral understanding with the teaching profession
(Chubbuck et al., 2007). Another possible explanation might be that moral issues encompassed
pain, emotions and the effects that people experienced (Turiel, 2015). Since prospective teachers
were more familiar with student roles than teacher roles, they weren't able to recognize the
“teacher role that demands technical expertise, interpersonal skills and moral decision making...”
(Evans & Tribble, 1986: 83). Moreover, O'Neil and Bourke (2010) pointed out the moral evaluations
of teachers were based on their personal values, emotion and experiences in many areas. In
another study, it was stated that prospective teachers were discriminated against due to various
characteristics, and they discriminate against other people for similar reasons (Toker-Gokce, 2015).

3. The remarkable points in the scenarios: Most of prospective teachers had ethical
sensitivity in determining moral behavior in the scenario related to curriculum management. It
could be said that they focused more on instruction during their education process. Similarly, it
was pointed out that prospective teachers made the most moral evaluation in this dimension, and
this derived from their higher self-efficacy beliefs about the instructional management than other
classroom management dimensions (Ozyildirim, 2018). Despite their sensitivity to the moral
behavior in Scenario 2, there were prospective teachers who could not find moral and immoral
situations in all other scenarios. This situation was observed in most moral behaviour scenarios
related to the management of the physical environment and relationship similar to the study
conducted by Ozyildirim (2018). One possible explanation of these findings could be that they
might believe they could not make radical changes because they had limited opportunity and
facility, so they might not feel responsible for the arrangement of the classroom, and they didn't
make any evaluation in this scenario. Johnson and Remain (2007) stated that teachers who had
just started to work focused more on morality assessments than on maintaining established class
order. Relationship management was a very complex issue. For this reason, teachers often
experienced dilemmas to avoid damaging their students in various developmental areas (Pope,
Green, Johnson & Mitchell, 2009). The student-teacher relationship enabled them to enhance their
psychological health and wellbeing, and this kind of relationship affected their mental health
(Askell-Williams & Lawson, 2013). The reason why some prospective teachers did not find the
moral behavior in this scenario indicates that they did not have sufficient knowledge and
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experience for a moral evaluation in this area. Moreover, the issues of caring for the students and
fairness were among the issues that teachers experienced the most dilemmas (Shapira-
Lishchinsky, 2009). Except for Scenario 2, they were less aware of moral situations than immoral
situations. This could derive from the fact that ethical knowledge was actually attempted to be
taught by immoral expressions or situations (Ehrich, Kimbera, Millwatera & Cranston, 2011).

The current study was an attempt to examine the ethical senstivity, and ethical knowledge
of the prospective teachers. It could be asserted that this study also provided a valuable
contribution to understand and to increase the visibility of the morality in teachers' classroom
behaviors and choices. By taking into consideration the findings of the study, instructors should
be designing their courses on in a way that prospective teachers could analyse the situations and
reflect their knowledge since students tend to approach merely the dilemmas through their
feelings. However, there were some limitations deriving from the design of this study. It included
limited number of the prospective teachers, because its aim was to gain depth in ethical sensitivity
and ethical knowledge of prospective teachers. Therefore, the findings couldn't be generalized
for all prospective teachers. Also, the instrument contained only five classroom scenarios in order
to be able to comprehensively evaluate the events in the classrooms. For this reason, there might
be other classroom management dimensions that were disregarded. Finally, only qualitative
research methods were used in accordance with the aim of the study and verbal characteristic of
the data during analysis process.

RECOMMENDATIONS

At the time of the research, “Morality and Ethics in Education” course was elective for the
prospective teachers attending pedagogical formation programs who had less experience in
teaching both theoretically and practically. This situation indicated that the the development of
ethical sensitivities and ethical knowledge prospective teachers, who didn't select the "Morality
and Ethics in Education” course, depended on their personal effort. Like in the current pre-service
teacher training program, the course "Morality and Ethics in Education" should be added to the
pedagogical formation program as a compulsory course. It is thought that it should be
compulsory, its course hours should be increased, and the moral dimension of teaching should
be emphasized in other courses so that their sensitivity can be improved without leaving it to luck
and personal properties.

Since a pedagogical formation program is a short-term education, the hours of school
experience and teaching practice courses are very limited and shorter than the hours in teacher
training programs; therefore, the opportunity of prospective teachers in observing teachers and
practising teaching should be increased. Moreover, both academicians and teachers should
allocate time to discuss the moral dimensions of their experiences. This study can be conducted
with pre-service teachers who are studying at the faculty of education, and the findings can be
compared with the findings of this study. Moreover, the study is limited to five scenarios for five
dimensions of classroom management, and each dimension can be represented by more
scenarios, and the ethical sensitivity of prospective teachers will be examined in depth. Moreover,
this study can be conducted with fewer students through face-to-face interviews; thus, the
originating point of their statements can be evaluated.
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Ozet

Swinif yénetimi, egitim siirecinin temel bilesenlerinden biri olarak diigiiniilebilir.
Ogretmenler sintflart yénetirken, 6zellikle de ikilemlerde ve karmastk
olaylarda, rehberlige ihtiyac duyabilirler. Etik bilgi ve etik duyarlilik bu
durumlarda onlara yardimct olabilir. Bu calismada, égretmen adaylarinin
fiziksel ortamun y6netimi, davrants yénetimi, zaman yénetimi ve iliski yonetimi
ile égretimin yénetimini iceren sinif ybnetimine iliskin etik bilgi ve etik
duyarliliklarinin belirlenmesi amaclanmustrr. Katiimcilar Akdeniz Universitesi
Egitim Fakdiltesi pedagojik formasyon programina devam eden 172 6gretmen
adayindan olusmaktadir. Bu calisma nitel arastirma yénteminin bir deseni
olan durum c¢alismast modeli kullandarak gergeklestirilmistir. Veriler, sinif
ybnetiminin bes boyutuna iliskin bes senaryodan olusan yapianduriimis
gorisme formu araciligiyla toplanmustir. Alan taramast yapilarak ve uzman
gorist alinarak gelistirilen her bir senaryoda hem ahlaki hem de ahlaki
olmayan durumlara yer verilmistir. Verilerin analizinde icerik analizi ve
betimsel analiz ydntemleri kullandmisti. Arastirma sonuclarina gére
o6gretmen adaylarinin  ¢ogu senaryolarda ahlaki ve ahlaki olmayan
davranglart belirlemelerini saglayan etik duyarliiga sahiptir. Ogretmen
adaylarinin ¢ogu verilen senaryolarda ahlaki ve ahlaki olmayan durumlart
tespit ettigi, ancak cok az dgretmen adayinin tespit ettigi durumlart etik
kavramlart kullanarak gerekcelendirdigi gézlemlenmistir. Diger gerekgeler ise
duygusal ifadelere dayanmaktadir. Ancak bazi 6gretmen adaylarinin ilgili
davranisin etik olup olmadigt konusunda diistincelerini ifade etmedikleri icin
etik bilgilerinin yeterli olmadigt sonucuna ulasimistir. Ayrica dgretmen
adaylart en cok ahlaki degerlendirmeyi program yénetimi ile ilgili senaryoda,
en az ahlaki degerlendirmeyi fiziki ortamin yénetimi ile ilgili senaryoda
yapmuslardur. Senaryo 2 disinda, dgretmen adaylart daha ¢ok ahlaki olmayan
durumlart tespit etmislerdir. Ogretmen adaylarinin vaka calismalari,
tartismalar, calistaylar ve seminerler iceren bir mesleki etik dersi almalart
Onerilmektedir.
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Genisletilmis Ozet

Problem: Giiniimiizde sinif ortaminin égrencilerin sadece akademik gelisimlerini degil aynt
zamanda sosyal ve ahlaki gelisimlerini de destekleyen cesitli égretme ve dgrenme firsatlart sundugu
anlasimustir (Weinstein ve Novodvorsky, 2015; Evertson ve Weinstein, 2011, Nucci, 2011; Ming-tak
ve Wai-shing, 2008; Tirri, 2008). Sinif ydnetimin sagladigt bu firsat, égretim ve 6gretim ybnetimi
stireglerinin ahlaki yénlerine yénelik ilgiyi artturmistir (Weinstein, 1998).

Ahlak, dgrenciler ve dgretmenleri arasinda 6zenli ve destekleyici etkilesim kurma, dgretimi
planlama ve uygulama, égrencilerin grenmesine 6ncelik verme, 6grencilerin sosyal gelisimini tesvik
etme ve istenmeyen davranislart uygun sekilde ele alma gibi bircok sinif yonetimi etkinligiyle ic
icedir (Evertson ve Weinstein, 2011). Ogretmenlerin égretim siirecindeki tim etkinliklerine iliskin
karar ve davranislart ahlaki degerlerle iliskilendirebilmesi ve 6grenciler lizerindeki ahlaki etkilerini
degerlendirebilmesi icin etik duyarliga sahip olmalart gerekmektedir (Campbell, 2006, 2008). Ayrica,
profesyonel dgretmenlerin sinif ve okul yasamwnin ahlaki 6nemini anlamak icin neyin dogru neyin
yanlis olduguna dair bir sezgiden cok glinliik uygulamalarint yénetmede onlara rehberlik edecek
etik bilgiye ihtiyaclart vardur (Campbell, 2006). Ciinkii etik bilgi eksikligi, dgretmenlerin neyin dogru
olduguna dair belirsizlik hissetmelerine ve etik ikilemler yasamalarina neden olabilir. Hatta, bir
durumun ahlaki boyutunu, asikar hale gelene kadar fark edemezler (Campbell, 2003).

Bir egitim aract olarak sinf ydénetiminden yararlanmak icin Ggretmenlerin egitim
uygulamalarint elestirel bir sekilde analiz etmek gerekir (Nucci, 2011). Ogretmen adaylarinin etik
bilgilerinin, 6gretimdeki ahlaki konularin ve egitim baglamlarinin ahlaki dinamiklerin ortaya
konulmast énemlidir. Clinkii kararlarin altinda yatan siirecler ve degerler ve bunlarin potansiyel
etkilerini belirlerken etik okuryazarligi, 6gretmenin gliveni ve kafa karisikliginin olmamast icin ¢ok
6nemlidir (Mahony, 2009). Alanyazinda 6gretmenlerin ve 6gretmen adaylarinin etik duyarliliklart
nitel ve nicel ¢calismalarla arastindmistir (Ozyildirim, 2018, Chubbuck Vd., 2007; Fedeles, 2004;
Bergem, 1993). ilgili calismalar, bir durumun ahlaki olarak sorgulanmast yoluyla etik duyarliliga
dayanmaktadwr. Bu calismada ise, 6gretmen adaylarindan ahlaki sorgulama yapmalart ve
degerlendirmelerini etik bilgileriyle gerekcelendirmeleri istenmistir. Bu calismanin égretmenlerin
sinif ici davranis ve secimlerindeki ahlaki y6niin anlasiimasina ve sinif yonetiminin ahlaki boyutunun
gorindrligiiniin artidmasina degerli bir katkt saglayacagt séylenebilir. Bu temelde, bu arastirma
su sorulara cevap aramstur:

1. Ogretmen adaylarinin ¢oklu ahlaki ikilemler iceren sinif yénetimi senaryolart konusunda
etik duyarliigt var mudur?

2. Ogretmen adaylary, sinif ici eylemlerin ahlaku ile ilgili diisiincelerini etik bilgileri kullanarak
gerekcelendirebiliyorlar mi?

Yontem: Bu calisma nitel arastirma yontemi kullandarak tasarlanmustir, ¢linkii nitel yontemin
amaci, genellikle herhangi bir nedensellik ¢ctkarumt yapmaya calismadan belirli bir baglam icindeki
olgulart ortaya ctkarmak ve anlamaktir (Edmonds ve Kennedy, 2017). Etik duyarlilik hassas bir
konudur ve arastirmanin amaci, katiimcilarin mutlak bilgi diizeylerini belirlemekten ziyade belirli
bir baglamda etik analiz ve sentez becerilerini ortaya ¢tkarmaktw. Bu amacgla, arastirmada nitel
arasturma yénteminin bir deseni olan durum c¢alismast deseni kullandmustir. Durum calismasinin
farkl tiirleri vardur ve bu ¢alisma, "tiim vakalarin benzer sonuglart 6ngdrdiigii varsayiacak sekilde
secilip incelendigi" durumlar: temel alan biittinciil coklu durum tiirii temel alinarak desenlenmistir
(Edmonds & Kennedy, 2017: 230).

Calisma grubu, 2017 egitim-6gretim yilinda Akdeniz Universitesi Egitim Fakiiltesi'nde
pedagojik formasyon programina devam eden égretmen adaylarindan amaclt ve kolay ulasilabilir
ornekleme teknigi kullanarak belirlenen 172 dgretmen adayindan olusturulmustur. Amaclt ve kolay
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ulasiabilir 6rnekleme teknigi ile ilgili olarak, ¢alisma grubu kolay erisilebilir oldugunda ve
arastirmacuarin calisma icin ihtiyac duydugu bilgilere gére olusturulur (Fraenkel ve Wallen, 2005).
Kolay ulasilabilir 6rneklemenin dezavantajint ortadan kaldirmak icin katiimcilar farkle cinsiyet,
béliim ve yas gruplarinin temsili dikkate alinarak secilmistir. Ciinkii maksimum cesitlilik, arastuirma
probleminin farklt boyutlarinin calisidmasint saglar (Yildirum ve Simgsek, 2013). Bu ¢alisma adalet ve
muhasebe, beden egitimi ve spor, iletisim ve medya ile miihendislik ve matematik béliimlerinden
172 6gretmen adayt (97'si kadin, 65'i erkek) ile gerceklestirilmistir. Ogretmen adaylarinn yaslart 20
ile 34 arasinda degismektedir.

Calismann veri toplama aract ise arastirmacilar tarafindan gelistirilmistir. Arag gelistirilirken
durum bazli bir yaklasim benimsenmistir. Bu yaklasimda, kavramsal ifadelerden ziyade hikayeler ve
olaylar gibi durumlart kullanwr (Kim Vd., 2006). Durum yaklasimunin gliclii yonleri, ilgili disiplinin
daha iyi anlasimasiny, elestirel analiz becerilerini gelistirmesi (Koehler, 2002; Barnett, 1998), elestirel
diisinme becerileri gliclendirmesi ve kanita dayali akul yiiriitme saglamasidir (Foulger Vd., 2009;
Barnett, 1998). Veri toplama siirecinde 6gretmen adaylarina bes senaryodan olusan yaplanduridmis
bir form verilmistir. Her senaryo, fiziksel ortamin yénetimi, davranis y6netimi, zaman ydnetimi, iliski
ybnetimi ve &gretim programiunin ydnetimi olmak lizere sinif yénetiminin bes boyutundan birini
temsil etmektedir. Arastirmacilar tarafindan yazilan bu senaryolarda, ahlaki ve ahlaki olmayan
durumlart icermektedir. Aracta yer alan senaryolar, Sosyal Bilissel Alan Teorisi (Turiel, 1983, 2002)
araclligiyla sosyal bilgideki tutarliliklara ve ¢atismalara dayanmaktadur. Ortaokul ve liselerde gérev
yapan bes 6gretmen ve egitim ybnetimi alaninda akademisyen olarak gérev yapan (¢ alan uzmant
bu senaryolart inceleyerek gecerlik ve giivenirliklerini degerlendirmistir.

Analiz stirecinde betimsel ve icerik analizi kullanidmustir. Nitel veriler kategoriler, siniflar
olusturularak ve frekanslar verilerek diizenlenebilir, bu da icerik analizi yoluyla arastirma
konularinin karsilastirdmasine saglar (Fraenkel ve Wallen, 2005; Yildirum ve Simsek, 2013).

Bulgular ve Tartisma: Bu calismada, 6gretmen adaylarinin bircogunun verilen senaryolarda ahlaki
ve ahlaki olmayan durumlart tespit edebildikleri, fakat cok az égretmen adaywnin gériislerini
gerekcelendirildigi gézlemlenmistir. Benzer sekilde, Clarkeburn (2002) da ¢alismasinda, liniversite
6grencilerinin ahlaki durumlart derinlemesine degerlendiremediklerini belirtmistir. Ayrica 6gretmen
adaylarinin gerekgelerinde refah ya da zarar gibi ahlaki kavramlarin bulunmamasy, ilgili durumun
neden ahlaklt oldugu ya da olmadigint ifade etmek icin etik bilgi eksikligine sahip olduklarint
gostermektedir. Dolayisiyla arastirmaya katilan 6gretmen adaylarinin ¢ogunun etik duyarliliga
sahip oldugu ancak yeterli diizeyde etik bilgisine sahip olmadigt sonucuna vardmstir. Bu bulgu icin
olast bir actklama, dgretmen editimi programlarinin  égretmen adaylarint etik bilgilerle
donatmamasidur (Maxwell Vd., 2021; Truscott, 2018; Maxwell ve Schwimmer, 2016). ilgili senaryoda
ahlaki olan veya ahlaki olmayan durumlart belirlemeyen égretmen adaylarinin etik bilgilerinin
yetersiz oldugu icin belirsizlik yasadiklar: diisiintilmektedir. Campbell (2003) yetersiz etik bilgisi olan
ogretmenler, ahlaki belirsizlik yasamakta ve neyin dogru olduguna karar vermede zorluk
yasadiklarint ifade etmistir. Arastirmactya gére bu égretmenler yasadiklart belirsizlikleri biiyiik bir
soruna yol agmadan dnce fark etmemektedir. Clinki etik bilgisi etik duyarliligt arturir (Bergem, 1993).

ifadelerini gerekcelendiren bazi 6gretmen adaylart ise iki farklt alana ait, birden fazla terimin
yer aldigi ifadelerle yanit vermislerdir. Ornegin bir 6gretmen adayt hem ahlaki bir meseleyi hem de
geleneksel bir meseleyi fark etmistir. Sosyal Bilissel Alan Teorisi, ahlaki konularin insan, refah, haklar
ve adalet ile ilgili kavramlarla ilgili oldugunu ve geleneksel konularin kurallar, otorite ve gelenekleri
icerdiginin altint ¢cizmistir (Turiel, 1983, 2002, 2015). Diger dgretmen adaylarinin bu yetersizlikten
dolayt ahlaki durumlari etik bilgilerinden ziyade sezgisel duygulart veya empatileri ile
degerlendirdikleri diisiintilmektedir. Hatta bazi 6gretmen adaylart “"Aynt seyi benim dgretmenim de
yapti” veya "Aynt seyi bana dgretmenim yaptt” ifadelerini kullanmuslardir. Bu ifadeler, bazi dgretmen
adaylarinin  kendi deneyimlerini ve gbézlemlerini kullanarak durumlart degerlendirdiklerini
gostermektedir. Gerekcelendirme yaparken de kisisel ahlak anlayslarint temel almuslardir. Etik

E-Iutennational Jounnal oj—Cdu.ca.tl..trn.al Redcanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 232-254

253



E-Viuslananase EZitim Anastrumalare Deh.g.i.d.i
ISSN: 1309-6265, Cilt: 12, No: 5, ss. 232-254

duyarlilik ahlaki anlayisla iliskilidir (Fedeles, 2004), 6gretmen adaylart ise kisisel ahlaki anlayislarint
ogretmenlik meslegi ile iliskilendirmistir (Chubbuck Vd., 2007).

Son olarak 6gretmen adaylari, en fazla ahlaki degerlendirmeyi program yénetimi ile ilgili
senaryoda, en az ahlaki dederlendirmeyi ise fiziksel ¢evrenin ydnetimi ile ilgili senaryoda
yapmuslardur. 2. senaryo disindaki durumlarda, cogunlukla ahlaka aykurt durumlar tespit etmislerdir.
Bu, etik bilginin aslinda ahlaka aykurt ifadeler veya durumlarla égretilmeye calisiimis olmasindan
kaynaklanabilir (Ehrich et al.,2071).

Oneriler: Ogretmen adaylarinin hem etik duyarlik hem de etik bilgilerini giiclendirmek icin etik
dersinin saatleri artinlabilir, diger derslerde oGgretimin ahlaki boyutu vurgulanabilir. Boylece
ogretmen adaylarinin etik duyarliliklart sansa ve kisisel ozelliklere terk edilmeden gelistirilebilir.
Arastirmanin yapudigt dénemde pedagojik formasyon programinda “Egitimde Ahlak ve Etik” dersi
secmeli olarak verilmesi, bu dersi secmeyen 6gretmen adaylarinin etik duyarliklarinin gelisimini
kisisel cabaya bagli hale getirilmesi anlamina gelmektedir. Mevcut hizmeténcesi Ggretmen
yetistirme programinda oldugu gibi “Egitimde Ahlak ve Etik” dersi pedagojik formasyon programina
da zorunlu ders olarak eklenebilir. Pedagojik formasyon programu kisa streli bir egitim oldugu icin
okul deneyimi ve égretmenlik deneyimleri 6gretmen yetistirme programlarindaki saatlere gére cok
stnurlt ve daha kisadur; bu nedenle 6gretmen adaylarinin 6gretmenleri gézlemleme ve dgretmentlik
yapma fusatlart artirdmalidir. Ayrica hem akademisyenler hem de dgretmenler 6gretmenlik
deneyimlerinin ahlaki boyutlarint tartismak icin zaman aywrmalidir. Bununla birlikte, bu arastirma
sinif yénetiminin bes boyutu icin bes senaryo ile stnurlidir ve her boyut daha fazla senaryo ile temsil
edilebilir ve dgretmenin etik duyarliligt adaylar detaylt olarak incelenebilir. Bu ¢calisma yiiz yiize
gorisme yoluyla daha az égrenci ile yapuabilir; béylece onlarin ifadelerinin ¢ikis noktast da
degerlendirilebilir.
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Abstract

With the diversification of communication technology, its widespread use
among students and the increase in social media opportunities, the
cyberbullying behaviors that students are exposed to have greatly increased.
Easy access to social media and technology, difficulties in control in this area
and student characteristics cause cyberbullying to increase and this situation
causes significant disciplinary problems at school and in the classroom.
Cyberbullying not only causes disciplinary problems at school, but also
creates serious psychological and psychosomatic effects on students, causing
them to be deprived of their educational rights. The aim of this study is to Vol: 12, No: 5, pp. 255-272
examine the cyber bullying among secondary school students and the
attitudes of teachers against cyber bullying. For this purpose, 10 teachers and
2 managers working in Antalya were interviewed. In the interview, questions
regarding the definition and instruments of cyber bullying, and the duties of
all actors in case of cyber bullying were asked. Collected data were
qualitatively analyzed. As a result of the analysis, it was concluded that
teachers perceive cyberbullying tools as internet in a general definition. It
was concluded that students exposed to cyberbullying are anxious and
nervous, withdrawn, fail, fear, and exhibit general depression behaviors.
According to the participants, when a student is exposed to cyberbullying,
teachers first try to communicate with the student. Received: 20271-11-02
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Extended Abstract

Problem: The use of communication tools is rapidly becoming widespread especially among
adolescents in the world and in Turkey. One of the fields in which information and communication
technology is widely used is education. While technology provides convenience in education, as in
other areas, it causes significant problems when used for bad purposes. The use of rapidly
developing technology by young people for different purposes causes bullying to take a new and
more dangerous form among students (Bhat, 2008, p. 53). Cyberbullying, which is caused by the
inappropriate use of technology in the field of education, not only causes disciplinary problems in
school and in the classroom that prevent education from achieving its goals, at the same time, it is
an important problem that hinders the goal of "creating a healthy society composed of individuals
with a healthy and balanced spirit and personality", which is among the general aims of education
(METK No. 1739).

Communication tools have become indispensable by providing many benefits to human life
besides communicating, and their use is increasing rapidly, especially among adolescents.
Developing technology, besides providing benefits with the use of communication tools for easy
access to information, making and maintaining friendships and having fun, is making cyberbullying
more and more common. Although there are various definitions for cyberbullying, it is generally
expressed as intentional, harmful, hostile and repetitive behavior by a person or group by using
information and electronic communication technologies to harm others (Belsey, 2006, Hinduja and
Patchin, 2010; Li, 2006). As a result, cyberbullying behavior is described as a type of violence
(Vandebosch ve Cleemput, 2006, p. 56). Cyberbullying is generally accepted as creation of text-
based nicknames, bad language, use of rude language and personal attacks in computer-based
communication environments (Thompsen, 1996, p. 300). Among students, there are many negative
events such as internet addiction, cheating with mobile phones, copying homework from the
internet, accessing pornographic pages, accessing bomb-making pages on the internet, or sexual
harassment through electronic-based communication tools (Erdur ve Kavsut, 2007, p. 31).

Research conducted to examine the consequences of cyberbullying reveals that cyberbullying
results in many negative consequences for the victim. In addition, it has been revealed that the
results in question are similar to the results of peer bullying in schools (Mason, 2008, p. 323). The
extent of the effects of cyberbullying on the victim varies according to the duration and intensity of
the cyberbullying, the resistance to the stress caused by the cyberbullying, and the psychological
state of the victim (Sleglova ve Cerna, 2011, p. 4). However, it is seen that the majority of
cyberbullying victims are affected by cyberbullying emotionally or psychologically (Patchin ve
Hinduja, 2006, p. 148).

Cyberbullying's effects are not only social and emotional, but also has a negative impact on
students' academic success. According to some studies (Beran ve Li, 2005; Price ve Dangleish, 2010)
cyberbullying causes concentration impairment and student absenteeism in students. It has been
determined that students who are abused on the Internet do not want to go to school, and their
school success and commitment to school are greatly reduced (Schneider, O'Donnell, Stueve, ve
Coulter, 2012, p. 171).

Violence in the school environment is a social problem that has been going on for many
years. The rapid development of technology and its use by young people for different purposes have
led to a new and more dangerous form of bullying among students (Bhat, 2008, p. 53). It is seen
that the probability of being involved in cyberbullying increases in parallel with the increase in the
time spent by young people and children on the Internet (Gardner, 2010).
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Teacher attitudes and students' perceptions of teachers play an extremely important role in
bullying incidents in schools. Teachers greatly influence the cognitive and behavioral development
of children (Hoover, Oliver, ve Thomson, 1993, p. 76). Therefore, it is an important factor in the
ending of cyberbullying that teachers help the student who is suffering from cyberbullying and
contribute to taking measures to protect the student. Otherwise, cyber-bullying behaviors will
continue to be exhibited (Ayas, 2008). Slojen et al. (2012) found that students who experienced
victimization told their friends first rather than heir teachers and then to their families because they
thought that the teachers could not handle this difficult situation well, and they preferred to ask for
help from their parents instead of school personnel (Agatston, Kowalski, ve Limber, 2007, p. 59).
According to the research conducted by Mark (2009), Ayas and Horzum (2011, p. 619), teachers are
not aware that cyberbullying, which leads to the emergence of mental and social disorders, is a
serious educational problem (Li, 2007, p. 435).

The purpose of this research is to examine the cyberbullying behaviors that students are
exposed to in secondary schools, their causes and the reactions shown to cyberbullying. This research
aims to minimize cyberbullying in the school environment by determining how middle school
students who enter adolescence and easily enter cyber environments with various means take their
place in cyberbullying environments, the reasons that push them to cyberbullying, and the reactions
shown by themselves and their teachers when they are exposed to cyberbullying. It is important in
terms of providing suggestions about what students, school personnel and parents should do. The
research findings that suggest that teachers are not aware of the fact that cyberbullying is a serious
educational problem increase the importance of this research, which aims to offer suggestions to
school personnel on this issue. For this purpose, answers to the following questions were sought.

1. What are the teachers' views on the way cyberbullying is carried out (tools, methods,
behaviors) in secondary schools?

2. According to the teachers, what are the reasons that push the student to cyberbullying?

3. According to the teachers, what are the reactions of the students who have been
cyberbullied to this situation?

4.  What are the reactions of teachers whose students have been exposed to cyberbullying?

5. According to the administrators and teachers, what are the duties of the family and the
internal stakeholders of the school (school management and teachers) in order to prevent
cyberbullying?

Method: The study was prepared in the case study pattern, one of the qualitative research designs.
Based on the aspects that distinguish it from other research types, it is possible to say that the case
study is a research method that allows the researcher to examine a phenomenon or event in depth,
which is based on "how" and "why" questions (Yildirum ve Simsek, 2018). Participants were selected
from 3 secondary schools in the Muratpasa, Aksu and Manavgat districts of Antalya city center in
the 2020-2021 academic year and selected with easily accessible cluster sampling method, 5
guidance teachers (GT), 3 Turkish teachers (TT), 1 Informatics Teacher (IT), 1 primary school teacher
(PST), and 2 school administrators (A) have participated, making a total of 12 people. In the
collection of data, document analysis and interview technique were used in accordance with the
purposes of the research. Findings regarding the way in which cyberbullying is carried out (tools,
methods, behaviors) in secondary schools, which are included in the first sub-problem, were
obtained based on the opinions of administrators and teachers and document analysis.

Regarding the document review, secondary schools in a district were scanned and schools
with case records of cyberbullying in the records of "Student Behavior Evaluation Boards" were
identified, and these board decisions were examined considering scientific ethical principles and
document analysis was carried out. Other sub-problems of the research were solved based on the
data obtained through interviews. The semi-structured interview form, which was used as a data
collection tool, was created by considering the purpose of the research and examining the relevant
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field paper, and then presented to the expert opinion. The interview form consisted of 5 open-ended
questions. During the interviews, notes and audio recordings of the conversation were taken, and
the interviews lasted approximately 20-25 minutes.

Results: Participants defined the areas where cyberbullying takes place as "internet" in general. As
tools, they named tablet and mobile phone. When it gets specific, examples of social media
platforms (facebook, instagram, etc.), interactive games, friendship sites, e-mail and messages are
given. Reasons that push students to cyberbully have been listed as; academic failure, uncontrolled
internet use, low social skill level, peer relations, family, culture, socio-economic status, exclusion
and psychology. They have stated that a student who was exposed to cyberbullying becomes
withdrawn and experiences uneasiness and fear. In addition, they stated that they were afraid and
because of this fear they concealed the bullying they experienced, submitted to the bully, turned
inward and sometimes denied this situation. When teachers notice a student who is being
cyberbullied, all of the participants think that immediate intervention is required. This intervention
is to inform the family, school administration and, if necessary, law enforcement. The point that
draws attention here is that none of the participants gave a student-oriented answer. From this
point of view, it can be concluded that the main responsibility for the prevention of cyberbullying is
family, teacher and school management.

Suggestions: Educators need to fully understand the concepts of cyberbullying and victimization,
and provide training to students to explain these concepts. Studies should be carried out to create
public opinion on these concepts, public service announcements can be made to raise awareness of
the public, explaining these concepts and talking about the results, by using them as a media tool
Creating the necessary time and opportunities for students to spend more and meaningful time with
their families will have a positive effect on the perception of family support, while reducing the time
students will spend on the Internet. Trainings that tell families to control their children but not
mentally hurt them while doing this, to stay away from behaviors that will harm the bond of trust
between them and how they can achieve this can be conveyed in the light of trainings organized by
many disciplines.
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Ozet

iletisim  teknolojisinin  cesitlenmesi, kullanimwin  grenciler arasinda
yaygtnlansmast ve sosyal medya olanaklarinin artmast ile birlikte égrencilerin
maruz olduklart siber zorbalik davranslart biiyiik 6lctide artmustiiir. Sosyal
medya ve teknolojiye kolay ulasimast, bu alandaki denetimin zorluklart ve
6grenci ozellikleri siber zorbaligin artmasina neden olurken bu durum okulda
ve sinifta énemli disiplin sorunlarina neden olmaktadur. Siber zorbalik sadece
okulda disiplin sorunlarina neden olmakla kalmwor aynt zamanda 6grenciler
lizerinde ciddi psikolojik ve psikosomatik etkiler yaratarak egitim haklarindan
mahrum olmalarina neden olabilmektedir. Bu arastirmanin amact ortaokul
6grencileri arasinda gériilen siber zorbaligi ve siber zorbaltk madgduru
6grenciler ile bu égrencilerin 6gretmenlerinin bu duruma karst gésterdikleri
tepkileri incelemektir. Arasturma Nitel arastirma desenlerinden durum
calismast deseninde hazirlanmuistir. Arastirmanin ¢alisma grubunu  kolay
ulasiabilir érnekleme ydntemiyle Antalya Muratpasa, Aksu ve Manavgat'ta
bulunan 4 ortaokuldan amacl 6rneklem yéntemlerinden 6lciit érnekleme
yobntemiyle secilen 10 d&dgretmen ve 2 okul yéneticisi olusturmustur.
Arastirmada veriler dokiiman incelemesi ve gériisme ybntemiyle elde
edilmistir. Gértisme yontemiyle elde edilen veriler betimsel ve icerik analizi
teknikleriyle analiz edilmistir. Yapilan analiz sonucunda égretmenlerin siber
zorbalik araglarini, genel bir tanimla internet olarak gérdiikleri sonucuna
vardmustwr. Siber zorbaliga maruz kalan G6grencilerin tedirgin ve gergin
olduklar, iclerine kapandtklar, derslerinde basarisiz olduklari, korktuklart ve
genel depresyon davranuslart sergiledikleri sonucuna vardmustir. Katiimcilara
g6bre égrencileri siber zorbaliga maruz kalan dgretmenler, dncelikle dgrenci ile
iletisim kurma yoluna gitmektedir.
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GiRIS

iletisim araclarinin  kullanimi, diinyada ve Tirkiye'de 6zellikle ergenler arasinda hizla
yayginlasmaktadir. Bilgi ve iletisim teknolojisinin yaygin olarak kullanildigi alanlardan birisi de
egitimdir. Teknoloji, diger alanlarda oldugu gibi egitimde de kolaylik saglarken, kéti amaclarla
kullanildiginda ise 6nemli sorunlara yol agmaktadir. Hizla gelisen teknolojinin gencler tarafindan
farkli amaclarla kullanilmasi, zorbaligin 6grenciler arasinda yeni ve daha tehlikeli bir sekil almasina
neden olmaktadir (Bhat, 2008, s. 53). Egitim alaninda teknolojinin uygunsuz kullanimiyla olusan
siber zorbalik, okulda ve sinifta egitimin amaclarini gerceklestirmesini dnleyen disiplin sorunlarina
yol agmakla kalmaz; ayni zamanda egitimin genel amaclari arasinda yer alan “saglikh ve dengeli
bir ruh ve kisilik yapisina sahip bireylerden meydana gelen saglkh bir toplum olusturma” amacini
(METK, 1973) gerceklestirmeyi de engelleyen dnemli bir sorundur.

iletisim araclari insan yasamina iletisim kurmanin haricinde de pek cok yarar saglayarak
vazgecilmez bir hal almakta ve oOzellikle ergenler arasinda kullanimi ¢ok hizli bir bicimde
artmaktadir. Teknolojinin gelismesi ile beraber iletisim araglari bilgiye kolaylikla ulasma, arkadaslik
kurup sitrdirme ve eglenme amach kullanimin yaninda siber zorbalk da gittikce
yayginlagsmaktadir (Yaman ve Peker, 2012). Siber zorbalik ile ilgili olarak cesitli tanimlar yapilmakla
birlikte genel olarak, baskalarina zarar vermek amaciyla bilgi ve elektronik iletisim teknolojilerini
kullanarak, bir kisi veya grup tarafindan kasith, zarar vermeye yonelik dismanca ve tekrar eden
davranislar olarak ifade edilmektedir (Belsey, 2006; Hinduja ve Patchin, 2010; Li, 2006). Sonug
olarak siber zorbalik davranisi, siddetin bir tirl olarak nitelendirilmektedir (Vandebosch ve
Cleemput, 2006, s. 56). Siber zorbalik genel olarak kisiye metne dayali lakap takma, agiz
bozuklugu, kaba dil kullanma ve bilgisayar tabanli iletisim ortamlarindaki kisisel saldirilar olarak
kabul edilmektedir (Thompsen, 1996, s. 300). Ogrenciler arasinda ise, internet bagimlihgi, cep
telefonlar ile kopya cekme, internetten odev kopyalama, pornografik sayfalara ulasma,
internetteki bomba yapimi sayfalarina ulasma ya da elektronik temelli iletisim araclaryla
gerceklestirilen cinsel taciz gibi pek ¢ok olumsuz olay yasanmaktadir (Erdur ve Kavsut, 2007, s.
31).

Siber zorbaligin sonuglarinin incelenmesi amaciyla yuritilen arastirmalar siber zorbaligin
magdur agisindan pek ¢ok olumsuzlukla sonuglandigini ortaya koymaktadir (Mitchell, Ybarra ve
Finkelhor, 2007), Bunun yani sira s6z konusu sonuglarin okullarda yasanan akran zorbaliginin
sonuglari ile benzerlik gosterdigi de ortaya koyulmustur (Mason, 2008, s. 323). Siber zorbaligin
magdur Uzerinde yarattigi etkilerinin boyutu ise siber zorbaligin siresine, yogunluguna, siber
zorbaligin yol actigi strese karsi gosterilen dirence ve magdurun psikolojik durumuna gore
degisiklik gostermektedir (Sleglova ve Cerna, 2011, s. 4). Bununla beraber siber zorbalik
magdurlarinin blyik bir kisminin ise siber zorbaliktan duygusal veya psikolojik agidan biyuk
olctide etkilendikleri gorilmektedir (Patchin ve Hinduja, 2006, s. 148). Ybarra ve Mitchell (2004, s.
1308) tarafindan yapilan arastirmada, siber zorbaliga maruz kalan bireylerin duygusal bunalim
yasadiklari, caresizlik ve yalnizlik gibi yikici depresyon semptomlari yasadiklari (Bauman, Toomey
ve Walker, 2013, s. 341) saptanmistir. Duygusal yikici sonuglarinin yaninda, siber zorbalik, 6zgliven
ve Ozsayglyl zedelemekte (Sleglova ve Cerna, 2011), dgrencilerin sosyal iliskilerini olumsuz
etkilemekte, onlarin arkadaslari ve cevresindeki kisilerden siiphe duymalarina neden (Basttirk-
Akca, Sayimer ve Ergll, 2015, s. 71) olmaktadir. Siber zorbalik sadece sosyal ve duygusal degil
ayni zamanda O6grencilerin akademik basarilari Uzerinde de olumsuz etkiye sahiptir. Baz
arastirmalara gore, (Beran ve Li, 2005; Price ve Dangleish, 2010) siber zorbalik 6grencilerde
konsantrasyon bozukluguna ve égrenci devamsizliina neden olmaktadir. internette tacize ve
istismara ugrayan ogrencilerin okula gitmek istemedikleri, okul basarlarinin ve okula
baghhklarinin biyik o6lciide azaldigi (Schneider, O'Donnell, Stueve ve Coulter, 2012, s. 171)
saptanmistir.
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Okul ortaminda siddet, uzun yillardan beri devam eden sosyal bir problemdir. Teknolojinin
hizla gelismesi ve gencler tarafindan farkli amaglarla kullanilmasi, zorbaligin 6grenciler arasinda
yeni ve daha tehlikeli bir bigim kazanmasina yol agmistir (Bhat, 2008, s. 53). Genglerin ve ¢ocuklarin
internette gecirdikleri zamanin artmasina paralel olarak siber zorbaliga karisma ihtimallerinin de
artis gosterdigi gorilmektedir (Gardner, 2010).

Literatlirde siber zorbaligin goérilme sikligina iliskin bulgular degisiklik gdstermektedir
(Biegler ve Boyd, 2010). Bazi arastirmalara gore siber zorbalgin gorilme sikliginin %4 ile %59
arasinda degistigi belirtiimektedir (Tastekin, 2016). Li (2006) tarafindan Kanada'da yuritilen
arastirmaya gore ogrencilerin %17’lik kisminin siber zorbalik yaptigi ve 6grencilerin %25'lik
kisminin ise siber zorbalik magduru oldugu goériinmektedir. Chapin‘in ¢alismasinda (2016, s. 719),
dizenli internet kullanan kisilerin %30'luk kisminin Facebook lzerinden siber zorbaliga maruz
kaldigini ortaya cikariimistir. Festl (2016, s. 237) tarafindan Almanya’da yiritilen arastirmada lise
ogrencisinin %25'lik kisminin en az bir kere siber zorbalik yaptigi tespit edilmistir. Cin'de Leung,
Wong ve Farver (2017, s. 7) tarafindan yapilan arastirmada &6grencilerin siber zorbalik yapma
oraninin %58 oldugu belirtilmistir. Tirkiye'de bu konuda yapilan arastirmalara gore siber
zorbalgin goriilme sikligi %6,4 ve %47,6 ve siber magduriyetin gortlme sikhdi ise %5,1 ile %56
arasinda degismektedir (Topcu ve Erdur-Baker, 2016, s. 127). Yilmaz (2011, s. 645) tarafindan
yedinci siniflarda yapilan arastirmaya gore 6grencilerin %6,4'lik kisminin siber zorba oldugu,
%17,9'luk kisminin ise siber magdur oldugu saptanmistir.

Okullarda meydana gelen zorbalik olaylarinda 6gretmen tutumlan ve 6grencilerin
dgretmene yonelik algilar son derece énemli bir rol oynamaktadir. Ogretmenler cocuklarin
bilissel ve davranigsal yonden gelisimlerine buyik oranda etki etmektedirler (Hoover, Oliver ve
Thomson, 1993, s. 76). Dolayisiyla 6gretmenlerin siber zorbaliga ugrayan 6grenciye yardim etmesi
ve Ogrenciyi korumaya yonelik tedbirlerin alinmasina katki saglamasi siber zorbaligin
sonlanmasinda onemli bir etkendir. Aksi durumda ise siber zorbalik davranislar sergilenmeye
devam edilecektir (Ayas, 2008). Slojen vd. (2012), magduriyet yasayan 6grencilerin yasadiklari bu
zor durumu iyi sekilde ele alamayacaklarini duislndukleri i¢in 6gretmenlerinden &nce
arkadaslarina sonra ailelerine anlattiklar ve okul personeli yerine ebeveynlerden yardim istemeyi
tercih ettikleri saptanmistir (Agatston, Kowalski, ve Limber, 2007, s. 59). Mark (2009), Ayas ve
Horzum (2011, s. 619) tarafindan yapilan arastirmaya gore, 6gretmenler ruhsal ve sosyal
bozukluklarin ortaya ¢ikmasina yol acan siber zorbaligin ciddi bir egitim problemi oldugunun
bilincinde degillerdir (Li, 2007, s. 435).

Bu arastirmanin amaci ortaokullarda &6grencilerin maruz kaldiklari siber zorbalk
davranislarini, nedenlerini ve siber zorbalik karsisinda gosterilen tepkileri incelemektir. Bu
arastirma, ergenlik donemine giren ve rahatlikla gesitli araglarla siber ortamlara giren ortaokul
ogrencilerinin siber zorbalik ortamlarinda nasil yer aldiklarini, kendilerini siber zorbaliga iten
sebepleri, siber zorbaliga maruz kaldiklarinda kendileri ve 6gretmenleri tarafindan gosterilen
tepkilerin neler oldugunu belirleyerek, siber zorbaligin okul ortaminda en aza indirilmesi igin
ogrenci, okul personeli ve velilerin yapmasi gerekenlere iliskin 6neriler sunmasi agisindan
dnemlidir. Ogretmenlerin siber zorbaligin ciddi bir egitim problemi oldugunun bilincinde
olmadigi yoniindeki arastirma bulgulari bu konuda okul personeline dneri sunmayi hedefleyen
bu arastirmanin dnemini arttirmaktadir. Bu amacla asagidaki sorulara yanit aranmistir.

1. Ogretmenlerin, ortaokullarda siber zorbaligin gerceklestiriime sekline (kullanilan
araclar, yontemler, davranislar) iliskin gorusleri nelerdir?

2. Ogretmenlere gdre dgrenciyi siber zorbaliga iten sebepler nelerdir?

3. Ogretmenlere gore, siber zorbaliga ugrayan égrencilerin bu durum kargisindaki
tepkileri nelerdir?
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4. Ogrencileri siber zorbaliga maruz kalmis Ogretmenlerin, bu durum karsisindaki
tepkileri nelerdir?

5. Yonetici ve Ogretmenlere gére siber zorbaligin énlenmesi icin aileye ve okulun ic
paydaslarina (okul ydnetimi ve 6gretmenler) diisen gorevler nelerdir?

YONTEM

Galisma nitel arastirma desenlerinden durum calismasi deseninde hazirlanmistir. Diger arastirma
trlerinden ayrilan yonlerinden yola cikarak, durum calismasinin “nasil” ve “nigin” sorularini temel
alan arastirmacinin kontrol edemedigi bir olgu ya da olayi derinligine incelemesine olanak veren
arastirma yontemi oldugunu séylemek miumkindir (Yildirnm ve Simsek, 2018). Durum ¢alismasi,
tek bir kisinin, varhidin, olgunun veya sosyal birimin ayrintili bir sekilde ve butiinsel olarak
betimlenmesi ve analizidir (Merriam,1988). Durum calismalari glincel durumlari aydinlatma ve
anlama amaciyla arastirir (Hays, 2004). Durum calismasinda alt problemlere bagl olarak mimkin
oldugunca birden fazla veri kaynagindan ve tirliinden farkli araglarla veri toplanmalidir (Duff,
2008; Paker, 2015; Yin, 2003). Bu arastirmada glincel bir durum olarak “siberzorbalk” alt
problemlere dayali olarak birden fazla veri kaynagindan(farkli branslardan &6gretmen ve
yoneticiler), farkl tirden araglarla(gérisme formlar ve okul dokimanlari) elde edilen veriler
ayrintili bir sekilde ve bitiinsel olarak betimlenmis ve analiz edilmistir.

Calisma Grubu

Katihmcilar, 2020-2021 6gretim yilinda Antalya ili merkez Muratpasa, Aksu ve Manavgat
ilcelerinde bulunan ve kolay ulasilabilir kiime 6rnekleme yéntemiyle secilen 3 ortaokuldan amacli
drnekleme ydntemlerinden dl¢iit drnekleme ydntemine gére belirlenen 5 rehber 6gretmen (RO),
3 Tirkce 6gretmeni (TO), 1 Bilisim Teknoloji 6gretmeni (TO) ,1 Sinif Ogretmeni (SO), 2 Okul
Yoneticisi (Y) olmak tzere toplam 12 kisiden olusmustur (Cizelge 1).

Cizelge 1. Katiimciarin Demografik Bilgileri

K1 K2 K3 K4 K5 K6 K7 K8 K9 K10 Y1 Y2

Brans PDR Sinif  PDR PDR Bilis. PDR PDR Turkce Turkce Tirkce Md. Md.
Ogr. Tek Ogr.  Ogr.  Odr vig  vrd
Kidem 22 23 25 13 17 18 - 16 16 16 10 7

Katihmcilarin seciminde 0lcit olarak, en az o okulda 5 yil calismis olmak, arastirmaya
katilmaya gonulli olmak, 6grencilerin siber zorbalik olustugunda en cok iletisim kurduklar
ogretmenler olan rehber 6gretmenler, sinif dgretmenleri, Bilisim teknolojileri 6gretmenleri ve
Turkge ogretmenleri secilmistir. Katilimcilar belirlenirken gorisme yapmayi kabul etme ve
katilmaya istekli olma durumu da g6z 6niinde bulundurulmustur. Bu tiir 6rneklemede arastirmaci
kimlerin segilecegi konusunda kendi yargisini kullanir ve arastirmanin amacina en uygun olanlari
ornekleme alir (Balci, 2013, s. 104).

Veri Toplama Arac Verilerin toplanmas

Verilerin toplanmasinda arastirmanin amaclarina uygun olarak dokiiman incelemesi ve
gorisme teknigi kullaniimistir. Birinci alt problemde yer alan Ortaokullarda siber zorbaligin
gerceklestiriime sekline (kullanilan araglar, yontemler, davranislar) iliskin bulgular y&netici ve
ogretmen gordsleri ile dokliman analizlerine dayal olarak elde edilmistir. Dokiiman incelemesi ile
ilgili olarak bir ilcede bulunan ortaokullar taranmis ve “6grenci davraniglarini Degerlendirme
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Kurullan” kayitlarinda siber zorbaliga iliskin vaka kayitlari bulunan okullar tespit edilerek bu kurul
kararlari bilimsel etik ilkeleri dikkate alinarak incelenmis ve dokiiman analizi yapilmistir.
Arastirmanin diger alt problemleri ise goériisme yoluyla elde edilen verilere dayal olarak
¢6zUmlenmistir. Gorlismede vyari yapilandiriimis goérisme formu kullanilmistir.  Gorlisme
yonteminin tercih edilmesinin nedeni arastirmanin gerceklestirildigi dogal ortami anlamaya,
tanimaya ve sonuglara olan etkilerini agiklamaya duyarli olundugundan egitimsel gercekleri ¢ok
boyutlu olarak ortaya koyma imkani tanimasidir (Yaman, 2007, s.131).

Veri toplama araci olarak kullanilan yari yapilandiriimis gériisme formu, arastirmanin amaci
dikkate alinarak ve ilgili alan yazisi incelenerek olusturulmus ve daha sonra uzman gorisline
sunulmustur. Goérisme formu 5 adet acglk uclu sorudan olusmustur. Gorlismeler slresince
konusma ile ilgili notlar ve ses kaydi alinmis olup goriismeler yaklasik 20-25 dk stirmustur.

Verilerin Analizi

Verilerin analizinde betimsel ve icerik analizi kullanilmistir. 1. Alt problemin
¢6zimlenmesinde igerik analizi, diger alt problemlerin ¢6ziimlenmesinde ise betimsel analiz
teknigi kullaniimistir. Arastirma slrecinde yapilan gortsmeler ses kayit cihaziyla kaydedilmistir.
Ses kayit cihazindaki bu kayitlar daha sonra Microsoft Word 2013 formatinda metin haline
donustirilmustir. Metinler Gizerinde verilerin kodlamasi yapilmis ve her arastirma sorusuna yanit
olabilecek veriler kendi icinde gruplandiriimistir. Betimsel analiz su dort asamada gergeklesmistir:
(1) Betimsel analiz icin gerceve olusturma (sorulardan cikarak kavramsal ¢erceve olusturuldu ve
verilerin hangi temalar altinda diizenlenecegi belirlendi), (2) Tematik cerceveye gore verilerin
islenmesi (veriler tanimlandi, okunup diizenlendi, veriler anlamli ve mantikli sekilde biraraya
getirildi). (3) Bulgularin tanimlanmasi (veriler kolay ve anlasilir dille tanimlanir ve dogrudan
alintilarla desteklendi. Gereksiz tekrardan kaginildi). (4) Bulgularin yorumlanmasi (tanimlanan
bulgular agikland, iliskilendirildi ve anlamlandirildi) (Yildirrm ve Simsek, 2019). Betimsel analiz
siirecinde birinci arastirmaci ile ikinci arastirmacinin ortak kararlan dikkate alinmistir. icerik
analizinde de veriler dort asamada analiz edilmistir: 1. Verilerin kodlanmasi, 2. Kodlanan verilerin
temalarinin belirlenmesi, 3. Kodlarin ve temalarin diizenlenmesi, 4. Bulgularin tanimlanmasi ve
yorumlanmasi (Yildirim ve Simsek, 2008, s. 228). Analiz slirecinde 6ncelikle, goriisme kayitlari ve
yazili formlar desifre edilip ¢6zimlemeler yapilmistir. Calismaya katilan 6gretmenler “O”,
yoneticiler ise "Y" harfi ile kodlanmistir.

Arastirmanin i¢ gecerligini (inandiricihgini) artirmak igin; verilerin anlamhligina, bulgularin
kendi icinde tutarli olup olmadigina bakilmistir. Buna ilaveten veri toplamadan hemen sonra,
ulasilan sonuglar ve yorumlar veri kaynaklari ile teyit edilerek katiimci teyidi saglanmistir.
Arastirmaci tarafindan yapilan c¢alismalar detayli bir sekilde raporlanarak arastirmanin
tekrarlanabilmesine olanak taninmistir. Arastirma ile ilgili olarak etik kurul izini alinmis ve
katimcilara gértismelerin gizliligi konusunda giivence verilmistir.

BULGULAR

Okul yonetici ve 6gretmenlerinin ortaokullarda siber zorbalik dislincelerinin belirlenmesini
amaclayan bu calismada elde edilen bulgular ve yorumlar, arastirmanin alt problemlerine goére
asagida basliklar halinde gosterilmis ve yorumlanmistir.

1. Ortaokullarda siber zorbaligin gerceklestirilme sekilleri (kullanidlan araclar,

yontemler, davranslar):

Ortaokullarda siber zorbahgin gergeklestirilme sekline (kullanilan araglar, yontemler,
davraniglar) iliskin bulgular yénetici ve 6gretmen gorusleri ile dokiiman analizlerine dayali olarak
cizelge 2'de sunulmustur.
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Cizelge 2. Ogretmenlerin, ortaokullarda siber zorbaligin gerceklestirilme sekline (kullandan
araglar, yontemler, davranislar) iliskin gortsleri

Siber Zorbalik Sekli Katiima Ogretmen ve Yoneticiler Dokiimanlar
— o ™ < n © ~ © <) = — N — N ™
0O 0 O 0 O O 0 O O 5 > > 0o 0o 0o
_ Bilgisayar
©
TS% Cep telefonu + + + + + + ¥ ¥
< Tablet + + + +
Sosyal medya + + o+ + + + + + + o+ + +
& interaktif oyun + 4+ + o+
5 Arkadaslik siteleri + + o+ + +
{=
ES) E-posta + + + + +
Mesaj + + + + + o+
. Hakaret ¥ + +
©
> Kufar o+ 4
5
: Tehdit +
O Asaglama + .

Cizelge 2'de goruldigu gibi katihmcilar siber zorbaligin gergeklestigi alanlari genel olarak
"internet" diye tanimlamiglardir. Ara¢ olarak ise tablet ve cep telefonunu sdylemislerdir.
Ozelegstirildiginde ise sosyal medya platformlari (facebook, instagram vb), interaktif oyunlar,
arkadaslik siteleri, e-posta ve mesaj 6rnekleri verilmistir. Siber zorbalik érnekleri olarak ise hakaret,
kifir, tehdit, asagilama cevaplari verilmistir. Buna ek olarak cekilen fotograflarin, videolarin ve
Ozel hayata iliskin bilgilerin izinsiz olarak paylasiimasi da eklenmistir.

1.1.Goriisme yoluyla elde edilen verilere dayali Bulgular:

Ortaokullarda siber zorbaligin gerceklestiriime sekline iliskin olarak kullanilan araglar
konusunda géris bildiren bazi katiimcilar gérislerini su sekilde ifade etmislerdir: O4. Bilgisayar,
telefon, tablet... Kisacasi internete baglanan her aracta siber zorbalikla karsilasabiliriz. O5. “Cep
telefonu, bilgisayar, tablet gibi bilisim araclari siber zorbalik davranislarinda siklikla
kullanilmaktadir.”

Ortaokullarda siber zorbaligin gerceklestiriime sekline iliskin olarak kullanilan yontemler
konusunda goéris bildiren bazi katilimcilar gérislerini su sekilde ifade etmiglerdir: O1. “Sosyal
paylagim aglari, youtube, tik tok, video paylasim platformlari, interaktif oyunlar.” O8."” Dijital
oyunlar, e-mail vb. ortamlarda gerceklesmektedir.”

Ortaokullarda siber zorbaligin gerceklestiriime sekline iliskin olarak kullanilan davranislar
konusunda goris bildiren bazi katihmcilar gorislerini su sekilde ifade etmislerdir: Y1.” Sosyal
medyada ve iletisim kanallariyla arkadaslarina hakaret, dalga ge¢me, sahte hesaplarla kullanarak
arkadaslarina kandirma, fotograflan izinsiz kullanarak arkadaslarini zor durumda birakma gibi
zorbaliklar uygulandigini gérmekteyim.” 06. “Ogrencinin haberi olmadan fotografini ya da
uygunsuz durumunu gdériintileyip, "bunu herkese yayarim” diye tehdit etmek.

1.2.Dokiiman analizine dayali Bulgular:

Siber zorbalkk vakalarina rastlanan (¢ ayr ortaokula ait o©grenci davranislarini
Degerlendirme Kurul kararlarini iceren dokiimanlarin incelenmesinden, 6grencilerinin Sosyal
medya Uzerinden olusturduklari sayfalarda birbirlerine “K6tl ve cirkin yazilar” iceren mesajlar
yazdiklari, bunun icin cep telefonu kullandiklar (D1), sosyal medya hesaplarindan hakaret, kifar
ve tehdit iceren paylasimlarda bulunduklari (D2), hakaret ve kifir iceren sinif arkadasinin
paylasimlarini kendi sosyal medya hesabindan eklemeler yaparak paylastigi (D3) saptanmustir.
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2. Katilumc yonetici ve 6gretmenlere gore dgrenciyi siber zorbaliga iten sebepler:

Katilimar Yénetici ve Ogretmenlere gore, siber zorbaliga iten sebepler Cizelge 3'de
verilmistir.

Cizelge 3. Katilimct yénetici ve égretmenlere gére, 6grenciyi siber zorbaliga iten sebepler

Siber Zorbalik Sebepleri Katilimcilar

o1 62 03 04 05 66 07 08 59 010 Y1 Y2
Akademik basarisizlik + + +
Kontrolsuz internet + + + + + + +
kullanimi
Dustk sosyal beceri + +
Diglanma +
Aile + + + + + +
Sosyo-ekon. durum + + +
Akran iliskileri +
Psikolojik nedenler + + +
Akran/arkadag gurubu + + +

Cizelge 3'te gorilecegi Uzere katilimcilar ogrencileri sanal zorbalia iten nedenleri;
akademik basarisizlik, kontrolsiiz internet kullanimi, disiik sosyal beceri diizeyi, akran iliskileri,
aile, kaltur, sosyo-ekonomik durum, dislanma ve psikoloji olarak siralamislardir. Bu nedenlere ek
olarak sosyal medyada "nick name" (kullanici adi) kullaniminin verdigi gizlilik duygusunun
ergenleri glivende hissettirdigini, bu nedenle sosyal ortamda yapamadiklar davraniglari sanal
ortamda daha rahat yaptiklarini sdylemislerdir. Buna ek olarak katilimcilar ailede yasanilan
mutsuzluk, ilgi gérmeme, sevgisizlik gibi durumlarin 6grencileri zorbaliga ittigini de belirtmistir.

Ogrenciyi siber zorbaliga iten sebepler arasinda kontrolsiiz internet kullaniminin oldugunu
belirten bazi katilimcilar bu konudaki gérislerini su sekilde ifade etmislerdir: O5. “interneti aile
veya yetiskin denetiminden uzak kullanim sonucu 6grenciler farkina varmakta geciktigi tehlikeli
iletisim icine girebilirler.” O1. “Kontrolsiiz internet kullanimi (Ailenin teknoloji kullanimina dogru
rol model olmamast.)”

Ogrenciyi siber zorbaliga iten sebepler arasinda ailenin oldugunu belirten bazi katiimcilar
bu konudaki goruslerini su sekilde ifade etmislerdir: Y1. "Ailede yasanilan mutsuzluk ilgi gérmeme
sevgisizlik gibi durumlarin 6grencileri daha ¢ok bu duruma ittigini distindyorum. Saglikh bir aile
ortaminda yetisen 6grencilerde neredeyse bu davranislar gdzlenmemektedir.” Y2. "Ailenin
yeterince ilgilenmedigi sevgiden yoksun biylyen cocuklar genellikle davranislarini disavurum
olarak bu sekilde gerceklestirmektedir.”

Ogrenciyi siber zorbaliga iten sebepler arasinda psikolojik nedenler veya akran grubunun
oldugunu belirten bazi katiimcilar bu konudaki gérislerini su sekilde ifade etmislerdir: O2. “Siber
olmayan zorbaliga hayatinin pek cok alaninda tanik olan birey bu zorbali§i sanal alanda
kullanmaktan ¢ekinmez. Hatta yiiz ylize olmayan, kontrol edilemeyen sanal ortam bu anlamda
daha kullanighdir. Erkek egemen bir sosyal ortamda birey karsisindakine her tirli zorbalig
uygulayarak gli¢ gosterisinde bulunmayi tercih edebilir. Kisi kendi gli¢stizliginl baskasi tizerinde
baski kurarak gizleyebilir. Toplum tarafindan diglanan birey kendi kurdugu sosyal ortamda istenen
bir lider haline donusebilir.”

3. Katilimct Yonetici ve Ogretmenlere gore, siber zorbaliga ugrayan égrencilerin
bu durum karsisindaki tepkileri:

Katilimar Yénetici ve Ogretmenlere gore, siber zorbaliga ugrayan égrencilerin bu durum
karsisindaki tepkileri gizelge 4'te verilmistir.
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Gizelge 4. Yonetici ve Ogretmenlere gére, siber zorbaliga ugrayan égrencilerin bu durum
karsisindaki tepkileri

Tepkiler Katilimcilar

01 02 03 04 0O5 06 07 68 09 010 T Y2
Yetiskin yardimi +
Tedirginlik ve gerginlik + + +
Gizleme +
ice kapanma + + + + +
inkar etme +
Korku + + + + +
Boyun egme +
Depresyon + +
Telefon numarasi +
degistirme / Engelleme

Cizelge 4'te goruldugl gibi 6gretmenler sanal zorbaliga maruz kalan bir 6grencinin ice
kapandigini, tedirginlik ve korku yasadigini belirtmislerdir. Buna ek olarak korktuklarini ve bu
korku nedeniyle yasadiklari zorbaliklari gizlediklerini, zorbaya boyun egdiklerini, iclerine
kapandiklarini ve bazen bu durumu inkar ettiklerini belirtmislerdir. Bazi dgrenciler ise bu gibi
durumlarda telefon numarasini degistirme ya da zorbayr engelleme gibi ydntemlere
basvurabilmektedir.

Siber zorbaliga ugrayan 6grencilerin bu durum karsisinda tedirginlik ve gerginlik icinde
olduklarini belirten bazi katimcilar bu konudaki gérislerini su sekilde ifade etmislerdir: O2.
“Ogrenci tedirgin ve gergin davranislar sergiler. Stipheli ortamdan kayboluslar, siirekli telefon ya
da bilgisayarda olmak, dalgin olma, unutkanlik gézlenir.”

Siber zorbaliga ugrayan 6grencilerin bu durum karsisinda ice kapandiklarini belirten baz
katilimcilar bu konudaki gérislerini su sekilde ifade etmislerdir: Y1. “icine kapanik égrencilerde
bu durumu kolay kolay kimseyle paylasmiyor, baski hissediyor korkuyor.” O4. “Bu zorbaliga
ugrayan dgrencilerde kaygi, depresyon, ice kapanma ve buna bagli gelisen psikolojik rahatsizlklar
gorilebilir. Hatta bu zorbaliga ugrayan bireyler intihar etme egiliminde bile bulunabilirler.”

4. Ogrencileri siber zorbaliga maruz kalms Ogretmenlerin, bu durum karsisindaki
tepkileri:

Ogrencileri siber zorbaliga maruz kalmis Ogretmenlerin, bu durum karsisindaki tepkileri
cizelge 5'te verilmistir.

Cizelge 5. Ogrencileri siber zorbaliga maruz kalms Ogretmenlerin, bu durum karstsindaki tepkileri

Ogretmen Tepkileri Katilimcilar

61 02 03 064 065 066 0O7 068 09 O10 YT Y2

Kolluk kuvvetlerini + +

bilgilendirme

Hukuki yardim +

Aileyi bilgilendirme + + + + + + +
Okul idaresini bilgilendirme + +
Profesyonel psikolojik + + +

destek

Rehberlik Servisine + + + +
yonlendirme

Sosyallestirme +

Cizelge 5'te gorilecedi Uzere siber zorbaliga maruz kalan bir 6grenciyi fark ettiklerinde
katimcilarin hepsi hemen midahale edilmesi gerektigini distinmektedir. Bu midahale aileye,
okul yonetimine ve gerekirse kolluk kuvvetlerine haber vermektir.

Ogrencileri siber zorbaliga maruz kalmis Ogretmenlerin, bu durum karsisinda kolluk
kuvvetlerini bilgilendirerek tepki gosterdiklerini ifade eden bazi katimcilar gériglerini su sekilde
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ifade etmislerdir: O1. “Konunun adli boyutu olusmussa kolluk kuvvetlerine (ilgili birime) gerekirse
ilge, il Milli Egitim Mudurligi'ne bilgi notu seklinde iletmek gerekmektedir.”

5. Katulimc Yénetici ve Ogretmenlere gore siber zorbaligin 6nlenmesi igin aileye
ve okulun i¢ paydaslarina (okul yonetimi ve 6gretmenler) diisen gorevler:

Yénetici ve Ogretmenlere gore siber zorbaligin énlenmesi icin aileye diisen gérevler
cizelge 6'da goriilmektedir.

Cizelge 6. Yonetici ve Ogretmenlere gére siber zorbaligin énlenmesi icin aileye Diisen Gérevler

Ailenin Gorevi Katilimcilar

01 62 03 04 O5 06 O7 08 09 010 Y1 Y2
Kontrolld internet kullan. + + + + + + + + + +
Sifresiz. Teknolojik aletler + +
Degerler egitimi
Bilinglendirme + + + + +
Saglikl bir iletisim + + +
Spor,vb. faaliyetlere yonl. +

Cizelge 6'da gorilecegi lizere katilimcilara siber zorbali§gi 6nlemek amaciyla 6grenciye,
aileye, 6gretmene ve okul yonetimine diisen gorevler sorulmustur. Burada dikkat ¢eken nokta
hicbir katilimcinin 6grenciye yonelik cevap vermemeleridir. Buradan hareketle siber zorbaligin
onlenmesinde ana sorumlulugun aile, 6gretmen ve okul yonetiminde oldugu sonucuna varilabilir.

Katihmcilara gore aileye diisen ana goérev cocuklarin guvenli ve kontrolli internet
kullanmalarinin saglanmasidir. Buna ek olarak c¢ocuklarla saglikli iletisim kurulmasi, siber
zorbaligin ilerlemeden dnlenmesini saglayacaktir. Ayrica 6grenciler hobi edinmeye, diizenli spor
yapmaya yonlendirerek hem sosyal medyada daha az vakit gegirmeleri hem de sosyallesmeleri
saglanabilir.

Yénetici ve Ogretmenlere goére siber zorbaligin dénlenmesi icin aileye disen gorevler
arasinda kontrolll internet kullanimi saglanmasi gerektigini 6ne sliren bazi katihmcilar gérislerini
su sekilde ifade etmislerdir: O9. “Cocuga baski yapmadan kontrol altinda tutmanin (internet
ortaminda) bu davranislari azaltmada etkili olacagini dustniyorum. Cocugumuzun sosyal medya
tzerinden paylagimlarini takip etmek gerektiginin faydali olacagi kanisindayim.” O10. “Ailelerin
evde cocuklarinin cep telefonu ile gecirdigi saatleri, paylasim ve begenilerini takip etmeleri
gerekmektedir.” Y1. “Ogrencilerimizi kisisel bilgilerini kimseyle paylasmamasi gerektigini ve
tanimadigi kisilerle konusmamasi gerektigini 0Ozellikle soyliyoruz. Mumkiinse sosyal ag
platformlarinda vakit gegirmemelerini ve interneti yararli ydnde kullanmalarini tavsiye ediyoruz.
Aileye ve dgretmene disen en énemli gérev cocuklarimizi bu konuda bilinglendirmektir.” O2.
“Insan haklari, insan sevgisi, insanin degeri konusunda egitim verilmelidir.”

Yénetici ve Ogretmenlere gére siber zorbaligin énlenmesi icin okulun i¢ paydaslarina (okul
yonetimi ve 6gretmenler) disen gdrevlere iliskin bulgular cizelge 7'de sunulmustur.

Cizelge 7. Yénetici ve Ogretmenlere gére siber zorbaligin nlenmesi icin okulun i¢ paydaslarina
(okul yénetimi ve 6gretmenler) dlisen gérevler

Ogretmen ve Katihmailar

Yéneticilerin 01 02 03 04 0O5 06 0O7 08 09 010 T Y2
Gorevleri

Bilgilendirme + + + + + + + + + + +
calismalari

Degerler egitimi +

Aile ile isbirligi icinde + + + + + +

olma

Disiplin cezasi +
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Cizelge 7'de gorildigu gibi katilimcilara gore siber zorbalik durumunda 6gretmene ve okul
idaresine diisen ana gorev zorbalik olusmadan baslamaktadir. Okul ydontemi ve 6gretmenler hem
aileleri hem de 6grencileri siber zorbaliga karsi bilinglendirmelidir. Bu bilinclendirme calismalari
panel, toplanti vb etkinliklerle yapilabilecegi gibi brosiir, pano hazirlama gibi daha pratik
etkinliklerle de desteklenebilir. Bunlara ek olarak okul ydnetimi, 6gretmen ve aile isbirligi ve
iletisim icinde olmalidir.

Siber zorbaligin 6nlenmesi icin okulun i¢ paydaslarina (okul ydnetimi ve 6gretmenler)
disen gorevlerin bilgilendirme ¢alismasi oldugunu savunan bazi katiimcilar gorislerini su sekilde
ifade etmislerdir: Y1. “Okul yoénetimi olarak siber zorbalikla ilgili bilgilendirme toplantilari
diizenlenmeli. Ogrencilerin internetin yararli yénlerinden bahsedilmelidir. Zorbalik yapildiginda
asamasina gére disiplin cezasi verilmelidir.” K7. “Ogretmenler &grencilere nasil internet
kullanacagini dénem dénem anlatacak.”.

TARTISMA. SONUC VE ONERILER

Okullarin verimliligini ve etkililigini azaltan énemli etkenlerden birisi de okul ve siniflarda yasanan
siddet olaylari ve bunlarin olusturdugu disiplin sorunlandir. Okulda ydneticiler sinifta ise
ogretmenler zaman ve enerjilerinin 6nemli bir kismini disiplin sorunlarini  ¢6zmek igin
ayirdiklarinda okul ve sinifin amacini etkili ve verimli bir sekilde gerceklestirebilmeleri olanaksizdir.
Bu acidan baktigimizda diger disiplin sorunlari gibi okulda siddetin dnemli bir kismini olusturan
ve gittikce yayginlasan siber zorbaligin &nlenmesinin egitimin amaclarini gerceklestirmesi
bakimindan biyuk bir 6nem tasidigi sdylenebilir.

Akran zorbaliginin okuldan sanal ortama ge¢mesiyle meydana gelen siber zorbalik yeni bir
zorbalik tUrl olarak (Bastlirk-Akga, Sayimer, ve Ergtl, 2015) okullarda da hizla yayilmaktadir.
Bunun nedenleri arasinda siber zorbalik araclarinin ¢ok cesitli ve kolayca ulasilabilir olmasi, siber
zorbalarin kendilerini kolayca saklayabilmesi (Hinduja ve Patchin, 2008, s. 129), ve denetimlerinin
zor olmasidir. Bu arastirmaya gore, genel olarak siber zorbaligin “internet” yoluyla gerceklestigi
gorilmektedir. Arastirmada elde edilen bulgulara goére, 6drenciler arasindaki siber zorbalikta
bilgisayar, cep telefonu ve tabletler arac olarak kullanilirken, siber zorbaligin yol ve yontemi olarak,
sosyal medya, interaktif oyunlar, arkadaslik siteleri, e-posta ve cesitli mesajlasma yéntemleri
kullanilmaktadir. Li'nin (2006, s. 157) ifadelerine gore de bilgisayar, cep telefonlar ve diger
elektronik cihazlar en 6nemli siber zorbalik araglari arasinda yer almaktadir. Arastirmada
ogrencilerin yukarida kullandiklari ara¢ ve yontemlerle birbirlerine hakaret etme, kifiir etme,
birbirlerini tehdit etme ve birbirlerini asagilama gibi davranislar gosterdikleri saptanmistir.
Thompsen (1996) da siber zorbalik davraniglari arasinda en yaygin olanlarin lakap takma, agiz
bozuklugu, kaba dil kullanma oldugunu belirtmistir.

Arastirmaya katilan yonetici ve 6gretmenlere gore, 6grenciyi siber zorbaliga iten en 6nemli
sebepler arasinda, akademik basarisizlik, kontrolsiiz internet kullanimi, dustik sosyal beceri,
dislanma, aile, sosyo ekonomik durum, olumsuz akran iliskileri, psikolojik etkenler ve arkadas
grubu gibi etkenler yer almaktadir. Eroglu ve Gller'e (2015) gore tehlikeli olarak
nitelendirilebilecek internet ortamindaki davranislar da siber zorbaliga yonelmeyi kolaylastiran
sebepler arasinda yer almaktadir. Cevresinden bu etkinlikleri géremeyen gencler (Dilmac, Deniz
ve Aydogan, 2009, s. 1), gevresi tarafindan glgsiiz olarak gorilen kisiler, geleneksel zorbaliga
maruz kalanlar, genellikle sosyal cevresi olmayan ve zorbaliga ugramasina ragmen fiziksel cesareti
olmayan kisiler (Hinduja ve Patchin, 2008, s. 129) siber zorbalik yapmaktadir.

Slehlova ve Cerna 'ya (2011) gore, siber zorbaligin magdurlar Uzerindeki etkisi siber
zorbaligin siresine siddetine, magdurun direncine ve psikolojik durumuna gore farklilik
goOstermektedir. Arastirmaya katilan yonetici ve 6gretmenlere gore, siber zorbaliga ugrayan
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ogrenciler bu durum karsisinda, yetiskinlerden yardim isteme, tedirginlik ve gerginlik, yasadiklarini
gizleme, ice kapanma, yasadiklarini inkar etme, korkma, boyun egme, depresyona girme, telefon
numaralarini degistirme veya numaralari engelleme gibi davranislar gostermektedir. Siber
zorbali§in 6grenci Uzerindeki etkisine iliskin bulgular bazi arastirma sonuglariyla ortlismektedir
(Bauman, Toomy ve Walker,2013; Ybarra ve Mitchell, 2004). Patchin ve Hinduja’' ya (2006) gore,
siber zorbalik, magdur o6grencilerin bulyik bir kismini degisik acilardan biylk olctde
etkilemektedir. ister diisiik ister yiiksek dizeyde olsun her dizey ve tirlii siber zorbaligin
ogrenciler lizerindeki etkisi onlari psikolojik, sosyal ve akademik agidan olumsuz etkileyecektir.
Her tiir ve diizeydeki etki ise 6grencilerin egitim hedeflerine ulagmalarini engelleyen 6nemli
disiplin sorunlari olarak ele alinmali ve en aza indirilmesi icin gerek sinif gerekse okul diizeyinde
gerekli ydnetsel tedbirler alinmalidir. Bazi arastirmalar (Beran ve Li, 2005; Price ve Dangleish, 2010)
siber zorbaligin 6gdrenci basarisini olumsuz etkiledigini ortaya koyarken bazi arastirmalar ise
o6grencinin okuldan uzaklasmasina (Schneider, O'Donnell,Stueve ve Coulter, 2012) neden
oldugunu gostermektedir. Belki siber zorbaligin &grenci Ulzerindeki en yikici ve olumsuz
etkilerinden birisi 6grencinin kisiligini zedelemesi ve kendine olan 6zgiivenini yitirmesine neden
oldugu (Sleglova ve Cerna, 2011) yonlndeki arastirma sonuglardir. Bu ydniyle yapmis
oldugumuz arastirma sonuglarida bunlari desteklemektedir.

Okullarda meydana gelen zorbalik olaylarinda 6gretmen tutumlan ve 6grencilerin
dgretmene yoénelik algilar son derece dnemli bir rol oynamaktadir. Ogretmenler cocuklarin
bilissel ve davranissal yonden gelisimlerine blylk oranda etki etmektedirler (Hoover, Oliver, ve
Thomson, 1993, s. 76). Arastirmaya gére dgrencileri siber zorbaliga maruz kalmig Ogretmenler, bu
durum karsisinda, kolluk kuvvetlerine bilgi verme, hukuki yardim talep etme, aileyi bilgilendirme,
okul idaresini bilgilendirme, profesyonel psikolojik destek almaya ydneltme, rehberlik servisine
yoneltme ve 6grencinin sosyallesmesine yardim etme gibi davranislar gdstermektedir. Turkiye'de
yuritilen bir arastirma calismasinda, Rehber Ogretmenlerin diger branslardaki 6gretmenlere
kiyasla sanal zorbalik farkindalik puan ortalamalarinin ¢ok daha yiksek oldugu saptanmistir (Ayas
ve Horzum, 2013, s. 46). Zorbalikla karsilasan gencler en cok arkadaslarindan en az ise
ogretmenlerinden yardim istemektedirler (Juvonen ve Gross, 2008; Mishna vd.,2009; Slonje ve
Smith, 2008; Topcu vd. 2008). Siber zorbalik bircok kisisel gliclige yol agmaktadir. Bunlar
psikososyal sorunlar, saldirganlik, akademik sorunlar gibi problemlerdir (Beran ve Li, 2005; Patchin
ve Hinduja, 2006; Mitchel, Ybarra ve Finkelhor, 2007). Ogretmenler ogrencilerinde gordukleri bu
sorunlarin yanlis giden birseylerin isareti oldugunu farkedip 6grenciyle iletisime gegmeleri gerekir.

Arastirmaya gore yOnetici ve 6gretmenler siber zorbaligin dnlenmesi igin aileye diisen
gorevler arasinda, internetin kontrolli kullaniimasini saglama, sifresiz teknolojik aletlerin
kullanilmasini saglama, degerler egitimi verme, bilinglendirme ve ¢ocukla saglikli bir iletisim
kurma gibi gorevler vardir. Arastirmalar internet kullaniminda yetiskin g&zetiminin ergenler
arasindaki riskli davranislar azalttigini ortaya koymaktadir (Mesch, 2009; Ybarra ve Mitchell, 2004).
Anne babanin ¢cocugunu internette daha az denetlemesi, ergenin internette digerlerine zorbalik
yapmasini %54 artirmaktadir (Ybarra ve Mitchell, 2004 b). Mesch (2009) yaptigi calismada anne
babalarin %73 Unin bilgisayari oturma odasina koydugunu, %86 sinin ¢ocugunun ziyaret
edebilecedi veya edemeyecedi siteleri belirledigini, %66 sinin internet kullaniminda zaman
kisitlamasi yaptigini, %66 sinin sik sik ve diizenli olarak cocugunun girdigi siteleri kontrol ettigini,
%56 sinin ise bilgisayara koruyucu filtre yerlestirdigini bulmustur. En etkili ydntemin ¢ocugun
ziyaret edebilecegi siteleri belirlemek oldugu gorinmustir.

Arastirmaya gore yonetici ve Ogretmenler siber zorbaligin dnlenmesi icin okulun ig
paydaglar bilgilendirme calismalari yapmali, degerler egitimi vermeli, aile ile isbirligi yapmali ve
gerektiginde disiplin cezalari vermelidir.

Tirkiye'deki arastirmalarin sonucunda siber zorbaligi dnleyici stratejilerin henlz yeterli
dizeyde olmadigi, Onleyici faaliyetler almak konusunda vyetersiz kalindigi goérilmektedir.
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Katihmcilara gore siber zorbaligin dnlenmesi icin, ailenin ¢ocuguna 6z saygi gibi 6z degerler
kazanmak konusunda tesvik edici davranislari edindirmeye calismasi, insani degerler konusunda
egitimlerin verilmesi, siber zorbalk farkindalik egitiminin hem 6grencilere hem de anne-babaya
saglanmasi, anne-babalarin ve 6grencilerin internetin dogru kullanimi konusunda daha bilincli
hale getirilmesi gibi stratejilerin siber zorbalikla miicadelede etkili olabilecegi ortaya cikarilmistir.
Bunlarin haricinde okullarin geleneksel zorbalikla oldugu gibi teknolojik zorbalidi da kapsayan
genel politikalari olmali, 6grenciler teknolojik zorbali§in tanimi ve olusumu konusunda bilgi sahibi
olmalidir. Egitimcilerin &zellikle siber zorballk ve magduriyet kavramlarini tam anlamiyla
kavramalari ve 6grencilere de bu kavramlari anlatacak egitimler vermeleri gerekmektedir. Bu
kavramlar konusunda kamuoyu olusturma galismalari yapilmali, medya araci olarak kullanilarak bu
kavramlari agiklayan ve sonuclarindan bahseden halki bilinglendirmeye ydnelik kamu spotlari
yapilabilir. Ogrencilerin aileleri ile birlikte daha fazla ve anlamli zaman gecirmeleri icin gerekli olan
zaman ve firsatlarin yaratilmasinin 6grencilerin internette harcayacagi slirenin azalmasi yoniinde
etkisi olurken aile destegi algilari agisindan da olumlu bir etkisi olacaktir. Ailelerin cocuklarini
kontrol etmeleri fakat bu kontrolli yaparken onlari kirmamalari ve aralarindaki giiven bagina zarar
verecek davranislardan uzak durmalarini ve bunu nasil basarabileceklerini anlatan egitimler bir¢ok
disiplinin de bir araya gelerek dizenleyecekleri egitimler 1siginda aktarilabilir.
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