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Research Article

The objective of this research was to create a reliable and valid measurement tool for
measuring self-determined learning skills among university students. The research was
conducted with the participation of 574 university students. In line with expert opinions
and suggestions, 30-item trial form of the scale was developed. The collected data were
subjected to Exploratory Factor Analysis (EFA) and a structure that explained 42.17% of
the total variance was obtained. It has been determined that the Self-Determined
Learning Skills Scale (SDLSS) consists of 22 items and four dimensions. In addition, as a
result of Confirmatory Factor Analysis (CFA), it was seen that the fit indices of the scale
were between excellent and acceptable values, and the four-factor structure of the scale
consisting of 22 items was confirmed. The Cronbach Alpha internal consistency
coefficient of the scale is .86, and the reliability coefficient calculated by the split-half
method is .80. To determine the distinctiveness of the items in the scale, the corrected
item-total correlation was calculated, and 27% lower-upper group comparisons were
made. Findings from item analysis showed that all the scale items were distinctive. As
a result, it can be said that the “SDLSS” developed is a valid measurement tool and will
provide reliable scores in determining self-determined learning skills.
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Arastirma Makalesi

Bu arastirmada, Uiniversite 6grencilerinin 6z-belirlenimli 6grenme becerilerini gegerli ve
glvenilir olarak 6lgmeye yonelik bir 6lgme araci gelistirmek amaglanmistir. Arastirma
574 universite 6grencisinin katilmiyla gergeklestirilmistir. Uzman gorusleri ve 6nerileri
dogrultusunda, 6lgegin 30 maddelik deneme formu olusturulmustur. Toplanan veriler
Acimlayici Faktoér Analizine (AFA) tabi tutulmus, elde edilen yapi toplam varyansin
%42,17’sini agiklamaktadir. Oz-belirlenimli Ogrenme Becerileri Olgegi'nin (OBOBO)
22 madde ve dort boyuttan olustugu belirlenmistir. Ayrica, Dogrulayici Faktor Analizi
(DFA) sonucunda olgege iliskin uyum indekslerinin mikemmel ve kabul edilebilir
degerler arasinda oldugu goériilmiis ve 6lcegin dért faktérlii ve 22 maddeden olusan
yapisi dogrulanmistir. Olcegin, Cronbach Alpha ic tutarlik katsayisi .86, test yarilama
yéntemi ile hesaplanan giivenirlik katsayisi .80’dir. Olgekte maddelerinin ayirt ediciligini
belirlemek igin dlzeltilmis madde toplam korelasyonu hesaplanmis, %27’lik alt-tist grup
karsilastirmalari yapiimistir. Madde analizinden elde edilen bulgular, 6lcek maddelerinin
hepsinin ayirt edici oldugunu géstermistir. Sonug olarak gelistirilen “OBOBO” nin gegerli
bir 6lgme araci oldugu, 6z-belirlenimli 6grenme becerilerini belirlemede guvenilir
puanlar saglayacagi soylenebilir.
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Introduction

The incorporation of technology into education has engendered substantial transformations,
effectively rendering conventional pedagogical approaches inadequate. As a result, there is a growing
demand for a new culture of learning and teaching that better aligns with the digital age. With a vast array
of easily accessible learning resources available, educators must adapt their teaching approaches
accordingly. To prepare students for success in their future lives, higher education institutions must equip
them with the necessary knowledge, attitudes, values, and skills. A crucial skill at the forefront of this list
is the ability for learners to self-direct their learning processes, develop their learning competencies, and
acquire the ability to learn how to learn.

Since March 2020, the global pandemic has brought online learning to the forefront, with learners
thrust into virtual classrooms often without adequate preparation. This transition to the digital realm has
highlighted the importance of both the learner's agency to remain engaged in live online courses, and
their ability to continue learning effectively. Developing learning skills and the capacity to sustain this
experience within an online learning environment are recognized in the literature as key components of
the learner's Self-Determined Learning-Heutagogy (Hase & Kenyon, 2000) competence and skills.

Teaching, education, and pedagogy are often used interchangeably; however, in the realm of learning
and teaching, the application of pedagogical principles and methods transcends the learner's life
experiences, social roles, and age (Akin, 2014). Three approaches exist for approaching learning-teaching
processes: pedagogy, andragogy, and heutagogy, which position the teacher and learner differently.
These approaches vary in terms of how the learner and teacher are positioned in the learning process
beyond focusing the learner's biological age. It is important to view all three approaches as distinct
learning-teaching methodologies with unique dynamics and differences, as opposed to mere teaching
methods and techniques that only reveal the dynamics of knowledge transfer between the
knowledgeable and the unacquainted. Figure 1 depicts the transitions between these three approaches,
defined by Blaschke (2012) as the PAH Continuum.
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Learner maturatiy and autonomy and
instructional control course structuring

Figure 1. PAH Continuum According to Blaschke (2012)

In Figure 1, the pyramid has pedagogy at the base, andragogy in the middle and heutagogy at the top.
From the base of the figure upwards, learner autonomy increases, and from the top to the bottom,
teacher control and structuring of instruction increase. In the pedagogical approach at the first level,
teachers tightly control the learning process linear path, trying to motivate learners to engage with the
learning content by defining specific instructional objectives and activities along a structured. In the
pedagogical approach, the teacher is in a position to determine the learning content, timing, planning,
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the learner's personal experience is not referenced, teaching methods are designed in such a way that
the learner is a passive recipient and the curriculum is standardised (Akin, 2014).

At the next level, the andragogical approach, the teacher aims to develop the learner's ability to
manage learning, allows more freedom in directing how learning takes place than the pedagogical
approach, and the course design is less structured (Blaschke, 2012). Nevertheless, the teacher continues
to construct the learning experience while allowing a higher degree of autonomy for the learner and is
still the primary determinant of the process. In the andragogical approach, the learning process is
structured on experience rather than transmission, and teaching methods are designed in such a way that
the learner is active (Knowles, 1975). The goal of the andragogical approach is for individuals to have self-
directed learning skills. In fact, the prerequisite for transformative learning (Mezirow, 1985), which is the
ultimate goal of adult learning, is learners with self-directed learning skills who can manage their own
learning processes (Cafferella, 1993). Self-directed learning is defined as the learner, under the facilitation
of the instructor, determining his/her learning needs and goals, orienting towards qualified learning
resources, determining learning strategies based on these resources and making process and outcome
evaluations, and acquiring meaningful learning experiences as a result of all these experiences (Cafferella,
1993; Caffarella & O'Donnell, 1987; Knowles, 1975).

Andragogy focuses on learners' ability to manage their learning processes. Heutagogy, on the other
hand, emphasises on helping learners to develop and expand their learning competences, to identify
learning pathways and to understand how students learn (Blaschke, 2012, 2016). In the hetagogical
approach, the learner takes full control of his/her learning and has "full autonomy in deciding what and
how to learn" (Blaschke, 2016, p. 3). In the hetagogic approach, the learning process is guided by learners
who are proactively involved in the learning process in collaboration by creating new content/knowledge
through exploration and reflection (Blaschke, 2012). heutagogy is a highly complex process that occurs in
the learner's inner world and cannot be directly observed (Hase, 2014).

It is possible to define heutagogy as a reinterpretation and expansion of andragogy and to consider it
as an effective approach for face-to-face, online, distance and blended learning educational designs. In
this context, how the related concept was formed was analysed.

Self-determined Learning (Heutagogy): Challenging Traditional Learning and Teaching Approaches

"Heureskein" is a Greek verb meaning to discover. Parslow (2010) states that the verb "Heureskein"
forms the basis of the etymology of the word "heuristic". It is thought that the word heutagogy is derived
from these two words (Parslow, 2010). Parslow (2010) argues that heutagogy describes a new frame of
reference that goes beyond common approaches beyond self-directed learning by utilising multimedia
and online learning.

Heutagogy was first defined by Hase and Kenyon (2000) as Self-Determined Learning. The approach is
based on a holistic and humanistic understanding to develop the learner's capacity and ability to learn.
The learner is defined as "the main agent in their own learning that occurs as a result of personal learning"
(Hase & Kenyon, 2007, p. 112). Learners have the ability to define and develop not only what to learn but
also how to learn. In heutagogy learners are expected to critically question their own thinking and reflect
on what and how they learn (Setlhako, 2021). The learner has "full agency over the learning environment,
content and processes" (Blaschke, 2016, p. 2).

Theories such as humanism (Maslow, 1943; Rogers, 1961), constructivism (Vygotsky, 1978) and
various approaches such as reflective practice (Schon, 1983), double loop learning (Argyris & Schén, 1978),
andragogy (Knowles, 1975), transformative learning (Mezirow, 1985) and self-efficacy (Bandura, 1977),
self-regulation (Zimmermann, 1990) have contributed to the development of Heutagogy. Therefore, the
hetagogical (self-determined learning) approach, as a continuation and extension of the theories that
preceded it, is recognised as a development of older theories to fit the emerging demands of the digital
age (Blaschke, 2016).
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Blaschke (2016) describes the basic principles of hetagogical-self-determined learning in five
dimensions: human agency, capability development, self-reflection/metacognition, double-loop learning
and non-linear teaching-learning. In this framework, the central principle of learner agency is centred on
the assumption that human beings have the natural ability to make their own choices in life. The learner
is the primary driving force of the learning process. This central principle gives the learner full authority
and responsibility in the learning process and is based on the assumption that they can determine how
they learn and evaluate their learning (Hase & Kenyon, 2000, 2007, 2013; Hase, 2009). Blaschke (2016)
addresses the self-determined learning approach together with the context of self-determination theory
(Deci & Ryan, 2002). In this context, Blaschke (2016) points out that the hetagogical approach is also
intended to encourage learners' intrinsic motivation.

The second principle of heutagogy is capability development. Capability arises from a sense of self-
efficacy in which learners feel confident in dealing with and performing in unfamiliar situations (Blasckhe,
2016). While andragogy focuses on the development of these skills and competences, heutagogy takes
students' learning one step further, focussing on developing and extending competences, teaching
students to learn, thus increasing their motivation to learn, which in turn leads to the development of
capability (Blasckhe, 2016). Capable learners are expected to be able to adapt their knowledge and skills
to new and unfamiliar situations (Blasckhe, 2016).

The third principle of heutagogy is self-reflection and metacognition. This principle focuses on the
need for learners to understand how they learn. Self-reflection is learners' reflection on the new
knowledge they have acquired and at the same time on how they have acquired this knowledge. Schon
(1983) states that those who are able to self-reflect are learners who can apply what they have learnt
while making decisions (know in action), reflect on this action while performing an activity (reflect in
action), in other words, learn by doing, make improvements for current and future practices with
experiences (reflect in practice).

The fourth principle, double loop learning (Argyris & Schon, 1978), is highly related to self-reflection.
The stages of single loop learning can be described as the path the learner takes in order to find a solution
to a problem/situation, identifying a problem, then identifying potential actions and finally evaluating the
results. In double loop learning, the learner is aimed to develop the ability to self-reflect and to think
about ways to adapt what he/she has learnt to his/her personal beliefs and values system. The learner
considers the steps taken to learn in the process and how they affect their beliefs and actions through
self-reflection (Blaschke, 2016). Double loop learning is related to both behavioural and psychological
levels of learners. In this process, learners challenge their prior assumptions, hence creating possibilities
for transformative learning (Mezirow, 1985) to take place.

The last basic element of heutagogy expressed by Blaschke (2016) is non-linear learning. Recognising
that each learner's experiences and mental models may differ, this principle treats learning as a process
of discovery by the learner. In this process, the learner is the active and driving force of learning, reflecting
on, reflecting and constructing new knowledge based on his/her existing meaning models and schemas.

According to Knowles (1980), the aim of education ought to be the self-actualisation of the individual;
therefore, the learning process should involve the whole emotional, psychological and intellectual being.
It is important to avoid considering self-determined learning (heutagogy) as a skill involving only the
individual effort of learners. Heutagogy requires a holistic approach that encompasses all components of
the learning process: the teacher, the curriculum, the assessment system. There is a need for all
components of educational processes to have understanding and skills about hetagogy and its principles,
and to address the practical implications of heutagogy in a holistic manner. In the realisation of a
hetagogical learning environment, it is of decisive importance that the institution establishes and
maintains a self-determined learning culture. In this framework, it is important to have components that
can be effective in the development of this culture. In Table 1, seven components of learning
environments designed within the framework of self-determined learning-hetagogical approach and the
definitions of these components are given (Blaschke & Hase, 2015).
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Table 1.
Designing for Heutagogy: Elements
Element Description
Exploration Non-linear searching of new paths of learning; creation of a culture of
learner discovery and inquiry
Creation (Creativity) Development of new content by building upon what has been learned
Collaboration Working with others to build and construct new knowledge and
content
Connection (Community) Connecting with others both inside and outside of the classroom to

create new networks for supporting learning; creating personal learning
environments for lifelong learning

Reflection Thinking about what has been learned and how it has been learned, as
well as how this process and the new knowledge acquired influences
mental models, beliefs, and values

Assessment Considering how and whether learning has occurred both individually
and as a group; establishing the means in which learning will be
assessed

Openness (Sharing) Sharing of new content with others in the community; showcasing

acquisition of skills and competencies
(Source: Blaschke & Hase, 2015, p. 28)

As presented in Table 1, the basic components of constructing learning and teaching environments
within the framework of the hetagogical approach are: discovery, creativity, collaboration, connection,
reflection, evaluation and openness. The criterion expectations are that the learner is present in learning
environments in cooperation, does not hold back from questioning in line with his/her will, pursues
his/her curiosity and thinks deeply in the learning process. Hase (2014) points out that in order to
structure learning environments in line with the principles of self-determined learning-heutagogy
designers and practitioners should involve the learner in designing their own learning content, make the
curriculum flexible, allow the learner to explore by providing a large number of resources, and develop
the learner's research skills in the process. In addition, Hase (2014) points out that designers and
practitioners should recognise that learning does not progress linearly as a general approach for a
hetagogical learning environment, while it is also important to be able to distinguish between knowledge
and skill acquisition (competencies) and deep learning, to be able to use experiential learning techniques,
and to make designs to facilitate collaborative learning. In the evaluation dimension, an evaluation
structure based on feedback and reflection should be established rather than a supervision and control-
oriented evaluation in which the learner and the teacher negotiate together. Trusting the learner and
taking learning beyond the physical and psychological boundaries of the school are also significant
principles of learning environments and designs structured in line with hetagogical principles.

Self-determined learning differs from self-directed learning along the dimensions of double-loop
learning (learning to learn), non-linear learning, capability development and group work. Self-directed
learning is the ability to manage learning processes, but it involves a linear process. In addition, self-
directed learning does not have a scope such as working with a group and sustaining it. In this context, it
is possible to state that self-directed learning is a subset of self-determined learning.

Purpose and Significance of the Research

Research on self-determined learning-heutagogy in Turkey is extremely limited. The studies of Oktay
(2021) and Dulkadir-Yaman (2018) were conducted on university students within the scope of distance
education. Oktay (2021) states in his research that with the development of technology, learning
environments and designs are not capable of meeting learner expectations and contributing to the
desired extent. In this context, Oktay (2021) draws attention to the fact that learning designs should be
shaped and developed in accordance with changing learner needs, and underlines that a hetagogical
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approach that can provide intellectual development in the learner, centred on the learner and/or
emotionally supportive should be employed. Dulkadir-Yaman (2018) reveals that learners can attain the
level of self-actualisation, which is the highest level in Maslow's pyramid of needs, with the hetagogical
approach. Dulkadir-Yaman (2018) emphasises that the hetagogical approach will be widely adopted due
to its suitability for today's learners and learning environments, and draws attention to the need for a
cultural transition process in order to implement the heutagogy approach, which emerged as a result of
developments in network-based technologies and globalisation, which he describes as deconstruction.
Akyildiz (2019), in his research on teachers' views on heutagogy emphasises the compatibility of 21st
century learning and teaching skills with the hetagogical approach and draws attention to the need for
the dissemination of the hetagogical approach. Ceylan (2019) handled Ubiquitous Learning Environments
and heutagogy together in distance education processes. The common dimension of the studies on
heutagogy is that they were carried out within the scope of distance education and the common
recommendations are the need to disseminate the hetagogical approach and to carry out research and
applications to develop the hetagogical learning skills of different age groups.

The aim of this study is to determine the self-determined learning skills of university students. It is
important to develop hetagogical learning skills in all distance, online, face-to-face and blended learning
environments. In the Turkish literature, there is no measurement tool for measuring self-determined
learning skills. Measuring self-determined learning levels is important in terms of enabling the
determination of low or high levels of hetagogical learning skills, revealing the educational environments,
educational experiences, biographical experiences, curriculum elements that cause low or high levels, and
structuring different components of learning-teaching processes within the framework of this approach.

Method
Research Group

This study was conducted with two different research groups consisting of 574 students studying at a
university in Istanbul in the spring semester of the 2021-2022 academic year. In order to achieve
maximum diversity while collecting research data, participants at different grade levels studying in
different departments were reached. The frequency (f) and percentage (%) values of the study group are
given in Table 2.

Table 2.
Description of the Research Group of the Research According to Statistical Procedures
Research Group Performed Statistical Procedures Participant
f %
1st research group Application of EFA 352 61.3
2nd research group Application of CFA 222 38.7
Total Reliability and item analyses 574 100

As indicated in Table 2, in the first stage, the draft scale form was applied to 352 participants for
Exploratory Factor Analysis (EFA). The final scale form, which was edited and finalised according to the
EFA results, was applied to another study group consisting of 222 participants. The data of all participants
were used for reliability evidence and item analysis of the final scale form.

Data Collection Tool

In this section of the study, the development steps of the Self-Determined Learning Skills Scale (SDLSS)
are given. The suggestions of Crocker and Algina (1986), Tezbasaran (1997), DeVellis (2003) and Erkus
(2012) were taken into consideration in the development steps of the SDLSS. In this direction, the steps
followed in the scale development process are presented respectively.

1. Defining the variable to be measured

Learning approaches were reviewed in order to reveal the self-determined learning skills of individuals
while creating the SDLSS. The literature on the concept of "Heutagogy", which Hase and Kenyon (2000)
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defined as a learning experience beyond the acquisition of knowledge and skills, was reviewed. Heutagogy
is a learning-teaching approach in which the learner has full authority and responsibility in learning
processes, aims to develop the learner's learning capacity and competence, treats learning as a discovery
process, learners can develop the ability to critically question their own learning, and learn to learn. The
main emphasis in heutagogy is on learner autonomy and increasing learning competences and skills. The
main argument of this approach, which emphasises lifelong learning and the self-determination of the
learner, is that learners know how to learn and develop their learning skills (Blaschke, 2016). It is aimed
to measure the relevant features with the scale items.

2. Writing the items to be included in the scale and obtaining expert opinions

In the writing of the items that make up the SDLSS, scales dealing with individuals' learning processes
(Coskun & Demirel, 2012; Tekkol & Demirel, 2018) were used. In addition, 10 volunteer students were
interviewed about their thoughts and feelings that could reveal their self-determined learning skills. At
the same time, the opinions of three experts from the field of adult education were consulted. An item
pool consisting of 52 items was created with reference to Blaschke and Hase's (2015) existing components
in the formation of heutagogy Then, five experts working in the fields of adult education, curriculum
development and measurement and evaluation were consulted for the items and the items that were
considered to be inappropriate for the purpose were eliminated. After the 30-item draft scale form was
created, the items were corrected according to the grammar rules by taking the opinions of two experts
from the field of Turkish Language Education, and the scale items were examined to ensure
comprehensibility. For the 30 trial items in the draft scale form, a five-point Likert-type rating was
prepared as never (1), rarely (2), sometimes (3), most of the time (4), and always (5).

3. Conducting a pre-test application before the application

In order to obtain information about the comprehensibility of the items and how long it could be
applied, a pre-application was made with six volunteer university students. In line with the feedback from
the students, it was determined that the scale instructions and items were clear and no changes were
made. In order to determine the application time, the average times of the students who answered the
scale in the shortest time and the students who answered the scale in the longest time were calculated
from the group of 6 students. With the completion of this stage, the scale was made ready for application.

4. Statistical analyses applied to determine the psychometric properties of the scale

After the form of the SDLSS was created, data were collected from three different study groups in
order to carry out validity and reliability analyses. The scale form was applied to the participants by the
researchers and took approximately 15-20 minutes. In the first step, before starting the analyses, the data
were examined in terms of missing values, outliers, normality and linearity. After it was decided that the
data were suitable for the analyses, Exploratory Factor Analysis (EFA) and Confirmatory Factor Analysis
(CFA) were conducted to determine the construct validity of the scale. Cronbach Alpha internal
consistency and split-test reliability analyses were conducted for the reliability evidence of the scale. Item-
total correlation and 27% lower and upper group values were calculated to examine the discrimination
indices of the items that make up the scale. SPSS 25.0 for EFA, reliability and item analyses and LISREL 8.7
for CFA were used.

Findings

In the research, the findings related to the validity and reliability of the scale are presented under the
headings.

Findings Related to the Validity of the Scale

In this study, factor analyses were conducted in order to examine the construct validity of the SDLSS.
Firstly, the final scale structure was formed with the data obtained by applying the draft scale form
consisting of 30 items to 352 students, and in the second stage, CFA was conducted with the data collected

387



Sahin Sarkin & Giivercin Seckin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(2), 2023, 381-411

from 222 students to examine whether the final scale structure was confirmed in a different research
group.

1. Exploratory Factor Analysis (EFA)

There are different opinions in the literature about the sample size that should be required for EFA.
Kline (1994) stated that a group of 200 participants would be sufficient to obtain reliable results in
exploratory factor analysis and added that it would be more appropriate to work with large groups.
Comrey and Lee (1992) stated that 200 participants is a moderate sample, 300 participants is a good
sample and 500 participants is a very good sample in scale development studies. Tabachnick and Fidell
(2013) emphasised that the number of items and the correlation between sub-dimensions are important
in determining the sample size, and that 100-200 participants would be sufficient when the factor loadings
are high and the correlation between sub-dimensions is 0.5 on average. Cokluk, Sekercioglu, and
Buyukozturk (2012) stated that a sample size of ten times the number of items that make up the scale
may be appropriate, and that the study will be appropriate if at least two of the sample size
recommendations in the literature are met. When the sample size criteria are examined, it is seen that
the number of participants who contributed to the study is appropriate for EFA. Kaiser-Mayer-Olkin (KMO)
and Barlett tests were conducted to determine the suitability of the data for factor analysis. When the
literature is examined, it is accepted that KMO values between 0.50 and 0.70 are moderate, between 0.70
and 0.80 are good, between 0.80 and 0.90 are very good, and values above 0.90 are excellent (Sharma,
1996).

The KMO value calculated as 0.84 in this study shows that the sample size is at a very good level.
Bartlett's test of sphericity x2= 34287.486 (p< .00) is an indication that the multivariate normality
assumption is met, that is, all variables and linear combinations of variables in the scale are normally
distributed (Pallent, 2005). After the necessary preliminary preparations, the scale structure was revealed
by using direct oblimin, one of the oblique rotation methods in EFA. It has been suggested that this
method can be preferred in social sciences when it is aimed to measure phenomena that are theoretically
thought to be related between sub-dimensions (Cokluk et al., 2012). According to the first results of EFA,
the items were categorised under four different dimensions. The items were analysed according to
whether they met the factor loading and overlap acceptance level. When an item shows a loading value
above the acceptance level in two or more factors and the difference between the loading values in two
or more factors is below .10, it indicates overlap (Cokluk et al., 2012). It is suggested that it would be
better to start with overlapping items when deciding to remove items (Pallant, 2005; Tavsancil, 2009).
Regarding the factor loading of the items, it is suggested to take .30 as a criterion (DeVellis, 2003; Pallant,
2005; Stangor, 2010). Considering the criteria of the literature, the items with high overlap between the
loadings (i6, i5, i14) were removed from the scale and the analysis was repeated, and then the items
whose loadings did not meet the acceptance level (accepted as .30) (i28, i7, i26, i15, i16) were removed
from the scale and the analysis was repeated. According to the EFA results, a four-dimensional structure
explaining 42.17% of the variance was formed. The variance explained and eigenvalue information about
the sub-dimensions of the scale are presented in Table 3.

Table 3.

Sub-dimensions of the Scale and Explained Variance Values
Sub-dimensions Eigenvalue Variance explained Total variance

% %

First sub-dimension 4.38 19.90 19.90
Second sub-dimension 2.18 9.93 29.83
Third sub-dimension 1.47 6.66 36.49
Fourth sub-dimension 1.25 5.68 42.17

As seen in Table 3, the first dimension contributed 19.90%, the second dimension contributed 9.93%,
the third dimension contributed 6.66%, the fourth dimension contributed 5.68% to the total variance and
the total contribution of the four sub-dimensions to the variance was 42.17%. According to Cokluk,
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Sekercioglu, and Buyukoztiirke (2012), the variance explained between 40% and 60% in multi-factor
designs in behavioural sciences is accepted as a good value. In this context, the variance explained by the
four-factor structure consisting of 22 items can be accepted as a good value. Item factor loadings for the
sub-dimensions of the scale are given in Table 4.

Table 4.
Item Factor Loadings of the Scale
Items Factorl Factor2 Factor3 Factord

i25 .648

i27 .643

i30 .637

i29 .636

i17 .620

i24 .580

i18 544

i23* .666

i21* .609

i13* .549

i2* .538

i9* .519

i11* 470

i19* 439

i12 734

i8 715

i20 .570

i22 521

i4 722
i3 .642
i10 .575

il .508
*Indicates negative items

As indicated in Table 4, there are seven items in the first dimension of the scale with factor loadings
ranging between 0.544 and 0.648. It was determined that all items in this dimension reflected the
learner's ability to develop competence in learning processes by reflecting. In the second sub-dimension
of the scale, there are seven items with factor loads ranging between 0.439 and 0.666. It was determined
that the items in this dimension are expressions reflecting the learner's ability to make and maintain
decisions autonomously in learning processes. In the third sub-dimension of the scale, there are four items
with factor loads ranging between 0.521 and 0.734. It was determined that the items in this dimension
are expressions reflecting the learner's self-motivation skills in learning processes. In the fourth sub-
dimension of the scale, there are four items with factor loads ranging between 0.508 and 0.722. It was
thought that the items in this dimension reflected the learner's ability to determine learning methods and
techniques that are good for him/her with his/her learning needs, to turn to qualified learning resources
and to make self-evaluation. Considering the items gathered in the factors and the theoretical structure
of the scale, the first factor was named as "Learning to Learn", the second factor as "Learner Autonomy",
the third factor as "Self-motivation" and the fourth factor as " Self-direction".
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2. Confirmatory Factor Analysis (CFA)

In order to determine whether the scale structure consisting of four sub-dimensions and 22 items as
a result of EFA was confirmed or not and to support the construct validity of the SDLSS, CFA was applied
on the data obtained from a new study group consisting of 222 participants. When the literature is
analysed, there are different opinions about the appropriate sample size for CFA. Cohen and Cohen (1983)
stated that a sample size of 10 times the number of items in the scale would be appropriate. MacCallum,
Brown, and Sugawara (1996) stated that at least 132 participants should be provided for scales with 100
or more degrees of freedom. When the sample size criteria were analysed, it was decided that the number
of participants in the study was sufficient for CFA. After deciding on the number of participants, CFA was
conducted with LISREL programme. The value of X2 standardised according to the sample size and other
fit indices should be examined before making a final decision on whether the theoretical structure
consisting of four factors is confirmed by the data (Kline, 2011). In this study, the fit indices calculated as
a result of CFA are presented in Table 5.

Table 5.

Perfect and Acceptable Fit Values and Fit Values Calculated from CFA
Fit Indexs Criteria for Criteria for Fit Indexes
Examined Perfect Fit Acceptable Fit Obtained Result
x%/sd 0<x%/sd<2 2<x%/sd<3 2.01 Acceptable Fit
GFI .95 <GFI<1.00 .90 < GFI £ 95 .92 Acceptable Fit
AGFI .90 < AGFI £1.00 .85 < AGFI £.90 .87 Acceptable Fit
CFI .95 <CFI<1.00 .90 <CFl<.95 .94 Acceptable Fit
NNFI .95 < NNFI <£1.00 .90 < NNFI £.95 .92 Acceptable Fit
IFI 95<IFI<£1.00 90<IFI £.95 .94 Acceptable Fit
RMSEA .00 < RMSEA < .05 .05 < RMSEA <.08 .07 Perfect Fit
SRMR .00 < SRMR £.05 .05<SRMR <£.10 .04 Perfect Fit
PNFI .95 < PNFI £1.00 .50 < PNFI £.95 .88 Acceptable Fit
PGFI .95 < PGFI £ 1.00 .50 < PGFI £.95 .85 Acceptable Fit

Although the perfect and acceptable fit criteria stated in Table 5 is a controversial issue, it was created
by reviewing the literature. Kline (2011) stated that a x2/sd value less than 2 indicates perfect fit and
values between 2 and 3 indicate acceptable fit. When the AGFI (.87), GFI (.92), NNFI (.92), CFI (.94), IFI
(.94) indices obtained as a result of the analysis were examined, it was determined that these values
indicated acceptable fit (Bentler, 1980; Kline 2011). The values of .043 for SRMR and .067 for RMSEA
indicate perfect fit (Brown & Cudeck, 1993; Hu & Bentler, 1999). The values of .85 for PGFI and .88 for
PNFI meet the acceptable fit criterion (Meyers et al., 2006). According to the fit indices and criteria
presented in Table 5, the four-factor model fit obtained from CFA was good and the 22-item scale
structure was confirmed. As a result of CFA, modification suggestions were examined and no modification
was made since there was no significant and significant change in the x2 value of the model (Tabachnick
& Fidell, 2013). The path diagram of the scale is given in Figure 2.

As presented in Figure 2, the factor loadings of the items constituting the SDLSS vary between .31 and
.82. The factor loads of 7 items in the learning to learn sub-dimension are between .42 and .66. The factor
loads of 7 items in the learner autonomy sub-dimension are between .35 and .64. The factor loads of 4
items in the self-motivation sub-dimension vary between .48 and .58. The factor load of 4 items in the
self-direction sub-dimension are between .31 and .67. The standardised loadings of each item are above
.30.
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Figure 2. Path Diagram and Standardized Load Values of SDLSS

Findings Related to the Reliability of the Scale

In this study the scope of the reliability of SDLSS, reliability coefficients were calculated for the sub-
dimensions and the whole scale using Cronbach's alpha internal consistency and test split method. The
findings related to the reliability of the scale are given in Table 6.

Table 6.
Reliability Estimation Method and Calculated Reliability Coefficients of the SDLSS

Dimensions Cronbach Test splitting
Alpha

Learning to learn .82 .74

Learner autonomy .76 .72

Self-motivation .86 .78

Self-direction .84 .73

Total scale .86 .80
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As indicated in Table 6, Cronbach Alpha coefficients were calculated for the subscales and the whole
scale in the first stage. Cronbach Alpha coefficient values were calculated as .82 in the learning to learn
subscale, .76 in the learner autonomy subscale, .86 in the self-motivation subscale, .84 in the self-direction
subscale and .86 in the whole scale. A Cronbach Alpha value of .70 and above is considered sufficient for
the internal consistency of the scale (Tezbasaran, 1997). Therefore, it was determined that the internal
consistency calculated in the scale and its sub-dimensions was at a good level. In the second stage,
reliability coefficients were calculated for the sub-dimensions and the whole scale with the test halving
method. The correlation coefficient between the scores obtained from the two halves of the scale was
calculated as .74 for the learning to learn subscale, .72 for the learner autonomy subscale, .78 for the self-
motivation subscale, .73 for the self-direction subscale and .80 for the whole scale (p<.05). In this context,
it was determined that the test split reliability of the subscales and the scale was achieved.

Findings Related to Item Analysis

The discrimination indices and corrected item-total correlations of the items in the SDLSS were
determined and 27% sub-upper group comparisons were analysed. Pearson Product Moment Correlation
Coefficient was calculated for the corrected item-total correlation. For the 27% sub-upper group
comparison, the total scores of 574 students were ranked from low to high and an independent sample
t-test was performed. The findings of the item analysis are presented in Table 7.

Table 7.
Item Analysis Findings
Scale Adjusted Item
Item No Groups Mean ;tte?/?adt?or:l tvalue tP\AteIF:::earr:fis Cor.::Itaatlion
Deleted

. Uppersar 3.56 98 14.23 .80 67
i1 Subsiay 1.86 87

_ Uppersar 3.89 96 18.20 72 69
12 Subsar 217 81

_ Uppersar 4.02 1.08 13.20 .80 63
13 Subsar 2.25 91

. Uppersar 3.68 1.15 10.43 79 55
4 Subsiay 1.77 1.04

_ Uppersar 3.09 83 12.83 82 58
18 Subsar 1.65 1.11

_ Uppersar 3.54 77 11.56 74 60
19 Subsar 1.42 1.10

. Uppersar 3.44 94 14.92 81 62
110 Subsiay 231 85

_ Uppersar 4.20 71 10.45 71 58
111 Subw27 2.35 .95

. Upperxaz 3.96 77 7.51 .78 .51
112 Subsar 2.02 1.02

. Uppersar 3.37 91 9.08 73 46
113 Subsiay 1.60 1.10

_ Uppersar 3.46 93 17.11 79 52
117 Subw27 2.27 1.27

i18 Uppersar 413 1.01 14.96 .80 67
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Subs7 2.08 1.05
. Uppers2z 3.35 1.16 15.21 74 .63
119 Sube7 1.78 1.03
_ Uppersar 3.88 82 18.78 78 61
120 Subsiy 213 78
_ Uppersar 4.42 68 11.10 72 31
121 Sube7 2.21 74
. Uppers2z 4.01 1.11 16.54 .82 .63
122 Subsiay 223 1.08
_ Uppersar 3.36 121 12.42 75 66
123 Subsar 1.98 136
_ Uppersar 3.93 93 8.34 79 51
124 Suby7 2.12 1.27
. Upperxaz 4.25 .79 9.51 .81 .48
125 Subsiay 2.03 96
_ Uppersar 3.56 1.31 16.11 79 50
127 Subsar 1.70 1.22
_ Uppersar 4.34 1.38 10.02 79 64
129 Subsiay 235 1.29
. Uppersr 4.56 .87 10.88 .80 62
130 Subscar 2.12 95

As presented in Table 7, the t values (df= 336, p< .01) related to the differences in the item scores of
the 27% sub and upper groups were found to be significant. Item total score correlation ranged between
.31 and .69. Sahin and Gilleroglu (2013) stated that item-total test correlation coefficients provide
evidence as to whether the items can measure the variable to be measured by the scale well. It is expected
that the item total correlation value should be .30 and above in order to distinguish the measured feature
(Tavsancil, 2009). For these reasons, it was determined that the scale items were discriminative.

Interpretation of the Scale Scores

The SDLSS consists of 22 items, 15 of which are positive and 7 of which are negative. The items are in
5-point Likert type consisting of never (1), rarely (2), sometimes (3), most of the time (4), always (5)
response options. In positive statements, the answers should be scored from 1 to 5 starting from "never";
in negative statements, the answers should be scored with the opposite coding. The scale has four sub-
dimensions: learning to learn, learner autonomy, self-motivation, self-direction. The lowest score that can
be obtained from the scale is 22 and the highest score is 110. As the total score obtained from the scale
increases, it is suggested that individuals' self-determined learning skills are high, and as the total score
decreases, it is suggested that the related feature is low.

Discussion & Conclusion

In this study, a four-factor, five-point Likert scale consisting of 22 items was developed to determine
the self-determined learning skills of university students. The scale has seven items in the "learning to
learn" sub-dimension, seven items in the "learner autonomy" sub-dimension, four items in the "self-
motivation" sub-dimension and four items in the "self-direction" sub-dimension. Validity and reliability
analyses were conducted to determine whether the 30-item trial form, which was created by reviewing
the necessary literature and taking expert opinions, measured the relevant feature. Firstly, EFA was
conducted for the construct validity of the measurement tool. Eight items were excluded from the scale
because they were overlapping and did not meet the criterion factor loading value. The remaining 22
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items met 42.17% of the total variance. CFA was conducted to support construct validity. It was
determined that the fit indices calculated from CFA showed acceptable and excellent fit. In this context,
it was concluded that the construct validity of the scale was achieved. The reliability of the scale scores
was determined by internal consistency and test split methods. The internal consistency coefficient of the
scale was calculated as .86 and the reliability coefficient calculated by the test split method was calculated
as .80. It was concluded that a high level of evidence was provided for the reliability of the scale. Item
analysis was conducted to determine the discrimination and item-total correlation of the items in the
scale. All of the items in the scale were proved to be discriminative. In line with the statistical analyses
carried out to ensure the scientific and psychometric requirements of the scale, evidence was presented
that the SDLSS is a measurement tool that provides valid and reliable scores.

The scale items were developed based on the fundamental literature on self-determined learning.
Blaschke and Hase's (2015) dimensions of hetagogical learning environment (exploration, creativity,
collaboration, connection, reflection, evaluation, sharing) and Blaschke's (2016) dimensions of self-
determined learning (learner agency, capability development, self-reflection-metacognition, double-loop
learning, non-linear teaching-learning) were taken as criteria. In this context, the sub-dimensions of the
self-determined learning skills scale (learning to learn, learner autonomy, self-motivation, self-direction)
emerged in accordance with the dimensions of both sources. For example, the learning to learn dimension
overlaps with Blaschke's (2016) double-loop learning dimension. The item "In my learning processes, | can
identify my skills and competencies that are open to improvement (i4)" in the learning to learn dimension
is compatible with the conceptualisation of double-loop learning. The learner autonomy dimension of the
scale overlaps with both the learner agency and capability development dimensions of Blaschke (2016)
and the reflection dimensions of Blaschke and Hase (2015). For example, the item "I expect my teachers
to set priorities about what I should learn (i2)" in the learner autonomy dimension is in a common context
with the conceptualisation of the learner agency dimension as a reverse item. The self-motivation
dimension of the scale overlaps with Blaschke and Hase's (2015) exploration dimension and Blaschke's
(2017) non-linear learning dimensions. For example, the item "I enjoy learning by being a member of
learning groups in social networks (i12)" exemplifies that both dimensions are covered. The item "Before
a new learning experience, | can identify what | do not know (i1)" of the self-direction dimension of the
scale overlaps with both Blaschke and Hase's (2015) reflection and Blaschke's (2016) self-reflection
(metacognition) dimension.

It is thought that it would be appropriate to position self-determined learning-heutagogy as a holistic
approach that emancipates the learner (Hase & Blaschke, 2021), enables the learner to competence
learning skills towards self-actualisation, and enables the structuring of learning environments that are in
line with 21st century learning and teaching skills. In the 21st century, it is necessary and essential for an
emancipatory learning (Freire, 2008) that learners gain the skills to manage their learning processes in
line with their own agency and have the ability to develop their own learning competencies. However,
the expectation that the learner alone can acquire and maintain these skills is equally misleading. In this
context, it is important to restructure and disseminate all components of learning and teaching processes
within the framework of self-determined learning principles and approaches (Akyildiz, 2019; Dulkadir-
Yaman, 2018; Oktay, 2021). Additionally, Dulkadir-Yaman (2018) pointed out that in order for the
transition process towards the necessity of dissemination of hetagogical learning environments to begin,
first of all, hetagogical learning environment and educational designs should be structured in line with the
needs of learners. For this structuring, it is necessary and important to measure hetagogical learning skill
levels.

In future studies, researches that reveal the background dynamics related to family and school
experiences can be designed to identify and develop hetagogical skills. Experimental and survey studies
can be conducted to develop hetagogical learning skills with inquiry-based teaching and interaction-based
methods and techniques. Research can be conducted to determine whether self-determined learning
skills of university students differ according to variables such as department, class, academic achievement,
gender and to determine the variable that makes the difference. Self-determined learning skills in middle
and older adulthood can be analysed. Face-to-face and online education designs can be designed to
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develop hetagogical learning skills in out-of-school learning environments. It is predicted that this
developed scale will be a source for new researches to be conducted on the related subject.
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Tiirkge Siirimiui

Giris

Teknoloji tabanli degisimle birlikte pedagojik yaklasim yetersiz kalmakta, yeni bir 6grenme-6gretme
kiiltirii ve egitim anlayiginin gelismesi gerekliligi giderek &ne cikan bir ihtiyac olmaktadir. Ogrenme
kaynaklarinin sinirsiz erigebilirligi ve dijital ortamdaki giderek artan gelismeler, egitimcilerin yeni 6grenme-
o6gretme yaklasimlarini dikkate alma ihtiyacini ve gerekliligini dogurmustur. Yiksek 6gretim kurumlarinin
ogrencilere hayatta basari icin ihtiya¢ olan bilgi, tutum, degerleri ve beceri saglama gerekliligi vardir
(Margarit, 2021). Bu beceri listesinin basinda 6grenenlerin kendi 6grenme sireglerini ydonetme, 6grenmeyi
o6grenme ve kendi 6grenme yetkinliklerini gelistirebilme becerileri gelmektedir.

Mart 2020 itibariyle tiim diinyayi etkisi altina alan pandemi siireci ile birlikte, cevrim ici 6grenmenin
yasamlarimizdaki konumu belki de daha énce olmadigi kadar gériiniir olmustur. Ogrenenler, sinirli hazir
bulunusglukla ekran karsisinda kalmistir. Sanal diinyanin cazibeli alemine gegis yapma ile g¢evrim igi
6grenme deneyimini olusturan canli derslerde kalma iradesi (agency) gostermek ya da goster(e)memek,
6grenme sirecini etkin bir sekilde sirdirebilme becerisini 6ne ¢ikarmistir. Cevrim ici 6grenme ortaminda
bulunmaya devam etme iradesini gdstermek ve bu deneyimi etkin bir sekilde slirdlirebilmek, 6grenme
becerilerini gelistirebilmek ©&grenenin Oz-Belirlenimli Ogrenme-Hetagoji (Self-Determined Learning-
Heutagogy) (Hase & Kenyon, 2000) yetkinligi ve becerisi ile iliskili bir deneyim alani olarak alanyazinda
karsilik bulmaktadir.

Ogretme, egitim gibi sdzciikler ile pedagoiji siklikla es deger olarak kullaniimaktadir. Oysa ki 6grenenin
yasam tecriibesi, sosyal rolii, yasi ve benzeri 6zelliklerine bakilmaksizin, biitiin sistemin pedagojik ilke ve
yontemle Gzerinden aktarilmasinin, 6grenme-6gretme siireclerinde tam olarak karsiligi bulunmamaktadir
(Akin, 2014). Ogrenme-6gretme siireglerini, 8greten ve 6grenenin farkli konumlandigi pedagoji, andragoji
ve hetagoji olmak lizere U¢ yaklasim ile ele almak miumkindir. Bu (g yaklasim, 6grenenin biyolojik
yasindan o6te, O6grenenin ve Ogretenin 6grenme sireclerindeki konumlanisi bakimindan farklilik
gostermektedir. Her Ug yaklasim da, bilen ve bilmeyen arasindaki bilgi aktariminin dinamiklerini ortaya
koyan 6gretim yontem ve tekniklerden ¢ok daha 6te, kendine 6zgl dinamikleri ve farklari olan, 6grenme-
O6gretme yaklasimlari olarak incelenmelidir. Sekil 1’de, Blaschke (2012) tarafindan PAH Surekliligi olarak
tanimlanan, pedagoji, andragoji ve hetagoji yaklasimlari arasindaki gecisler gorsellestirilmistir.

+ InaZip
ewuipuejideA ulwRI8Q dA NjOJIUOY USIRIZQ

Ogrenen olgunlugu ve 6zerkligi +

Sekil 1. Blaschke (2012)’e Gére PAH Stirekliligi
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Sekil 1’de piramidin tabaninda pedagoji, orta bélimiinde andragoji ve en st béliimde ise hetagoji yer
almaktadir. Seklin tabanindan yukari dogru 6grenen 6zerkligi artmakta, yukaridan tabana dogru ise
dgreten kontrolii ve 6gretimin yapilandiriimasi artis géstermektedir. ilk seviyede yer alan pedagojik
yaklasimda, 6gretenler, yapilandirilmis, dogrusal bir yol boyunca belirli 6gretim hedefleri ve etkinlikleri
tanimlayarak 6grenenleri, 6grenme icerigine katilmaya motive etmeye calisarak 6grenme sirecini siki bir
sekilde kontrol eder. Pedagojik yaklasimda 6greten 6grenme igerigini, zamanlamasini, planlamasini,
belirleyici bir konumdadir, 6grenenin kisisel deneyimi referans alinmaz, 6gretim yontemleri 68renenin
pasif alicisi olacak sekilde tasarlanmistir ve mifredat standartlastiriimistir (Akin, 2014).

Bir sonraki seviyede olan andragojik yaklasimda ise 6greten, 6grenenin 6grenmeyi ydnetme becerisini
gelistirmeyi hedefler, 6grenmenin nasil gergeklestigini yonlendirmede pedagojik yaklasima goére daha
fazla 6zgirltuge izin verir ve ders tasarimi daha az yapilandirilmistir (Blaschke, 2012). Bununla birlikte,
ogreten 6grenen icin daha yiksek derecede bir 6zerkligine alan agarken 6grenme deneyimini insa etmeye
devam eder ve siirecin halen birincil belirleyicisidir. Andragojik yaklasimda, 6grenme siireci aktarimsal
degil deneyim tzerine yapilandiriimistir, 6gretim yontemleri 6grenenin aktif olacagi sekilde kurgulanmistir
(Knowles, 1975). Andragojik yaklasimin hedefi bireylerin 6z yonetimli 6grenme (self-directed learning)
becerilerine sahip olmasidir. Hatta yetiskin 6grenmesinin nihai hedefi olan doénustiiriici 6grenmenin
(Mezirow, 1985) 6n kosulu, 6grenenlerin kendi 6grenme slreglerini yonetebilen 6z yonetimli 6grenme
becerisine sahip 6grenenler olmasidir (Cafferella, 1993). Oz-ydnetimli 6grenme; dgrenenin, 6greticinin
kolaylastiriciliginda, 6grenme ihtiyag ve hedeflerini belirleyip nitelikli 5grenme kaynaklarina yonelmesi, bu
kaynaklardan yola ¢ikarak 6grenme stratejilerini belirlemesi ile silire¢ ve sonug¢ degerlendirmelerini
yapabilmesi, butiin bu deneyimler sonucu anlamh 6grenme deneyimleri edinmesi olarak tanimlanir
(Cafferella, 1993; Caffarella & O'Donnell, 1987; Knowles, 1975).

Andragoji, 6grenenlerin 6grenme siireglerini yonetme becerisine odaklanir. Hetagoji ise 6grenenlerin,
ogrenme yeterliliklerini gelistirmeye ve genisletmeye, 6grenme yollarini belirlemelerine ve 6grencilerin
nasil 6grendiklerini anlamalarina yardimci olmaya vurgu yapar (Blaschke, 2012, 2016). Hetagojik
yaklasimda, 6grenen 6grenmesinin tam kontrollini Ustlenir, “neyi ve nasil 6grenecegine karar vermede
tam 6zerklige” (Blaschke, 2016, s. 3) sahiptir. Hetagojik yaklasimda 6grenme siireci, kesif ve yansitma yolu
ile yeni icerik/bilgi olusturarak is birligi icinde proaktif olarak 6grenme stirecine dahil olan 6grenenler
tarafindan yonlendirilir (Blaschke, 2012). Hetagoji, 6grenenin i¢sel diinyasinda meydana gelen, dogrudan
gozlenemeyen son derece karmasik bir stiregtir (Hase, 2014).

Hetagojiyi, andragojinin yeniden yorumlanmasi ile genislemesi olarak tanimlamak ve yiz ylize, gevrim
ici, uzaktan ve harmanlanmis 6grenme egitim tasarimlari ig¢in etkin bir yaklasim olarak ele almak
mimkindir. Bu baglamda ilgili kavramin nasil olustugu incelenmistir.

Oz-belirlenimli Grenme (Hetagoji): Geleneksel Odrenme ve Ogretme Yaklasimlarina Meydan Okuma

“Heureskein” Yunanca’da kesfetmek anlamina gelen bir fiildir. Parslow (2010), “Heureskein” fiilinin -
Turkceye kesifsel/bulussal olarak cevrilebilecek- “heuristic” kelimesinin etimolojisinin temelini
olusturdugunu ifade etmektedir. Hetagoji kelimesin bu iki s6zcilikten tiretildigi dislinilmektedir (Parslow,
2010). Parslow (2010) hetagojinin, multimedya ve ¢evrim ici 6grenmeyi de kullanarak, 6z-yonelimli
ogrenme (self-directed learning) gibi yaygin yaklasimlarin 6tesine gegerek, yeni bir referans ¢ergevesi tarif
ettigini 6ne slirmektedir.

Hetagoji ilk defa Hase ve Kenyon (2000) tarafindan Oz-Belirlenimli Ogrenme (Self-Determined
Learning) olarak tanimlanmistir. Yaklasim, 6grenenin kapasitesini ve 6grenme becerisini gelismek icin
bitiinsel ve hiimanist bir anlayisi temel alir. Ogrenen, “kisisel grenmenin bir sonucu olarak ortaya ¢ikan
kendi 6grenmelerinde ana etmen” (Hase & Kenyon, 2007, s. 112) olarak tanimlanir. Ogrenenler sadece ne
o6greneceklerini degil, nasil 6greneceklerini de tanimlama ve gelistirme becerisine sahiptir. Hetagojide
ogrenenlerin kendi distncelerini elestirel bir sekilde sorgulamalari ve ne 6grendigi ile nasil 6grendigini
yansitmalari (reflect) beklenmektedir (Setlhako, 2021). Ogrenen, “6grenme ortam, icerikleri ve siirecleri
konusunda da tam yetkiye (agency)” sahiptir (Blaschke, 2016, s. 2).
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Hetagojinin gelisimine himanizm (Maslow, 1943; Rogers, 1961), yapilandirmacilik gibi kuramlar
(Vygotsky, 1978) ile yansitici (reflective) uygulama (Schon, 1983), cift donguli 6grenme (Argyris ve Schon,
1978), andragoji (Knowles, 1975), donistiriici 6grenme (Mezirow, 1985) ve 6z yeterlilik (Bandura, 1977),
6z-diizenleme (Zimmermann, 1990) gibi cesitli yaklasimlar katkida bulunmustur. Bu nedenle, Hetagojik
(Oz-belirlenimli 6grenme) yaklasimi, kendisinden énce gelen kuramlarin bir devami ve uzantisi olarak,
dijital cagin ortaya cikan taleplerine uymasi igin eski kuramlarin gelistirilmesi olarak kabul edilmektedir
(Blaschke, 2016).

Blaschke (2016) hetagojik-6z-belirlenimli 6grenmenin temel ilkelerini 6grenen iradesi (human agency),
kabiliyet (capability) gelisimi, 6z-yansitma-Ustbilis, ¢ift donglli 6grenme, dogrusal olmayan 6gretme-
0grenme olmak Uzere bes boyutta tarif etmektedir. Bu cercevede, merkezi bir ilke olan 6grenen iradesi,
insanin yasaminda kendi secimlerini yapabilecegi dogal yetenegine sahip oldugu kabuliini merkeze
almistir. Ogrenen, 6grenme siirecinin asli itici giiciidiir. Bu merkezi ilke, 6grenme siirecinde, 6grenene tiim
yetki ve sorumlulugu verir, nasil 6greneceklerini belirleyebilecegi ve 6grenmelerini degerlendirebilecegi
kabulline dayanmaktadir (Hase & Kenyon, 2000, 2007, 2013; Hase, 2009). Blaschke (2016), 6z-belirlenimli
O6grenme yaklasimini, 6z-belirleme kurami (self-determination theory) (Deci & Ryan, 2002) baglami ile
birlikte ele almaktadir. Bu kapsamda, Blaschke (2016), hetagojik yaklasimin 6grenenlerin igsel
motivasyonlarini da tesvik etmeye yonelik olduguna dikkat cekmektedir.

Hetagojinin ikinci ilkesi kabiliyet (capability) gelisimidir. Kabiliyet, 6grenenlerin alisiimamis durumlarla
basa ¢ikma ve bu durumlarda performans gésterme konusunda kendilerine glivendikleri bir 6z-yeterlik
duygusundan dogar (Blasckhe, 2016). Andragoji, bu becerilerin ve yeterliliklerin gelistiriimesine
odaklanirken hetagoji, 6grencilerin 6grenmesini bir adim daha ileri gotlrar, yeterlilikleri gelistirmeye ve
genisletmeye odaklanir, 6grencilere 6grenmeyi Ogretir, boylece 6grenmeye yonelik motivasyonlarini
arttinr, bu da kabiliyetin gelismesini beraberinde getirir (Blasckhe, 2016). Kabiliyetli 6grencilerden
edindikleri bilgi ve becerilerini, yeni ve alisilmadik durumlara uyumlandirabilmeleri beklenir (Blasckhe,
2016).

Hetagojinin Uglincl ilkesi ise 6z-yansitma (self-reflection) ve Ustbilistir. Bu ilke, 6grenenlerin nasil
dgrendiklerini anlamalari gerekliligini odaga koymaktadir. Oz-yansitma 6grenenlerin edindikleri yeni
bilgiler ve ayni zamanda bu bilgileri nasil edindikleri tizerine disiinmeleridir. Schén (1983), 6z-yansitma
yapabilenlerin, karar verirken 6grendiklerini uygulayabilen (know in action), bir etkinligi gerceklestirirken,
bu eylem Uzerine duslnebilen (reflect in action), diger bir deyisle yaparak 6grenebilen, deneyimlerle
mevcut ve gelecekteki uygulamalara yonelik iyilestirmelerde bulunabilen (reflect in practice) 6grenenler
oldugunu ifade etmektedir.

Dordiincu ilke olan ¢ift donguli 6grenme (Argyris & Schon, 1978) ise 6z-yansitma ile son derece
ilintilidir. Tek donglli 6grenme asamalari; bir sorunu tanimlama, daha sonra potansiyel eylemleri
belirleme ve son olarak sonuglari degerlendirme olmak lzere 68renenin bir soruna/duruma ¢6ziim
bulmak icin ¢iktigl yol olarak tarif edilebilir. Cift donglli 6grenmede ise 6grenen, 6z-yansitma kabiliyeti ile
ogrendiklerini kendi kisisel inang ve degerler sistemi ile uyumlu héale getirme yollari hakkinda disinme
kabiliyetini de gelistirmesi hedeflenir. Ogrenen, siireg icinde 8grenmek igin atilan adimlar ile, 6z-yanstima
yoluyla, inanglarini ve eylemlerini de nasil etkiledigini de dikkate alir (Blaschke, 2016). Cift déngilu
6g8renme, 6grenenlerin hem davranissal hem de psikolojik diizeyleri ile iliskilidir. Bu strecte, 6grenenler
o6nceden sahip olduklari varsayimlara meydan okurlar, boéylece donistiirtici 6grenmenin (Mezirow, 1985)
gerceklesmesi icin olanaklar yaratabilirler.

Blaschke (2016) tarafindan ifade edilen hetagojinin son temel unsuru ise dogrusal olmayan
o6grenmedir. Her 6grencinin deneyimleri ve zihinsel modellerinin farklilik gésterebilecegi kabuli ile bu ilke
o6grenmeyi, 6grenenin bir kesif sireci olarak ele alir. Bu siiregte, 6grenen 6grenmenin aktif ve itici glictdir,
kendi mevcut anlam modellerine ve semalarina dayah olarak yeni bilgilerin Gzerine diisiinir, yansitir ve
yeni bilgileri yapilandirir.

Knowles'a (1980) gére egitimin amaci bireyin kendini gergeklestirmesi olmalidir; bu nedenle, 6grenme
siireci tim duygusal, psikolojik ve entelektiiel varligi kapsamalidir. Oz-belirlenimli 6grenmeyi (hetagoji)
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yalnizca 6grenenlerin bireysel gabasini iceren bir beceri olarak géormekten kaginmak gerekir. Hetagoyji,
butlincul bir yaklasimla 6greten, 6gretim programi, degerlendirme sistemi olmak lizere 6§renme siirecinin
tim bilesenlerini kapsayan bir yapiyi gerektirir. Egitim suireglerinin biitin bilesenlerinin hetagoji ve ilkeleri
hakkinda anlayis ve beceriye sahip olmasina ve bitincil bir sekilde hetagojinin uygulamaya dair
yansimalarinin ele alinmasina gereksinim vardir. Hetagojik bir 6grenme ortaminin gergeklestirilmesinde,
kurumun kendi belirledigi bir 6grenme kiltiiri olusturmasi ve siirdiirmesi belirleyici bir dnem tasir. Bu
cercevede, bu kiiltiriin gelismesinde etkili olabilecek bilesenlerin olmasi 6nemlidir. Tablo 1'de, 0z-
belirlenimli 6§renme-hetagojik yaklasim gergevesinde tasarlanan 6grenme ortamlarina iliskin yedi bileseni
ve bu bilesenlerin tanimlarina yer verilmistir (Blaschke & Hase, 2015).

Tablo 1.
Hetagojik Ggrenme Ortaminin Bilesenleri
Bilesen Tanimi
Kesfetme Yeni 6grenme yollarinin arastirilmasi; 6grenen kesif ve sorgulama kaltirinin
(Exploration) yaratiimasi
Yaraticilik (Creativity)  -Ogrenilenlerin {izerine insa edilerek yeni igerigin gelistirilmesi
is birliligi Yeni bilgi ve icerik olusturmak ve insa etmek icin baskalariyla birlikte calismak
(Collaboration)
Baglantida olma Ogrenmeyi desteklemek icin yeni aglar olusturmak igin sinif icinde ve disinda
(Connection) baskalariyla baglanti kurmak; yasam boyu 6grenme igin kisisel 6grenme
ortamlari yaratmak
Yansitma Ne 6grenildigini ve nasil 6grenildigini ve ayrica bu siirecin ve edinilen yeni
(Reflection) bilginin zihinsel modelleri, inanglari ve degerleri nasil etkiledigini disiinmek
Degerlendirme Ogrenmenin hem bireysel hem de grup olarak nasil gergeklestigini ve olup
(Assesment) olmadigini dikkate alarak 6grenmenin degerlendirilecegi araglarin
belirlenmesi

Acikhk (Paylasimcilik)  Yeni icerigin topluluktaki diger kisilerle paylasiimasi; beceri ve yeterliliklerin
Openness (Sharing) kazanildigini sergilemek

(Kaynak: Blaschke & Hase, 2015, s. 28)

Tablo 1'de sunuldugu gibi, 6grenme ve 6gretme ortamlarinin hetagojik yaklasim cergevesinde
kurgulanmasinin temel bilesenlerini; kesfetme, vyaraticilik, is birligi, baglantida olma, yansitma,
degerlendirme, aciklik geleri olusmaktadir. Ogrenenin is birligi icinde 8grenme ortamlarinda bulunmasi,
iradesi dogrultusunda sorgulamaktan geri durmamasi, merakinin pesinden giderek, 6grenme siirecinde
derinlemesine distnmesi 6lgit beklentilerdir. Hase (2014), 6grenme ortamlarinin 06z-belirlenimli
6grenme-hetagoji ilkeleri dogrultusunda yapilandirmak igin tasarimci ve uygulayicilarin, 6greneni kendi
o6grenme icerigini tasarlamaya dahil etmeyi, mifredati esnek hale getirmeyi, cok sayida kaynak saglayarak
o6grenenin kesfetmesine izin vermeyi ve 6grenenin sire¢ icimde arastirma becerilerinin gelistiriimesi
gerektigine dikkat cekmektedir. Ayrica, Hase (2014) tasarimci ve uygulayicilarin hetagojik bir 6grenme
ortami icin genel yaklasim olarak 6grenmenin dogrusal ilerlemedigini kabul etmesi gerektigine dikkat
cekerken, bilgi ve beceri edinimi (yetkinlikler) ile derinlikli 6grenme (deep learning) arasindaki farki ayirt
edebilmesini, deneyimsel 6grenme tekniklerini kullanabilmeyi, is birlikci 6grenmeyi kolaylastirmaya
yonelik tasarimlar yapmanin da 6nemli oldugunu ifade etmektedir. Degerlendirme boyutunda ise 6grenen
ve O0gretenin birlikte mizakere ettigi, denetleme ve kontrol odakli bir degerlendirmeden 6te, doniit ve
yansitma {izerinden bir degerlendirme yapisi kurulmalidir. Ogrenciye giiven duymak ve dgrenmeyi okulun
fiziksel ve ruhsal sinirlari disina gikarmak da hetagojik ilkeler dogrultusunda yapilandirilan 6grenme ortami
ve tasarimlarinin 6nemli ilkeleridir.

Oz-belirlenimli 8grenmenin ¢ift-déngiili 6grenme (6grenmeyi 6grenme), dogrusal olmayan 6grenme,
kabiliyet gelisimi ve grup c¢alismasi boyutlari, 6z-ydnetimli 6grenmeden farklilasmaktadir. Oz-yénetimli
6grenme, 6grenme siireclerinin yonetme becerisi olmakla birlikte, dogrusal bir slireci icermektedir. Ayrica
6zyonetimli 6grenmenin grup ile birlikte calisma ve siirdiirebilme gibi bir kapsami da bulunmamaktadir.
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Bu kapsamda, 6z-yonetimli 6grenmenin, 6z-belirlenimli 6grenmenin bir alt kimesi niteliginde oldugunu
ifade etmek mimkiindur.

Aragtirmanin Amaci ve Onemi

Oz-belirlenimli 8grenme- hetagojiye iliskin Tirkiye’de yapilan arastirmalar son derece sinirlidir. Oktay
(2021) ve Dulkadir-Yaman’in (2018) arastirmalari, uzaktan 6gretim kapsaminda Universite 6grencileri ile
ilgili gerceklestirilmistir. Oktay (2021) arastirmasinda teknolojinin gelisimiyle birlikte 06grenme
ortamlarinin ve tasarimlarinin 6grenen beklentilerini karsilayacak ve istenen 6lglide katki saglayacak
nitelikte olmadigini ifade etmektedir. Bu kapsamda, Oktay (2021) 6grenme tasarimlarinin degisen
0grenen ihtiyaglarina uygun olarak sekillenmesi ve gelistiriimesi gerektigine dikkat ¢ekmekte, 6grenende
dusunsel gelisim saglayabilecek, 6greneni merkeze alan ve/veya duygusal olarak destekleyen hetagojik
yaklasimin ise kosulmasi gerektiginin altini cizmektedir. Dulkadir- Yaman (2018) ise hetagojik yaklasimla
o6grenenlerin Maslow’un ihtiyaglar piramidinde en Ust seviye olan kendini gerceklestirme dizeyine
gelebilecegini ortaya koymaktadir. Dulkadir-Yaman (2018) hetagojik yaklasiminin glinimuz 6grenenlerine
ve 6grenme ortamlarina uygunlugu nedeniyle yayginlasarak benimsenecegine vurgu yapmakta, ag tabanli
teknolojilerindeki gelismeler ile kiiresellesmenin bir sonucu olarak ortaya ¢ikan, yapisékimu olarak
niteledigi hetagoji yaklasiminin uygulanabilmesiigin bir klltiirel gegis sirecine gereksinim olduguna dikkat
cekmektedir. Akyildiz (2019) ogretmenlerin  hetagojiye iliskin gorislerine yonelik kurguladigi
arastirmasinda, 21. ylizyil 6grenme 6gretme becerileri ile hetagojik yaklasimin uyumuna vurgu yapmakta,
hetagojik yaklasimin yayginlastirmasi gerekligine dikkat cekmektedir. Ceylan (2019) ise uzaktan egitim
siireclerinde Ulasilabilir Ogrenme Ortamlari (Ubiquitous Learning Environments) ile hetagojiyi birlikte ele
almistir. Hetagojiye dair yapilan arastirmalarin ortaklasan boyutu uzaktan egitim kapsaminda
gerceklestirilmis olmasi ve ortaklasan onerileri ise hetagojik yaklasimin yayginlastiriimasi, farkli yas
gruplarinin hetagojik 6grenme becerilerinin gelistirilmesine yonelik arastirma ve uygulamalarin
gerceklestirilmesi gerekligidir.

Bu arastirmanin amaci Universite 6grencilerinin 6z-belirlenimli 6grenme becerilerini belirlemektir.
Uzaktan, cevrim ici, yluz ylze ve harmanlanmis 6grenme ortamlarinin hepsinde hetagojik 6grenme
becerilerinin gelistiriimesi 6nemlidir. Tirkce alanyazinda, 6z-belirlenimli 6grenme becerilerinin
dlgiilmesine yonelik bir 6lgme aract bulunmamaktadir. Oz-belirlenimli &grenme diizeylerinin
Olculebilmesi, hetagojik 6grenme becerilerinin disukligl ya da yiksekliginin tespitinin yapilabilmesine,
disikluk ya da ylkseklige neden olan egitim ortamlarinin, egitsel yasantilarin, biyografik deneyimlerin,
egitim programi ogelerinin ortaya koyulmasina olanak saglamasi, 6grenme-6gretme siireglerinin farkh
bilesenlerinin bu yaklasim gergevesinde yapilandirilabilmesi bakimindan énemlidir.

Yontem
Arastirma Grubu

Bu arastirma 2021-2022 egitim-6gretim yili bahar déneminde istanbul’da bulunan bir {iniversitede
o6grenim goren 574 6grenciden olusan iki farkli arastirma grubu ile yiritilmustir. Arastirma verileri
toplanirken maksimum gesitlilige ulasabilmek icin farkl bolimlerde 6grenim géren farkli sinif diizeyindeki
katilimcilara ulasilmistir. Arastirmanin ¢alisma grubuna ait frekans (f) ve ylizdelik (%) degerler Tablo 2'de
verilmistir.

Tablo 2.
Arastirmanin Calisma Grubunun istatistik islemlere Gére Betimlenmesi
. . Katil
Calisma Grubu Gergeklestirilen Istatistiksel Islemler f atiiime %
(1)
1. calisma grubu AFA’nin Uygulanmasi 352 61.3
2. calisma grubu DFA’nin uygulanmasi 222 38.7
Toplam Guvenirlik ve madde analizleri 574 100
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Tablo 2’de belirtildigi gibi ilk asamada, A¢imlayici Faktér Analizi (AFA) igin taslak olgek formu 352
katilimciya uygulanmistir. AFA sonuglarina gére diizenlenen ve son hali verilen nihai 6lgek formu 222
katilimcidan olusan bir bagka ¢alisma grubuna uygulanmistir. Nihai 6lgek formuna iliskin giivenirlik kaniti
ve madde analizi igin tim katilimcilara ait veriler kullaniimistir.

Veri Toplama Araci

Arastirmanin bu bashiginda Oz-belirlenimli Ogrenme Becerileri Olgegi (OBOBO) nin gelistirilme
adimlarina yer verilmistir. OBOBO’niin gelistiriime adimlarinda Crocker ve Algina (1986), Tezbasaran
(1997), DeVellis (2003) ve Erkus’un (2012) énerileri dikkate alinmistir. Bu dogrultuda 6lgek gelistirme
surecinde izlenen basamaklar sirasiyla sunulmustur.

1. Olgiilecek degiskenin tanimlanmasi

OBOBO olusturulurken bireylerin 6z-belirlenimli 8grenme becerilerini ortaya ¢ikarabilmek amaciyla
o6grenme yaklasimlari incelenmistir. Hase ve Kenyon’in (2000) bilgi ve beceri kazanimindan 6teye bir
o6grenme deneyimi olarak tanimladiklari “Hetagoji” kavrami ile ilgili alanyazin taranmistir. Hetagoji,
6grenenin 6grenme slreclerinde tam yetki ve sorumluluk sahibi oldugu, 6grenenin 6grenme kapasite ve
yetkinliginin gelistirilmesini hedefleyen, 6grenmeyi bir kesif sireci olarak ele alan, 6grenenlerin kendi
o6grenmeleri Uzerinde elestirel bir sekilde sorgulama becerisini gelistirebildigi, 6grenmeyi 6grendigi
6grenme-6gretme yaklasimidir. Hetagojide temel vurgu 6grenen o6zerkligi ve 6grenme yetkinlik ve
becerilerinin artmasidir. Hayat boyu 6grenmeyi ve 6grenenin 6z kararlihgini 6ne ¢ikaran bu yaklasimin
temel savi, 6grenenlerin “nasil 6greneceklerini bilmeleri ve 6grenme becerilerinin gelisimidir (Blaschke,
2016). Olcek maddeleri ile ilgili 6zelliklerin 8lgiilmesi hedeflenmistir.

2. Olcekte yer alacak maddelerin yazilmasi ve uzman gériislerinin alinmasi

OBOBO’yi olusturan maddelerin yaziminda bireylerin 6grenme siireglerini ele alan 6lgeklerden
(Coskun & Demirel, 2012; Tekkol & Demirel, 2018) yararlanilmistir. Ayrica 10 gonulli 6grenciden 6z-
belirlenimli 6grenme becerilerini ortaya c¢ikarabilecek duygu ve disiincelerini anlattiklari gorismeler
yapilmistir. Ayni zamanda yetiskin egitimi alanindan l¢ uzmanin géruslerine basvurulmustur. Blaschke ve
Hase’nin (2015) hetagojinin olusmasinda var olan bilesenleri referans alinarak 52 madden olusan madde
havuzu olusturulmustur. Daha sonra olusturulan maddeler igin yetiskin egitimi, program gelistirme ve
o6lgme degerlendirme alanlarinda calisan bes uzmandan goéris alinarak amacina yonelik olmadigi
diisiintlen maddeler elenmistir. 30 maddelik taslak 6lgek formu olusturulduktan sonra maddeler Tirkge
egitimi alanindan iki uzman gorilisi alinarak dil bilgisi kurallarina gore duzeltilmis, anlagilabilirligin
saglanmasi icin 6lgek maddeleri incelenmistir. Taslak 6lgek formunda yer alan 30 deneme maddesi igin
higbir zaman (1), nadiren (2), bazen (3), cogu zaman (4), her zaman (5) olmak lizere besli Likert tiirQ
derecelendirme hazirlanmistir.

3. Uygulama éncesi én deneme uygulamasinin yapilmasi

OBOBO’de bulunan maddelerin anlasilirligl, ne kadar siirede uygulanabilecegi hakkinda bilgi alabilmek
icin gondlli alti Gniversite &grencisi ile n uygulama yapilmistir. Ogrencilerden gelen donitler
dogrultusunda olgek yonergesi ve maddelerin anlasilir oldugu belirlenmis ve degisiklige gidilmemistir.
Uygulama siresini belirlemek igin alti kisilik gruptan olgegi en kisa siirede cevaplayan ile en uzun siirede
cevaplayan ogrencilerin ortalama sureleri hesaplanmistir. Bu asamanin da tamamlanmasiyla 6lgek
uygulama icin hazir hale getirilmistir.

4. Olgegin psikometrik ézelliklerinin belirlenmesi icin uygulanan istatistiksel analizler

OBOBO formu olusturulduktan sonra, gecerlik ve giivenirlik analizlerinin yapilabilmesi amaciyla iig
farkli calisma grubundan veri toplanmistir. Olgek formu arastirmacilar tarafindan katilimcilara uygulanmis
ve yaklasik 15-20 dakika stirmistiir. ilk adimda analizlere baslamadan énce veriler kayip deger, ug deger,
normallik, dogrusallik gerekligi bakimindan incelenmistir. Verilerin analizler icin uygunluguna karar
verildikten sonra dlgegin yapi gegerligini belirlemek icin Agimlayici Faktor Analizi (AFA) ve Dogrulayici
Faktdr Analizleri (DFA) yapilmistir. Olgegin giivenirlik kanitlari icin ise Cronbach Alpha i¢ tutarhlik ve testi
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yarilama giivenirlik analizleri yapilmistir. Olcegi olusturan maddelerin ayirt edicilik indekslerini incelemek
icin madde toplam korelasyon ve %27’lik alt Ust grup degerleri hesaplanmistir. AFA, glivenirlik ve madde
analizleri igin SPSS 25.0 ve DFA igin LISREL 8.7 paket programlari tercih edilmistir.

Bulgular

Arastirmada 0Olgegin gecerligine ve glvenirligine iliskin bulgular olmak Uzere baslklar altinda
sunulmustur.

Olgegin Gegerligine iliskin Bulgular

Bu arastirmada OBOBO’niin yapi gecerligini incelemek amaciyla faktér analizleri yapilmistir. ilk olarak
30 maddeden olusan taslak dl¢ek formunun 352 6grenciye uygulanmasiyla elde edilen verilerle nihai 6lgek
yapisi olusturulmus, ikinci asamada ise nihai 6lgek yapisinin farkli bir arastirma grubunda dogrulanip
dogrulanmadigini incelemek i¢in 222 6grenciden toplanan verilerle DFA yapilmistir.

1. Agimlayici Faktor Analizi (AFA)

AFA yapilabilmesi icin ulasiimasi gereken 6rneklem buyukligi hakkinda alanyazinda farkli gorisler
vardir. Kline (1994), agimlayici faktor analizinde genellikle 200 kisilik grubun givenilir sonuglar elde etmek
icin yeterli olacagini belirtmis ve biylk gruplarla galismanin daha uygun olacagini da eklemistir. Comrey
ve Lee (1992) olgek gelistirme galismalarinda 200 katilimcinin orta, 300 katimcinin iyi, 500 civari
katilimcinin ¢ok iyi bir 6rneklem oldugunu belirtmektedir. Tabachnick ve Fidell (2013) 6rneklem
blyuklGgina belirlemede madde sayisi ve alt boyutlar arasi korelasyonun 6nemli oldugunu, faktor yik
degerlerinin yuksek ve alt boyutlar arasi korelasyonun ortalama 0.5 oldugu durumlarda 100-200
katiimcinin yeterli olacagini vurgulamistir. Cokluk, Sekercioglu ve Biliylkoéztirk (2012) 6lgegi olusturan
madde sayisinin on kati kadar 6rneklem buylklGgiiniin uygun olabilecegini, alanyazinda yer verilen
orneklem buyukligl o©nerilerinden en az ikisinin karsilandigl taktirde g¢alismanin uygun olacagini
belirtmislerdir. Orneklem biiyiikligi élgiitleri incelendiginde arastirmaya katki saglayan katilimci sayisinin
AFA icin uygun sayida oldugu goriilmektedir. Verilerin faktér analizine uygunluguna karar vermek igin
Kaiser-Mayer-Olkin (KMO) ve Barlett testleri yapilmistir. Alanyazin incelendiginde KMO degerleri 0.50 ile
0.70 arasinda ise orta, 0.70 ile 0.80 arasinda ise iyi, 0.80 ile 0.90 arasinda ise ¢ok iyi, 0.90 Ustu degerlerin
mikemmel oldugu kabuli vardir (Sharma, 1996).

Bu arastirmada 0.84 olarak hesaplanan KMO degeri, 6rneklem blyklGgiinin ¢ok iyi diizeyde oldugunu
gostermektedir. Bartlett kiiresellik testi x> = 34287.486 (p< .00) olmasi ¢ok degiskenli normallik
varsayiminin saglandiginin yani 6lgekteki tim degiskenlerin ve degiskenlerin dogrusal kombinasyonlarinin
normal olarak dagildiginin bir géstergesidir (Pallent, 2005). Gerekli 6n hazirliklarin ardindan AFA’da egik
dondiirme yontemlerinden direct oblimin kullanilarak 6lgcek yapisi ortaya ¢ikarilmistir. Sosyal bilimlerde
teorik olarak alt boyutlar arasinda iliski oldugu diistiniilen olgularin dlglilmesi amaglandiginda bu yontemin
tercih edilebilecegi 6nerilmistir (Cokluk vd., 2012). AFA’nin ilk sonuglarina gore maddeler dort farkl boyut
altinda toplanmistir. Maddeler faktor yik ve binisiklik kabul dlizeyini karsilayip karsilamamasi 6l¢iitiine
gore incelenmistir. Bir maddenin iki ve Uzeri faktdrde kabul diizeyinin Ustiinde yiik degeri géstermesi, iki
ve Uzeri faktorde sahip oldugu yik degerleri arasindaki farkin .10’un altinda olmasi binisiklige isaret
etmektedir (Cokluk vd., 2012). Madde ¢ikarma kararinda binisik maddelerden baslanmasinin iyi olacagi
onerilmektedir (Pallant, 2005; Tavsancil, 2009). Maddelerin faktor yikine iliskin ise .30 degerinin olgit
olarak alinmasi 6nerilmektedir (DeVellis, 2003; Pallant, 2005; Stangor, 2010). Alanyazin 6l¢itleri dikkate
alindiginda yuk degerleri arasinda binisikligin fazla oldugu maddeden sirasiyla (m6, m5, m14) baslanarak
olcekten cikarilmis, analiz tekrarlanmis, daha sonra yiik degeri kabul diizeyini (.30 olarak kabul edilmistir)
karsilamayan maddeler (m28, m7, m26, m15, m16) sirasiyla 6lcekten cikarilarak analiz tekrarlanmistir.
AFA sonuclarina gore varyansin %42.17’sini aciklayan dért boyutlu bir yapi olusmustur. Olgegin alt
boyutlarina iliskin agiklanan varyans ve 6zdeger bilgileri Tablo 3’te sunulmustur.
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Tablo 3.

Olcegin Alt Boyutlari ve Agiklanan Varyans Dederleri
Alt Boyutlar Oz deger A;lklananovaryans Toplam varyans

% %

Birinci alt boyut 4.38 19.90 19.90
ikinci alt boyut 2.18 9.93 29.83
Ugiincii alt boyut 1.47 6.66 36.49
Dordiincu alt boyut 1.25 5.68 42.17

Tablo 3’te gorildigu lGzere dort boyuttan olusan 6lgegin birinci boyutun %19.90, ikinci boyutun %9.93,
liciinct boyutun %6.66, dordiincii boyutun ise %5.68 toplam varyansa katkida bulundugu ve dort alt
boyutun varyansa yaptigi toplam katki %42.17°dir. Cokluk, Sekercioglu ve Buyukoztirke’e (2012) gére
davranis bilimlerinde ¢ok faktorli desenlerde %40 ile %60 arasinda agiklanan varyansin bulunmasi iyi bir
deger olarak kabul edilmektedir. Bu baglamda 22 maddeden olusan dort faktorli yapinin agikladigl
varyans orant iyi bir deger olarak kabul edilebilir. Olgegin alt boyutlarina iliskin madde faktor yiik degerleri
Tablo 4’te verilmistir.

Tablo 4.
Olcege lliskin Madde Faktér Yiik Degerleri
Maddeler Faktorl Faktor2 Faktor3 Faktord

m25 .648

m27 .643

m30 .637

m29 .636

m17 .620

m24 .580

m18 .544

m23* .666

m21* .609

m13* .549

m2* .538

m9* .519

m11* 470

m19* 439

m12 734

m8 .715

m20 .570

m22 .521

m4 722
m3 .642
m10 .575

m1l .508
*Olumsuz maddeleri gostermektedir.

Tablo 4’te belirtildigi izere, 6lgegin birinci boyutunda faktér yik degerleri 0.544 ile 0.648 arasinda
degisiklik gosteren yedi madde vardir. Bu boyutta yer alan tim maddelerin 6grenenin 6grenme
streclerindeki yetkinligi yansitma yaparak gelistirme becerisini yansitan ifadeler oldugu belirlenmistir.
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Olgegin ikinci alt boyutunda faktor yiikleri 0.439 ile 0.666 arasinda degisiklik gdsteren yedi madde vardir.
Bu boyutta yer alan maddelerin 6grenenin 6grenme sureglerinde 6zerk bir sekilde karar verme ve
stirdiirme becerisini yansitan ifadeler oldugu belirlenmistir. Olgegin t¢iinci alt boyutunda faktér yiikleri
0.521 ile 0.734 arasinda degisiklik gosteren dért madde vardir. Bu boyutta yer alan maddelerin 6grenenin
dgrenme sireglerinde kendini giidiileme becerisini yansitan ifadeler oldugu belirlenmistir. Olgegin
dordiinci alt boyutunda faktor yikleri 0.508 ile 0.722 arasinda degisiklik gbsteren dért madde vardir. Bu
boyutta yer alan maddelerin 6grenenin 6grenme ihtiyaglari ile kendine iyi gelen 6grenme yontem ve
teknikleri belirleyebilmesi, nitelikli 6grenme kaynaklarina yoénelebilmesi ve kendi degerlendirmesini
yapabilmesini yansitan ifadeler oldugu dustnulmdstir. Faktorlerde toplanan maddelerin isaret ettikleri
ve dlcegin kuramsal yapisi géz dniine alindiginda birinci faktér “Ogrenmeyi Ogrenme”, ikinci faktér
“Ogrenen Ozerkligi” Uglincli faktor “Oz-giidilenme” dérdincii faktdor ise “Oz-ydnetim” olarak
isimlendirilmistir.

2. Dogrulayici Faktor Analizi (DFA)

AFA sonucunda dért alt boyut ve 22 maddeden olusan 6lgek yapisinin dogrulanip dogrulanmadigini
tespit etmek ve OBOBO’nin yapi gecerligini desteklemek igin 222 katilimcida olusan yeni bir ¢alisma
grubundan elde edilen veriler Gzerinde DFA uygulanmistir. Alanyazin incelendiginde DFA igin uygun
ornekleme buyukligl konusunda farkh gorusler bulunmaktadir. Cohen ve Cohen (1983) 6lgekte bulunan
madde sayisinin 10 kati kadar 6rneklem buytkliginin uygun olacagini belirtmislerdir. MacCallum ve
digerleri(1996) ise 100 ve Uzeri serbestlik derecesine sahip 6lcekler icin en az 132 katiimci kosulunun
saglanmasi gerektigini belirtmislerdir. Orneklem buyikligi 6lgutleri incelendiginde arastirmadaki
katilimci sayisinin DFA igin yeterli sayida olduguna karar verilmistir. Katilimci sayisinin blytkligtine karar
verildikten sonra LISREL programi ile DFA gergeklestirilmistir. Teorik olarak dort faktérden olusan yapinin
verilerle dogrulanip dogrulanmadigina iliskin nihai karar vermeden orneklem buyukligiine gore
standardize edilmis x2'nin degeri ve diger uyum indeksleri incelenmelidir (Kline, 2011). Bu arastirmada
DFA sonucunda hesaplanan uyum indeksleri Tablo 5’te sunulmustur.

Tablo 5.

Miikemmel ve Kabul Edilebilir Uyum Dederleri ile DFA’dan Hesaplanan Uyum Degerleri
incelenen Miikemmel Kabul Edilebilir Hesaplanan
Uyum Uyum Uyum Uyum Karar
indeksleri Olgiitleri Ol¢itleri indeksleri
X?/sd 0<x*/sd<2 2<x%/sd<3 2.01 Kabul Edilebilir Uyum
GFI .95 <GFI<£1.00 .90 < GFI £95 .92 Kabul Edilebilir Uyum
AGFI .90 < AGFI £1.00 .85 < AGFI £.90 .87 Kabul Edilebilir Uyum
CFI .95<CFI£1.00 .90 < CFI £.95 .94 Kabul Edilebilir Uyum
NNFI .95 < NNFI £1.00 .90 < NNFI £.95 .92 Kabul Edilebilir Uyum
IFI 95<IFI<1.00 90<IFI£.95 .94 Kabul Edilebilir Uyum
RMSEA .00 < RMSEA < .05 .05 < RMSEA £.08 .07 Mikemmel Uyum
SRMR .00 < SRMR £.05 .05 <SRMR £.10 .04 Miikemmel Uyum
PNFI .95 <PNFI £1.00 .50 < PNFI £.95 .88 Kabul Edilebilir Uyum
PGFI .95 < PGFI £1.00 .50 < PGFI £.95 .85 Kabul Edilebilir Uyum

Tablo 5’te belirtilen mikemmel ve kabul edilebilir uyum olgitleri tartismali bir konu olmakla birlikte
alanyazin derlemesi yapilarak olusturulmustur. Kline (2011), x2/sd degerinin 2’den kiglk olmasi
miikemmel, 2 ile 3 arasindaki degerlerin kabul edilebilir uyumu gosterdigini belirtmistir. Analiz sonucunda
elde edilen AGFI (.87), GFI (.92), NNFI (.92), CFI (.94), IFI (.94) indeksleri incelendiginde bu degerlerin kabul
edilebilir uyuma isaret ettigi belirlenmistir (Bentler, 1980; Kline 2011). SRMR i¢in .043, RMSEA icin .067
degerleri mikemmel uyumu goéstermektedir (Brown ve Cudeck, 1993; Hu ve Bentler, 1999). PGFl icin .85,
PNFI icin .88 degerleri kabul edilebilir uyum 6lgutuni karsilamaktadir (Meyers vd.o, 2006). Tablo 5'te
sunulan uyum indeksleri ve 6l¢ltlerine gore DFA’dan elde edilen dort faktorli model uyumu iyi diizeyde
saglanmis, 22 maddelik 6lgek yapisi dogrulanmistir. DFA sonucunda modifikasyon dnerileri incelenmis
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modelin x2 degerinde 6nemli ve manidar bir degisiklik olmadigindan modifiksayon islemi yapilmamistir
(Tabachnick & Fidell, 2013). Olgege iligkin yol diyagrami Sekil 2’de verilmistir.

58 - mi7

k| - mlf

&7 - m2 &

57 = mi:s

66 = mad

BT - m2 &

B3 = mil

BE - e

B2 - md

| - mil

Ta - il

58 - o0

Aad - m21

59 - m2 3 |

a7 - ma < A4
66 =-|  miz

i1 - m3n

) - me 2 !
55 - m {f J
.53 - md e

56 - md _,.r": g: -~

.50 - min

Chi-Square=407.17,  df=203, povalue=0.00, RMSEA-0.67

Sekil 2. OBGBO’nin Yol Diyagrami ve Standardize Edilmis Yiik Degerleri

Sekil 2’de sunuldugu gibi OBOBO’ni olusturan maddelerin faktor yiikleri .31 ile .82 deger araliginda
degiskenlik gdstermektedir. Ogrenmeyi 6grenme alt boyutunda bulunan yedi maddenin faktor yiikleri .42
ile .66 arasindadir. Ogrenen &zerkligi alt boyutunda bulunan yedi maddenin faktér yikleri .35 ile .64
arasindadir. Oz-giidiilenme alt boyutunda bulunan dért maddenin faktor yiikleri .48 ile .58 arasinda
degismektedir. Oz-ydnetim alt boyutunda bulunan dért maddenin faktér yiikleri .31 ile .67 arasindadir.
Her bir maddenin standardize edilmis yiik degerleri .30’un tzerindedir.

Olgegin Giivenirligine iliskin Bulgular

Bu calismada OBOBO’niin giivenirligi kapsaminda 6lcegin alt boyutlari ve biitiinii icin Cronbach Alpa i¢
tutarlilk ve test yarilama yéntemi ile giivenirlik katsayilari hesaplanmistir. Olgegin giivenirligine iliskin
bulgular Tablo 6’da verilmistir.
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Tablo 6.

0BOBO’nin Giivenirlik Tahmin Yéntemi ve Hesaplanan Giivenirlik Katsayilari
Boyutlar Cronbach Alpha Test yarilama
Ogrenmeyi dgrenme .82 74
Ogrenen dzerkligi .76 72
Oz-glidilenme .86 .78
Oz-yénetim .84 .73
Toplam 6lgek .86 .80

Tablo 6’da belirtildigi gibi ilk asamada 6lgegin alt boyutlari ve biitlinl igin Cronbach Alpha katsayilari
hesaplanmistir. Cronbach Alpha katsayi degerleri 6grenmeyi 6grenme alt 6lceginde .82, 6grenen dzerkligi
alt 6lgeginde .76, 6z-glidiilenme alt dlgeginde .86, 6z-ydnetim alt 6lgeginde .84 ve 6lgegin bitiinlinde .86
hesaplanmistir. Cronbach Alpha degerinin .70 ve Ustli olmasi 6lgegin i¢ tutarhg icin yeterli kabul
edilmektedir (Tezbasaran, 1997). Dolayisiyla 6lgcek ve alt boyutlarinda hesaplanan ig tutarligin iyi diizeyde
oldugu belirlenmistir. ikinci asamada 6lgegin alt boyutlari ve bitiini icin test yarilama ydntemiyle
givenirlik katsayilari hesaplanmistir. Olcegin iki yar 6lgiimiinden elde edilen puanlar arasi korelasyon
katsayisi 6grenmeyi 6grenme alt dlgegi icin .74, 68renen Ozerkligi alt 6lgegi i¢in .72, 6z-glidilenme alt
Olcegi icin .78, 6z-yonetim alt dlgegi icin .73 ve 6lgegin bitiind icin .80 olarak hesaplanmistir (p<.05). Bu
baglamda alt boyutlar ve 6lgegin test yarilama gilivenirliginin saglandigi belirlenmistir.

Madde Analizine iligkin Bulgular

0OBOBO’de bulunan maddelerin ayirt edicilik indeksleri ve diizeltiimis madde toplam korelasyonu
belirlenmis, %27’lik alt-Ust grup karsilastirmalari incelenmistir. Dizeltilmis madde toplam korelasyonu igin
Pearson Momentler Carpimi Korelasyon Katsayisi hesaplanmistir. %27’lik alt Ust grup karsilastirmasi igin
574 o6grencinin toplam puanlari dusikten yiksege dogru siralanmis ve bagimsiz 6rneklem t testi
yapilmistir. Madde analizine ait bulgular Tablo 7’de sunulmustur.

Tablo 7.
Madde Analizi Bulgulari
Madde Diizeltilmis
m)adde Gruplar Ortalama S;:r::;t t degeri c::'l(aagllzflln _:Y(I) :7:;
Alphasi Korelasyonu
Usty27 3.56 .98 14.23 .80 .67
m1 Altsear 1.86 87
Ustya7. 3.89 .96 18.20 72 .69
m2 Altsear 2.17 81
Usty27 4.02 1.08 13.20 .80 .63
m3 Altsizr 2.25 91
Ustyar 3.68 1.15 10.43 .79 .55
m4 Altsar 1.77 1.04
Ustyz7 3.09 .83 12.83 .82 .58
m8 Altscas 1.65 1.11
Ustyar 3.54 77 11.56 74 .60
m9 Altsizr 1.42 1.10
Ustyar 3.44 .94 14.92 .81 .62
m10 Altseas 2.31 85
mi1 Ustwz7 4.20 71 10.45 71 .58
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Alto27 2.35 .95

Ustya7 3.96 77 7.51 .78 .51
m12 Altss27 2.02 1.02

Ustoar 3.37 91 9.08 73 46
m13 Altseas 1.60 1.10

Ustoar 3.46 93 17.11 79 52
m17 Altss27 2.27 1.27

Ustoa7 4.13 1.01 14.96 .80 .67
m18 Alts27 2.08 1.05

Ustoar 335 116 15.21 74 63
m19 Altseas 1.78 1.03

Ustoa7 3.88 82 18.78 78 61
m20 Altss27 213 78

Ustwar 4.42 68 11.10 72 31
m21 Alts27 221 74

Ustoa7 4.01 1.11 16.54 82 63
m22 Altseas 2.23 1.08

Ustoa7 3.36 121 12.42 75 66
m23 Altss27 1.98 136

Ustwz7 3.93 .93 8.34 .79 .51
m24 Altsias 212 1.27

Usto27 4.25 .79 9.51 .81 48
m25 Altsear 2.03 96

Ustoa? 3.56 1.31 16.11 79 50
m27 Alts27 1.70 1.22

Ustwar 4.34 1.38 10.02 79 64
m29 Alts27 235 1.29

Ustoa? 4.56 87 10.88 .80 62
m30 Altsear 2.12 95

Tablo 7’de sunuldugu lzere %27’lik alt Gst gruplarin madde puanlarindaki farkhliklarina iliskin t
degerlerinin (sd= 336, p<.01) anlamli oldugu belirlenmistir. Madde toplam puan korelasyonu .31 ile .69
arasinda degismektedir. Sahin ve Giilleroglu (2013) madde toplam test korelasyon katsayilarinin dlgekle
olglilmek istenen degiskeni iyi ©lgebilen maddeler olup olmadiklarina iliskin kanit sundugunu
belirtmislerdir. Olciilen dzelligi ayirt edebilmede madde toplam korelasyon degerinin .30 ve {istii olmasi
beklenmektedir (Tavsancil, 2009). Bu gerekcelerle 6lcek maddelerinin ayirt edici oldugu belirlenmistir.

Olgekten Alinan Puanlarin Degerlendirilmesi

OBOBO 15’i olumlu, yedisi olumsuz olmak iizere 22 maddedir. Maddeler hicbir zaman (1), nadiren (2),
bazen (3), cogu zaman (4), her zaman (5) tepki segceneklerinden olusan begsli Likert tipindedir. Olumlu
ifadelerde cevaplar “higbir zaman” dan baslayarak birden bese dogru; olumsuz ifadelerde ise tersi
kodlama ile puanlanmalidir. Olgek 6grenmeyi 6grenme, dgrenen 6zerkligi, 6z-giidiilenme, 6z-ydnetim adli
dért alt boyutlu yapidadir. Olgekten alinabilecek en diisiik puan 22, en yiikse puan 110’dur. Olcekten elde
edilen toplam puan arttikca bireylerin 6z-belirlenimli 6grenme becerilerinin yiksek oldugu, toplam puan
azaldikga ise ilgili 6zelligin diusilik oldugu yorumunun yapilmasi 6nerilmektedir.
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Tartisma ve Sonug

Bu arastirmada, liniversite 6grencilerinin 6z-belirlenimli 6§renme becerilerini belirleyebilmek igin dort
faktorll, 22 maddeden olusan begsli Likert tiiriinde bir 8lgek gelistirilmistir. Olcegin “6grenmeyi 6grenme”
alt boyutunda yedi, “6grenen o6zerkligi” alt boyutunda yedi, “6z-glidiilenme” alt boyutunda dort, “6z-
yonetim” alt boyutunda dért madde bulunmaktadir. Gerekli alan yazin incelemesi yapilarak ve uzman
gorusleri alinarak olusturulan 30 maddelik deneme formunun ilgili 6zelligi 6l¢lip 6lgmedigini belirlemek
icin gecerlik ve givenirlik analizleri yapilmistir. Olgme aracinin yapi gegerligi icin 6nce AFA yapilmistir. 8
madde binisik ve 6lgut alinan faktor yik degerini karsilamadigi icin dlgekten ¢ikarilmistir. Kalan 22 madde
toplam varyansin %42,17’sini kargilamaktadir. Yapi gegerligini desteklemek icin DFA yapilmistir. DFA’dan
hesaplanan uyum indekslerinin kabul edilebilir ve miikemmel uyum gosterdigi belirlenmistir. Bu baglamda
dlgegin yapi gegerliginin saglandigi sonucuna ulasilmistir. Olgek puanlarinin giivenirligi ic tutarhlik ve test
yarilama yontemleriyle belirlenmistir. Olcegin ic tutarlilik katsayisi .86, test yarilama yéntemiyle
hesaplanan giivenirlik katsayisi .80 degerinde hesaplanmistir. Olgegin giivenirligine iliskin yiiksek diizeyde
kanit saglandigi sonucuna ulasilmistir. Olgegi olusturan maddelerin ayirt ediciligini ve madde toplam
korelasyonunu belirlemek icin madde analizi yapilmistir. Olgekte bulunan maddelerin hepsinin ayirt edici
oldugu kanitlanmistir. Olgegin bilimsel ve psikometrik olarak gereklilikleri saglamak amaciyla yapilan
istatistiksel analizler dogrultusunda OBOBO’niin gegerli, giivenilir puanlar saglayan élgme araci olduguna
dair kanitlar sunulmustur.

Olgek maddeleri 8z-belirlenimli 6grenmeye iliskin temel alanyazindan yola cikilarak olusturulmustur.
Blaschke ve Hase’nin (2015) hetagojik 6grenme ortaminin boyutlari (kesfetme, yaraticilik, is birligi,
baglantida olma, yansitma, degerlendirme, paylasimcilik) ile Blaschke’nin (2016) 6z-belirlenimli 6grenme
boyutlari (6grenen iradesi, kabiliyet gelisimi, 6z-yansitma-ust bilis, ¢ift dongutli 6grenme, dogrusal
olmayan 6gretme-6grenme) Olgit alinmistir. Bu kapsamda, 6z-belirlenimli 6grenme becerileri dlgeginin
alt boyutlari (6grenmeyi 6grenme, O6grenen Ozerkligi, 6z-glidilenme, 6z-yonetim) her iki kaynagin
boyutlari ile uyumlu sekilde ortaya cikmistir. Ornegin, 6grenmeyi 8grenme boyutu ile Blaschke’nin (2016)
cift dongilii 6grenme boyutu 6rtiismektedir. Ogrenmeyi 6grenme boyutunda yer alan “Ogrenme
sireclerimde, gelistirmeye acik beceri ve yetkinliklerimi belirleyebilirim (m24)” maddesi ile ¢ift-dongllu
dgrenmenin kavramsallastiriimasi ile uyumludur. Olcegin 6grenen 6zerkligi boyutu ise yine Blaschke’nin
(2016) hem 6grenen iradesi hem de kabiliyet gelisimi boyutlari ile, hem de Blaschke ve Hase'nin (2015)
yansitma boyutlan értiismektedir. Ornegin, dgrenen 6zerkligi boyutunda yer alan “Neyi 6grenmem
gerektigine dair oncelikleri hocalarimin belirlemesini beklerim (m2)” maddesi ters bir madde olarak
dgrenen iradesi boyutunun kavramsallastirmasi ile ortak bir baglamda yer almaktadir. Olgegin &z-
giudileme boyutu Blaschke ve Hase’nin (2015) kesfetme boyutu ile Blaschke’nin (2017) dogrusal olmayan
dgrenme boyutular ile 6rtiismektedir. Ornegin, “Sosyal aglarda ©grenme gruplarina iye olarak
o6grenmeler gerceklestirmekten zevk alirrm (m12)” maddesi her iki boyutun da kapsandigini érnekler
niteliktedir. Olgegin 6z-ydnetim boyutuna ait “Yeni bir 8grenme deneyimi dncesi, neyi bilmedigimi tespit
edebilirim (m1)” maddesi, hem Blaschke ve Hase’nin (2015) yansitma boyutu hem de Blaschke’nin (2016)
6z-yansitma (st bilis) boyutu ile 6rtismektedir.

Oz-belirlenimli 6grenme-hetagoji dgreneni dzgiirlestiren (emancipation), 6grenenin kendini
gerceklestiriimesi yoniinde 6grenme becerilerini yetkinlestirmesine olanak veren, 21. ylizyll 6grenme ve
o6gretme becerileri ile uyumlu, 6grenme ortamlari yapilandiriimasina olanak veren butincil bir yaklasim
olarak konumlamanin uygun olacagi diistintilmektedir (Hase & Blaschke, 2021). 21. yizyilda, 6grenenlerin
kendi iradesi dogrultusunda 6grenme siireclerini yonetme becerilerini kazanmalari, kendi 6grenme
yetkinliklerini gelistirme becerisine sahip olmalari, 6zgirlestirici bir 5grenme (Freire, 2008) icin gerekli ve
elzemdir. Ancak, 6grenenin tek basina bu becerileri kazanmasi ve sirdirmesi beklentisi de bir o kadar
yanilticidir. Bu gercevede, 6grenme 6gretme sireglerinin bitin bilesenlerinin 6z-belirlenimli 6grenme ilke
ve yaklasimlari cercevesinde yeniden yapilandiriimasi ve yayginlastiriimasi énemlidir (Akyildiz, 2019;
Dulkadir-Yaman, 2018; Oktay, 2021). Dulkadir-Yaman (2018) hetagojik 6grenme ortamlarinin
yayginlastiriimasi gerekliligine yonelik gecis slrecinin baslayabilmesi icin, 6ncelikle hetagojik 6grenme
ortami ve egitim tasarimlarinin 6grenenlerin ihtiyaglari dogrultusunda yapilandirilmasi gerektigine dikkat
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¢ekmistir. Bu yapilandiriima igin 6ncelikle hetagojik 6grenme beceri diizeylerinin 6lgliimesi gerekli ve
onemlidir.

ilerleyen dénemlerde hetagojik becerilerin tespit edilerek, gelistiriimesine yonelik aile, okul
yasantilarina iliskin arka plan dinamiklerini ortaya koyan arastirmalar kurgulanabilir. Sorgulamaya dayal
ogretim ve etkilesim temelli yéntem ve tekniklerle birlikte hetagojik 6grenme becerilerini gelistirmeye
yonelik deneysel ve tarama calismalari yapilabilir. Oz-belirlenimli égrenme becerilerinin Universite
ogrencilerinin bolum, sinif, akademik basari, cinsiyet gibi degiskenlere gore farklilasip farklilagmadigini
belirlemek ve farklihg saglayan degiskeni tespit edebilmek icin arastirmalar yapilabilir. Orta ve ileri
yetiskinlik donemine iliskin 0z-belirlenimli 6grenme becerileri incelenebilir. Okul disi 6grenme
ortamlarinda hetagojik 6grenme becerilerinin gelistirilmesi igin ylz ylize ve ¢evrim igi egitim tasarimlari
yapilabilir. Gelistirilen bu 06lgegin ilgili konuda yapilacak yeni arastirmalara kaynak olacagi
ongorilmektedir.

Yazar Katki Orani
Her iki yazar da esit ve dengeli sekilde arastirmaya katki koymustur.
Etik Beyan

Bu arastirma siirecinde “Yiksekégretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi’nde yer
alan tim kurallara uyulmus, etik kural ihlaline meydan verecek higbir etkinlik gergeklestirilmemistir.
Arastirma igin Maltepe Universitesi Etik Kurulu’ndan 2022/15-15 karari ile onay alinmistir. “Yiiksekdgretim
Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde” yer alan tim kurallara uyulmus ve yonergenin
ikinci boliminde yer alan “Bilimsel Arastrma ve Yayin Etigine Aykiri Eylemlerden” higbiri
gerceklestiriimemistir.

Catisma Beyani

Yazarlar galisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar catismasi bulunmadigini beyan
etmektedir.
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