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Dear Readers,

We are delighted to present you the March 2023 issue of the Journal of Limitless Education
and Research.

The aim of our Journal, which has been published continually by the Limitless Education and
Research Association (SEAD) since 2016, is to contribute scientifically to the field of education and
research. For this purpose, priority is given to publishing theoretical and applied studies and sharing
scientific information at national and international level.

The Limitless Journal of Education and Research is published three times a year, scanned in
various national and international indexes, and receives numerous citations. Our Journal with an
impact factor of 0.5 in SOBIAD 2021 is among the first 90 journals published in our country.

SEAD Journal is published with the scientific contributions and support of academicians
working in Turkey and abroad, such as articles, research and projects. Our journal has been
publishing for eight years without compromising its academic and scientific quality. We would like
to thank all the editors, writers, referees and translators who contributed to the preparation and
publication of our journal.

In this issue of our journal, as in other issues, five scientific research and articles related to
education are included. These studies are presented in two languages, Turkish and English.

We hope that our journal will make significant contributions to the field of education and
research. With our best regards.

LIMITLESS EDUCATION AND RESEARCH ASSOCIATION
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Degerli Okuyucular,

Sizlere Sinirsiz Egitim ve Aragtirma Dergisinin Mart 2023 sayisini sunmaktan mutluluk
duyuyoruz.

Sinirsiz Egitim ve Arastirma Dernegi (SEAD) tarafindan 2016 yilindan bu yana kesintisiz olarak
yayinlanan Dergimizin amaci, egitim ve arastirma alanina bilimsel yonden katki saglamaktir. Bu
amagcla kuramsal ve uygulamali calismalari yayinlamaya, bilimsel bilgileri ulusal ve uluslararasi
dizeyde paylagsmaya oncelik verilmektedir.

Sinirsiz Egitim ve Arastirma Dergisi, yilda Ug¢ sayl olarak yayinlanmakta, gesitli ulusal ve
uluslararasi indekslerde taranmakta ve cok sayida atif almaktadir. SOBIAD 2021 yil etki faktérii 0,5
olan Dergimiz, lilkemizde yayinlanan ilk 90 dergi arasinda yer almaktadir.

SEAD Dergisi, yurt ici ve yurt disinda gorevli akademisyenlerin makale, arastirma, proje gibi
bilimsel katki ve destekleriyle yayinlanmaktadir. Akademik ve bilimsel kalitesinden 6diin vermeden
sekiz yildir yayin hayatini siirdirmektedir. Dergimizin hazirlanmasi ve yayinlanmasinda emegi gegen
bitlin editor, yazar, hakem ve ¢evirmenlere tesekkir ediyoruz.

Dergimizin bu sayisinda diger sayilarda oldugu gibi egitimle ilgili bes bilimsel arastirma ve
makaleye yer verilmistir. Bu calismalar Tiirkce ve ingilizce olarak iki dilde sunulmustur.

Dergimizin egitim ve arastirma alanina 6nemli katkilar getirmesini diliyoruz. Saygilarimizla.

SINIRSIZ EGIiTiM VE ARASTIRMA DERNEGI
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What is Inference? How to Develop It?

Prof. Dr. Firdevs GUNES, Ankara University, firdevs.gunes@gmail.com, 0000-0002-9449-8617

Abstract: The purpose of reading is comprehension. Comprehension means receiving and
learning the information in the text. In this process, a series of complex operations are performed in our
minds. The meanings of the words and sentences read first are found, and the meaning of the text is
reached by combining them. However, these processes are not enough to understand a text in depth. In
addition to these, it is necessary to examine the information in the text, to establish a connection between
them, to find the main idea and to make inferences. Making inferences means finding information that is
not explicitly given in the text and filling in semantic gaps. For this, we go from the known to the unknown
and try to discover the tacit information in the text. Studies to develop this skill begin in the pre-school
years. In primary school, first oral and then written inference studies are carried out and various
techniques are taught. However, studies in the field show that some students have difficulties in making
inferences, do not understand the text well, and the inference process is not well taught. This article
focuses on developing students' inference skills. For this purpose, first the concept of inference and its
functions are explained, its types and classifications are given. Then, the stages of inference teaching and
the activities to be done are emphasized. Attention is drawn to what the teacher should do to develop
this skill. At the end of the article, some techniques are suggested to improve students' inference skills.

Keywords: Understanding, Inference, Mental model.

Cited in: Gunes, F. (2023). What is inference? How to develop it?, Cikarim nedir? Nasil gelistirilir?. The Journal of
Limitless Education and Research, Sinirsiz Egitim ve Arastirma Dergisi, 8(1), 1-36. DOI: 10.29250/sead.1199791.
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Firdevs GUNES

1. Introduction

Best way to learn about the world is through reading. Reading opens the doors to all the
treasures of knowledge and takes individuals to other worlds. The reader who wanders between
the pages of a book travels to other eras and cultures. By reading, one gains new knowledge,
learns, enriches his/her vocabulary, and communicates more easily. Reading also develops
mental processes and skills. Just as nutrition and exercise are essential for the body, reading is
also equally beneficial for the mind. In order to be fit and productive, our brain, like all the
muscles in our body, must be constantly active. Reading stimulates the mind and develops
language, mental, emotional, and social skills at an advanced level. Additionally, it facilitates
mental processes such as thinking, questioning, understanding, researching, and analyzing and
synthesizing information. Therefore, it contributes to an individual's self-improvement and helps

to shape their future.

Primary goal of reading is to understand. This means obtaining, interpreting, and
learning the information provided in a text. This process occurs through a complex series of
mental operations in our minds. First, elements such as letters and syllables are combined to
form words, and then the meaning of each word is combined to understand the text. However,
these operations alone are not sufficient to deeply understand a text. To fully comprehend a
text, it is necessary to activate prior knowledge, examine and question the information and ideas
presented, and establish connections within the text. In this process, it is important to not only
consider the information explicitly stated in the text, but also to find implicit meanings. A
student's success in comprehending what they read depends on their vocabulary, ability to
interpret sentences, understand pictures, and make inferences. In other words, making
inferences is necessary when trying to understand a text. Making inferences, or "reading
between the lines," allows us to find implicit information in a text. Therefore, it is easier to

establish connections between explicit and implicit information in a text.

When examining the historical development of inference, it can be seen that until the
20th century, inference was a subject of study in philosophy. Philosophers established a
relationship between thinking and inference and emphasized the process of inference to
develop thinking skills. However, this understanding began to change in the second half of the
20th century, and linguists and cognitive psychology experts focused on the importance of
making inferences in the process of understanding texts. Soon after, experts in cognitive

psychology such as Johnson-lLaird, Van Dijk and Kintsch (1983) developed the first
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comprehension models and included the process of inference in these models. Inference-
making quickly spread in the field of language education and became an important component

of efforts to improve students' comprehension skills.

Today, inference is recognized as a mental activity that forms the basis of the
comprehension process and develops reading and comprehension skills. During reading, it helps
to reach new meanings by establishing connections between the information in the mind and
the information in the text (Vlad, 2011). Thus, it aids in the student's linguistic, mental, and social
development. This skill is developed gradually through listening, visual reading, and speaking in
the pre-school period, and through reading and writing in school years. In other words, first the
oral inference skills are developed, and then the written inferences are taught in schools along
with reading and writing. As students' reading skills progress, their written inferences also

develop.

There are various types of inferences, but in daily life, verbal, visual, and written
inferences are mostly used. Verbal inferences are naturally learned through speaking,
communication, and interaction. These are necessary for maintaining household, work, and
social life. As is well known, the number of words used in oral language is quite limited. Verbal
expressions are quite simple and based on mutual interaction. Emphasis, intonation, and body
language are utilized. Therefore, making inferences in verbal language is easy. However, written
inference is different. In written language, there is interaction with the text instead of
interaction between people. The reader cannot receive feedback from the text immediately.
They must sustain a long and solitary communication with themselves. The number of words
used in written language is very rich. The structure of written expressions is complex and varied.
The reader must evaluate these and understand them on their own. Therefore, unlike verbal
inferences, written inferences are systematically developed in schools through education.
Written inferences require learning to read, developing reading skills, and continuous reading.
During this process, various types, methods, and techniques are utilized. These provide

significant contributions to the development of higher-level comprehension skills.
1.1. What is Inference?

"Inference" is a concept used in various fields such as language, social sciences, natural
sciences, mathematics, art, logic, and philosophy. It has different types such as verbal, written,

visual, logical, and mathematical inferences. However, generally what comes to mind is the
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processes used to understand a verbal or written text. Sometimes, reading between the lines is

also referred to as inference. Inference can be found in Turkish and foreign dictionaries as;

* Act of subtraction (TDK, 2022),

* The process of inferring the truth of a proposition that is not directly known, based on
its connection to other propositions accepted as true, is called inference. (TDK, 1975),

* The action of deriving a conclusion from a fact or a situation. (Dictionnaire Frangais,
2022),

* The word itself means finding, producing, claiming, inferring, or concluding. In general,

it refers to the process of drawing a conclusion from a fact, event, or statement (La Toupie, 2022).

As seen in the dictionaries, the concept of inference is defined as the process of
deduction or the result of deduction, with emphasis on its aspects such as "operation, process,
result". However, in the explanations given by experts, the concept of inference is examined in

a broader and more detailed manner. Some of these explanations are given below.

* In the process of reader inference, the reader understands, interprets, combines,
summarizes, and creates a new conclusion from the message given in a text. To achieve this, the
reader needs to carefully examine the elements of the message, the connections between them,
the language and expressions used, the conditions and situations given. According to
Cunningham (1987), inference requires the reader to reason and establish connections between

information.

* Since an author cannot express everything in a text, some important parts are left for
the reader to find. These are called implicit information. Inference is the mental production of
implicit information by the reader to better understand the text. To do this, the reader needs to
combine relevant information, their own knowledge, and clues to find information that is not
explicitly stated in the text and establish causal relationships (Giasson, 1990).

* According to Michel Fayol (2000), inference is making interpretations about
information that is not explicitly stated and making connections that are not apparent in the
text. The reader finds these implicit elements and interprets the connections between them
(Fayol, 2000). This process, i.e., making inferences during reading, plays a central role in the
process of understanding.

* To talk about inference, the reader needs to go beyond the actual meaning of the text,
to go deeper than the surface level meanings and make inferences (Giasson, 2011). Inference is

likened to an iceberg. It is the process of finding the unseen information in the depths based on
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the information seen on the surface of the text. The reader adds information not explicitly stated
in the text to understand the text.

* According to the constructivist approach, it is necessary to create mental images about
the content of a text in order to understand it. Mental images are produced by combining the
information in the text with the reader's prior knowledge. This process of combining information

forms the basis of making inferences (Campion & Rossi, 1999).

* Inference encompasses all mental processes that form the basis of reasoning, allowing

one to reach a conclusion by starting from a premise (La Toupie, 2022).

* Reading inference refers to the cognitive processes involved in interpreting and
understanding a text by making connections between explicitly stated information and implied
meanings. Inference involves drawing conclusions and making assumptions based on contextual
cues and going beyond the surface level of a text to gain a deeper understanding. For example,
areader who reads that the sky is covered with clouds may infer that it will rain. Inference allows
readers to create new meanings based on the information presented in a text (Bianco, 2003;

Goigoux, 2000; Goigoux & Richard, 2002).

* Inference is to discover the written information given in the text, to find the
information that is not given, and above all to understand between the lines in order to
understand a text. Thus, reading means not only understanding words and sentences, but also

reaching the deep meanings of the text (Makdissi, Boisclair & Sanchez, 2006).

Expert explanations show that inference is a mental skill and can be approached in two
ways. The first is based on the text, which are called textual or logical inferences. The second is
based on the reader's prior knowledge, which are called optional or useful inferences. However,
it can be difficult to make a clear distinction between textual and prior-knowledge inferences

during reading.

The process of inference is sometimes confused with making predictions. However,
there are important differences between the two. Inference is the act or process of reaching a
conclusion about a subject based on known facts, clues, and evidence. In inference, existing data
is examined, various clues are used to reach a conclusion. In the process of inference, correct
assumptions are combined, connections are made between them, and new ones are created.
Important methods such as deduction, induction, observation, and analytical thinking are used

in the process of inference. In this sense, inference is a useful activity that contributes to science.
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On the other hand, prediction is an explanation about what might happen or be expected in the
text. In reading, prediction is used to anticipate the content of the text or future events by
combining the reader's prior experience with information such as headings, subheadings,
pictures, and diagrams. For this purpose, questions are asked before and during reading, and

predictions are either confirmed or refuted after reading.

In conclusion, inference is a mental process carried out by using clues in the text. This
process is not about explaining known or given information in the text, but rather necessary
operations for better understanding the text. In the process of inference, all clues in the text are
identified, examined, and combined. The reader first finds the basic meaning in the text and
then tries to reach deeper meanings. In short, inference is all the mental processes carried out
to find the information not explicitly stated in the text and to understand the text better. In short

inference is;
¢ Establishing logical connections within and outside the text,
* Going beyond the literal meaning,
* Finding what the text does not imply,
* Combining the information in the text with prior knowledge and cultural experiences,

* Generating new information by interpreting the text or visuals, are the processes

involved.
1.2. How to make an inference?

First studies on inference began in the 1970s. These studies cover the reader's
grammatical skills and the inferences made based on them. These are mostly text-based
inferences. In the second wave of research, dialogues were examined, and useful inferences
such as those related to the reader's purpose in the communication process were emphasized.
In the third wave of research, inferences made by combining the reader's prior knowledge with
information taken from the text were examined (Campion & Rossi, 1999). The first inference
studies were related to simple inferences. These inferences are aimed at the "finding" dimension
of what is not given in the text. In the second wave of research, the "process" dimension of
inference was emphasized, while in the third wave of research, the "product" dimension was
emphasized.

® The "finding" dimension refers to the process of determining what a text or written

message is and what it means.
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* The "process" dimension involves identifying the mental processes that are effective in
understanding the text and the information obtained from it.

* The "product" dimension involves creating new meanings by combining the

information in the text with prior knowledge, and developing knowledge and skills.

Today, making inferences is considered a mental process that involves a series of
operations. In this process, operations such as thinking, understanding, exploring, questioning,
researching, identifying the clues presented in the text, making connections between them,
interpreting, predicting, evaluating, etc. are performed. As a result of these operations,
information that is not explicitly stated in the text is discovered, and new knowledge is
produced. In other words, it is produced by combining the information in the text with the
reader's prior knowledge. When making inferences while reading, the student uses their prior
knowledge, all the information provided in the text, and various clues (McEwan-Adkins, 2017).
Thus, the reader and the writer's information are combined, and missing information and

elements are found, filling in semantic gaps.

The process of inference is an active process. The reader actively explores the
information in the text and follows processes similar to problem solving in order to arrive at a
conclusion. In other words, inferences are made by using concrete clues given in the text, not
by imagining. This practice contributes to finding what the writer did not say and understanding
the text. This is because writers do not always explain everything in detail in the text. Sometimes
it is impossible, or unnecessary, for the writer to say everything in the text. Some topics are left
for the reader to think about. To discover such situations, students are taught to go beyond the

text and make inferences (Glnes, 2013).

In the process of making inferences, various sources are utilized to identify clues in the

text, establish logical connections between them, and create new information. These are;

* The title of the text,

* Images in the text,

* Information and examples presented in the text,

* Words and phrases used in the text,

* Typography and page layout used in the text,

* Personal knowledge, experience, and culture.

* To create meaning, information is combined and integrated. (Gorzegno, Legrand,

Virely & Gallet, 2011).
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1.3. Functions of inferences

Texts are structures in which information, emotions, and thoughts are placed. In these
structures, information is not arranged in a sequential manner, but rather in a logical order. That
is, the words, sentences, and paragraphs in a text are not placed randomly, but are arranged in
a specific order and in accordance with the rules of grammar. As a result of this process,
meaningful structures consisting of consecutive sentences, words, and visuals are created. The
logical arrangement of information is made in order to facilitate the flow of information between
the writer and the reader and to ensure mental interaction (Glines, 2013). This structure ensures
the creation of a coherent text that the reader can understand. Making inferences is also an
important way to understand a coherent text. Inference allows the reader to go beyond the
information presented in the text using their prior knowledge and discover the deeper meanings
of the text. It also helps the reader to place the information obtained from the text in their
mental model and enrich their mental models. In this way, inference has two main functions: to

enhance understanding and to develop the mental model.

Makdissi, Boisclair and Sanchez (2006) identify five basic functions of inferences in the

process of understanding a text. These are;
* Resolving and clarifying the uncertainties in the meaning of written words,
* Establishing connections between information,
* Placing related information from the text into mental models,
* Detecting abnormal situations in the flow of events,
* Predicting the cause and effect of an event (Makdissi, Boisclair & Sanchez, 2006).

The process of making inferences directly affects the development of students'
understanding models and language, mental, and social skills. Determining the presented
information in the text contributes to developing good comprehension and questioning skills.
Therefore, the skill of inference is directly taught to students through education (Giasson, 1990).
Initially, students may face some difficulties in expanding or making inferences based on the
information they gather from the text. During this process, students are asked questions such
as "Does the author clearly express their views? Is the message clear? Is the text
understandable? Are the opinions in the writing easily detectable?" Then, they move on to
inference-making practices. Students who learn to make inferences well also learn to read

between the lines in the text.
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2. Types and Classification of Inferences

When the studies in the field related to inferences are examined, it is seen that there
are different types and classifications that vary according to the author's perspective. These
include the studies conducted by Cunningham (1987), Giasson (1990, 2011), Johnson and
Johnson (1986), and Bianco and Coda (2002). The types and classifications addressed in these
studies are briefly summarized below. Then, in order to provide a simple, easy-to-remember,
and practical classification to students and teachers, the types of inferences are categorized into

three headings based on the study proposed by Bianco and Coda (2002).
2.1. Cunningham's (1987) Classification

Cunningham (1987) classifies inferences made to understand a text into three main
groups. These are logical, useful, and creative inferences (Giasson, 1990; Cunningham, 1987;

Vlad, 2011).

* logical Inferences: These are common, non-interpretive, logical, and text-based
inferences that are shared by all readers. They are based on the text and used to understand it.
These inferences are found by combining information from a single sentence or from multiple
sentences in the text. Sometimes, they also rely on the expression and grammar used in the text.
In short, these are inferences that are based on presented or known elements in the text. These

types of inferences are easier to make in longer texts.

* Useful Inferences: These are partially correct inferences based on the reader's personal
knowledge and experiences. The reader creates these inferences by combining the information
in the text with their prior knowledge and using their mental schema. According to Cunningham
(1987), an inference that is used as a tool to understand the text is a useful inference. Useful

inferences are classified as location, person, time, tool, object, etc.

* Creative Inferences: These inferences are specific to a few readers. According to
Cunningham (1987), if a conclusion is not shared with other readers, it is a creative conclusion.
They are inferences that are completely based on the reader's personal knowledge and
experience and have low accuracy. It is realized as a result of the reader's interpretation of the
text. These inferences enrich the reader's knowledge and enable various mental operations

about the text (Giasson, 1990; Cunningham, 1987; Vlad, 2011).
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2.2. Johnson and Johnson’s (1986) Classification

Johnson and Johnson (1986) classified useful implications under ten headings based on
the reader's knowledge and mental schemas. He listed these as place, person, time, action, tool,
class, object, cause-effect, problem-solution, feelings-attitudes. In this study, we went from easy
to difficult, inferences about place took the first place, and emotions and attitudes took the last
place. These are widely used during reading. In inference education, this ordering is used

(Giasson, 1990; Johnson & Johnson, 1986). This ranking and classification is given below.

* Place: Where, in which physical environment, country, building, street, etc. is the event

going on?

¢ Person: Who did this? What did the speaker do?

* Time: At what moment, period, time of day, season, year does the event take place?
* Event: What happened? What event took place?

¢ [tem: Which items were the problem?

* Group: Which items can be grouped? Under what name can words be collected?

* Tool: Which tools does the person use? What do these items do? What to do?

* Cause/effect: What was the result of this? What is the reason for this result?

* Problem/solution: Which problem has been solved? How to solve this problem?

* Emotions/attitudes: What are people's attitudes? What feelings does the person have?

(Glnes, 2013).
2.3. Bianco and Coda’s (2002) Classification

It is a classification made in recent years and accepted in the field. In this classification,

inferences are handled in two main categories as necessary (mandatory) and optional.

* Necessary (Mandatory) Inferences: Inferences that are the basis of understanding the
text. These are aimed at establishing a link between the small and large structures of the text
and protecting the integrity of the text. Necessary (mandatory) inferences are grouped under

three headings as anaphoric, lexical, and causal.

* Optional Inferences: Inferences that are not necessary (mandatory) to understand the

text while reading. It is intended to enrich the reader's mental representation of the text. These
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are grouped under the headings of predictive, logical, and useful inferences. Detailed

information on these inferences is presented below.
3. Current Classification

This study was conducted to present a simple, useful, and easy-to-remember
classification to practitioners in the field. For this purpose, first all inference types were
examined and listed. Then, based on Bianco and Coda's (2002) classification, it was grouped into
three main categories. These are named “Required, Optional, and Context- Based Inferences”.
Anaphoric, lexical, causal, and instrumental inferences are in the first group, thematic and
predictive inferences are in the second group, and logical and useful inferences are in the third

group. These are briefly summarized below.
3.1. Required (Mandatory) Inferences

They are inferences that are essential for understanding the text while reading. It
provides to establish connections between different structures and sentences of the text. There
are several types of necessary inferences. These are listed as anaphoric, lexical, causal,

instrumental inference (Giasson, 2011).

3.1.1. Anaphoric Inference: A word or group of words and pronouns, adverbs,
synonyms, etc. in the text are inferences that involve making a connection between an element.
In other words, it is the association of a pronoun with a word or group of words presented in
the text. It is at the grammatical level. For example, “Ayse came first. She won all three
competitions she participated in yesterday.” According to Bianco and Coda (2002), anaphoric
inferences are understanding the connection between a word and its referent. If the student
cannot connect a pronoun or a word group with the referent it is associated with, it becomes

difficult to understand the text and the level of comprehension decreases.

3.1.2. Lexical Inference: It is the process of finding the meaning of an unknown word
based on known elements in the text. Lexical inference refers to inferences made to understand
a word that is not in the reader's mental dictionary, unknown or newly encountered in the text
(Makdissi, Boisclair & Sanchez, 2006). For example, if a person is asked the meaning of the word
"word", he has little chance of answering. If the same person reads the sentence “He bought a
word from the market to make dolma,” he can deduce the meaning. It is generally produced by
utilizing the information and preliminary information found near the unknown word in the text.

This inference makes it easier to understand words that are not in the reader's mental
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dictionary. With this inference, the reader fills the lack of meaning based on the information and

prior knowledge in the text.

3.1.3. Causal Inference: This inference is aimed at understanding an (implicit) causal link
between several events (Fayol, 2000). For example, “Ayse took an aspirin. Headache is gone. It
is a causal inference if it is related to the events described elsewhere in the text, caused by
events that occurred earlier in the text. This inference ensures that a causal connection (cause
and effect) is established between at least two elements in the text or not. This inference is used
in the narrative text to establish connections between the initial situation and the problem,
between the characters' actions or their attempts to solve the problem. In an informative text,
causal inferences are used to link an event and its effects, or a problem and its solutions. If the
causal link between a situation and its source is not sufficient, it is difficult for the reader to

understand the text.

3.1.4. Instrumental Inference: These are inferences made about objects or methods in
a text read. It also means inferring the objects or tools used to perform certain actions. For
example, “Miray brushed his hair”, “Omar cut the rope of the package”, such as finding the tools

used in the sentences.

3.2. Optional Inferences

These optional inferences contribute to enriching the reader's mental representation of
the text. It also gives the reader the opportunity to deepen their thoughts about the text and
examine the details. They are often referred to as useful implications. Thematic and predictive

inferences are covered in this group.

3.2.1. Thematic Inference: Also called subject-based inference. This inference
contributes to determine the theme of the text, that is, the subject, main idea, and title of the
text. For example, as in the sentence “Thousands of pearls fell from the sky and a white carpet
was formed on which the children played with joy.” Even if the reader does not correctly identify
the theme of a text at the beginning, after reading the text, he can infer the theme of the text
based on the information it contains. Thematic inferences are necessary to maintain the overall

coherence of the text.

3.2.2. Predictive Inference: It is the reader's guesswork about the text content or the
result. Predicting the continuation of the text while reading is often considered optional as it is

not necessary. Predictive inferences include predictions about what will happen next in the text
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read. These inferences approximate the action or outcome described later in the text. For

example, “Omer’s cheek was swollen and he was writhing with pain.”
3.3. Contextual Inferences

Contextual inferences situation in the text sometimes required and sometimes optional.
In some contexts, inference is mandatory. However, not all of them are mandatory, some are

optional. These are grouped under two headings as logical inferences and useful inferences.

3.3.1. Logical Inferences: These are logical and text- based inferences that are not based
on interpretation. They are produced to better understand the text and is the result of
combining the information in the text. These inferences are sometimes optional, depending on
the context. Sometimes they are made mandatory. Logical inferences mean only a possible
answer from the text read, and lead to a single and definitive conclusion (Giasson, 2011). For
example, based on the information in the text, “Miray is bigger than Ozle and smaller than

Omer.”

3.3.2. Useful Inferences: It is produced because of the links established between the
text content and the reader's prior knowledge. Useful inferences are divided into various types
such as person, place, time, action, tool. They require the reader to make a connection between
his own information and the information implied in the text (Giasson, 2011). They are inferences
made about different elements of the text. They contribute to the discovery of various
information. For example, the physical environment of the story, the age, the character being
portrayed, or the identity of an object, a character, etc. It varies according to the information
intended, such as logical inferences. That is, it is made mandatory or optional from one context
to another. This inference is considered necessary if the content to be extracted is very important
in the text and its absence prevents understanding of the text. On the contrary, if the inference
is related to an element in the text and more details are sought, this inference is optional.
Johnson and Johnson (1986) classified useful implications under ten headings based on the
reader's knowledge and mental schemas. He listed these as place, person, time, action, tool,
class, object, cause-effect, problem-solution, feelings-attitudes. The overarching inference

classification is shown in Figure 1.
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Current
Classification
Implications

Necessary Optional Contextual
Inferences Inferences Inferences

* Anaphoric

* Lexical * Thematic * Logical

¢ Causal * Predictive e Useful

* Instrumental

Figure 1. Inference classification
4. How is it Taught?

Most students are not successful enough in making inferences. This is evident in
international studies such as PISA and PIRLS. In order to solve this problem in developed
countries, an explanatory education is given with the direct education model. In the training
process, activities such as finding clues from the text, making predictions using them, selecting
some of these predictions, trying them and verifying them are emphasized. In other words,
studies are carried out to find the implicit or hidden meaning in the text. Research on the subject
shows that poor readers cannot make inferences and do not understand texts well. For this
reason, inference education is started at an early age, and it shows that inference education
given at the age of 7-10 improves comprehension skills (Bianco, 2003; Fayol, 2004; Goigoux,

2000).

In the inference process, the information in front of the eye and the information behind
the eye, that is, the information in the text and in the mind, are combined. For this reason, a
systematic training program is being prepared from easy to difficult. In most countries, inference
education begins at the pre-primary stage and verbal inference activities are taught first.
Inference education from written texts starts in primary school (Vlad, 2011). In primary school,
simple inferences are given first, and higher-level inferences are gradually introduced. For
example, in some countries, " place, person, time, event and thing " inferences are given in the
1t and 2" grades of primary school, and " place, person, time, action, tool, class, cause-effect "
inferences are given in the 3™ and 4™ grades, 5" and in the 6 grade, " action, tool, class, cause-

effect, problem-solution, emotion and attitude " inferences are taught (Giasson, 2008). In our
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country, inference is taught starting from the 3™ grade of primary school with the acquisition of

"Makes inferences from what they read" in the Turkish lesson curriculum.

4.1. Direct Instruction: The most effective application for teaching the inference
strategy is the direct instruction model. With this model, firstly, explanations about inference
are given in the teaching process, and then students are guided for good implementation. With
these studies, it is aimed to implement the strategy consciously and correctly and to develop
inference skills. The basic steps to be applied in teaching the inference strategy and the studies

to be carried out are given below (Glines, 2021; McEwan-Adkins, 2017).

1) Defining the strategy: The teacher gives the name, meaning and explanation of the
inference strategy in language appropriate to the students. That is, it names and defines the
strategy. Then they explain, demonstrate, and prove the benefits for themselves from learning

this strategy. It lists and gives examples of the various benefits they will derive from this strategy.

2) Modeling: To make the process transparent the teacher clearly reveals all reasoning
processes with questions such as “what, why, how, when, where”. Thus, students see the mental
operations and processes used by the teacher as an expert to implement the inference strategy.

At this stage, the modeling should be done well.

3) Guided practice: It is the stage where the strategy is implemented in the presence of
the teacher. At this stage, additional explanations, hints, feedback, etc. are provided for students
to put what they have learned in their minds. They need appropriate time to synthesize them.

It also requires discussing strategies, teamwork, and collaboration with students.

4) Independent practice: At this stage, students work alone and apply the inference
strategy they have learned. Students are given additional work and exercises that they need to

use the new strategy with ease.

5) Feedback and questions: Giving feedback on the strategy helps prevent mistakes or
misapplications. For this, the student is asked to verbalize and explain each stage during

learning.

6) Implementation development: Now the students have in-depth knowledge of the
inference strategy. They make one or more practices to internalize and automate this learning
(Gunes, 2021; McEwan-Adkins, 2017). At this stage, the teacher should show the student what

he has learned. Thus, the student transfers what he has learned to other fields.
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In the process of inference education, the teacher should present a thinking model to

the students aloud. Then he should interpret the clues given in the text and have the students
do the same. He should make inferences himself, exemplify this, ask various questions to the
students, and discuss which clues can be made from which inferences can be made. The student
should make inferences by himself based on the clues given in the text and verify them. In other
words, the inference process should be carried out with a direct instruction model. Teachers
should choose and apply inference types according to students' level. 15-30 minutes should be
allocated to each. The important thing is to establish a good foundation and carry out

systematically (Giasson, 2008; Glines, 2013; McEwan-Adkins, 2017).

4.2. Skill Development: It is a skill developed by applying inference. For this purpose,
teachers and parents can do some work. These contribute to finding the implicit information in
the text and increasing the level of reading comprehension of the students. Some studies to

improve inference skills are listed below.

1) Identifying important elements: Finding, identifying, etc., clearly written with
important elements in the text. The studies make it easier for the student to find the latent

items.

2) Linking information: After determining the necessary elements to understand the
text, the student should be encouraged to use their prior knowledge. Information about the
world and daily life is the basis for making inferences. This situation should be explained to the

student and it should be shown with examples to establish connections between information.

3) Reasoning: The teacher should explain with examples how the reasoning is done in
order to identify the implicit elements in the text. Thus, it gives students a reasoning model that

they will use later and generate new knowledge.

4) Asking questions: Asking students questions in the inference process is the most
effective way to encourage them to go beyond the information given to them. For example, if
the text reads “Ali wore his scarf and beret to face the arctic cold, ” various questions should be
asked of the students to determine when the action took place. A good way to encourage them

to read between the lines is to ask questions.

McEwan-Adkins (2017) explains the questions to be asked to students during the

application to improve their inference skills as follows;

*What does the author say clearly in this text?
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*What does the author mean, but what elements or information does he not give in the
text?
*What can you say about this clue in the text, based on its preliminary information?

*What can you say about this subject based on the clues in the text?

Giasson (2011) offers some suggestions to teachers to facilitate the inference teaching

process and improve their students' skills. These are given below.

1. Explain to students what an inference is and how to answer an inference question or

where to find the answer,
2. As an expert reader, use reading aloud to model how inference will be made,

3. Discuss as a group to ensure a good understanding of a text in class. In this process,
“Why?” Ask the inference questions immediately after the question. For example, “How do you
know? How do you know?" like. This question allows students to describe the path they took to
find the answer, the connections made, helpful hints from the text, and personal experiences

used to get there.
4. Choose texts suitable for students' reading level,

5. Use students' mental models to visualize the scene or character in a novel (Giasson,

2011).
5. Conclusion

Inference is an important component of students' reading, comprehension, and mental
model development. During inference, tacit information in the text is found by combining the
reader's preliminary information with the information in the text. The inference process directly
contributes to the development of students' language, mental and social skills. It also helps to
develop skills such as linking information, watching information, events, and examples in the
text, estimating, enriching mental models, and evaluating. For this reason, it is necessary to
teach the inference process well to students from an early age. However, studies show that most
students have difficulty in making inferences and cannot answer comprehension questions
correctly. This is due to the lack of knowledge about inference or not being taught well. As a
result, it is recommended to teach students the inference process well, to develop the necessary

skills and to increase the level of understanding.
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1. Girig

Dinyayi 6grenmenin en iyi yolu okumadir. Okuma, bitlin bilgi hazinelerinin kapisini
acmakta ve bireyi baska diinyalara tasimaktadir. Kitabin sayfalari arasinda gezinen okuyucu
baska caglara ve kiltirlere gitmektedir. Okuyarak yeni bilgileri almakta, 6grenmekte, kelime
bilgisini zenginlestirmekte ve daha kolay iletisim kurmaktadir. Okuma ayni zamanda zihinsel
islem, slirec ve becerileri gelistirmektedir. Beden i¢in beslenme ve spor ne kadar gerekli ise zihin
icin de okuma o kadar yararl olmaktadir. Zinde ve verimli olmak icin vicudumuzdaki bitin
kaslar gibi beynimizin de siirekli aktif olmasi gerekmektedir. Okuma zihni uyarmakta, dil, zihinsel,
duygusal ve sosyal becerileri Uist diizeyde gelistirmektedir. Ayrica diisiinme, sorgulama, anlama,
arastirma, analiz-sentez yapma gibi zihinsel islemleri kolaylastirmaktadir. Boylece bireyin

kendini gelistirmesine ve gelecegine yon vermesine katki saglamaktadir.

Okumanin birinci amaci anlamaktir. Metinde verilen bilgileri almak, yorumlamak ve
dgrenmek demektir. Bu siire¢ zihnimizde karmasik bir dizi islem sonucu gerceklesmektedir. Once
harf, hece gibi ogeler birlestirilerek kelimelere ulasiimakta, ardindan her birinin anlami
birlestirilerek metin anlasilmaktadir. Ancak bir metni derinlemesine anlamak igin bu islemler
yeterli degildir. Metni iyi anlamak icin 6n bilgileri harekete gecirme, metinde verilen bilgi ve
distnceleri inceleme, sorgulama, metin ici baglar kurma gibi islemler de gerekli olmaktadir. Bu
siirecte sadece metinde verilenleri degil, verilmeyenleri de bulmak gerekmektir. Ogrencinin
okudugunu anlama basarisi, kelime bilgisi, cimleleri yorumlama, resimleri anlama ve ¢ikarim
yapma becerilerine bagh olmaktadir. Yani bir metni anlama sirasinda ¢ikarim zorunlu olmaktadir.
Cikarim yapma veya “satir aralarini okuma”, metindeki 6rtik bilgiyi bulmayi saglamaktadir. Bu

nedenle metindeki bilgilerle ortiik bilgiler arasinda bag kurma islemi daha kolay olmaktadir.

Cikarimla ilgili tarihsel gelismeler incelendiginde, g¢ikarimin 20. ylzyila kadar felsefenin
calisma konusu oldugu goriilmektedir. Felsefeciler uzun yillar diisiinme ile gikarim arasinda iliski
kurmus ve disiinmeyi gelistirmek icin ¢ikarim islemine agirlik vermislerdir. Bu anlayis 20. yiizyilin
ikinci yarisindan itibaren degismeye baslamis, dil bilimciler ve bilissel psikoloji uzmanlari, metni
anlama siirecinde ¢ikarim yapmanin dnemine egilmislerdir. Cok ge¢meden bilissel psikoloji
alaninda Johnson-Laird, Van Dijk ve Kintsch (1983) gibi uzmanlar ilk anlama modellerini
gelistirmis ve bu modellerde ¢ikarim islemine yer vermislerdir. Ardindan c¢ikarim yapma dil
egitimi alaninda hizla yayilmis, 6grencilerde anlama becerilerini gelistirme calismalarinin dnemli

bir bileseni olmustur.
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Gulnlmiuzde ¢ikarim, anlama siirecinin temelini olusturan, okuma ve anlama becerilerini
gelistiren zihinsel bir etkinlik olarak kabul edilmektedir. Okuma sirasinda zihindeki bilgilerle
metindeki bilgiler arasinda bag kurarak yeni anlamalara ulasmayi saglamaktadir (Vlad, 2011).
Boylece 6grencinin dil, zihinsel ve sosyal gelisime yardim etmektedir. Bu beceri okul dncesi
donemde dinleme, gorsel okuma ve konusma yoluyla, okul yillarinda ise okuma ve yazma yoluyla
asamali olarak gelistirilmektedir. Yani 6énce sozli ¢ikarim yapma becerileri gelistirilmektedir.
Yazili ¢ikarimlar ise okullarda okuma yazma ile birlikte 6gretilmektedir. Ogrencilerin okuma

becerileri ilerledikge yazili ¢cikarimlari da gelismektedir.

Cikarimlarin cesitli tirleri vardir. Ancak giinlik yasamda daha cok sozli, gorsel ve yazili
cikarimlar kullanilmaktadir. Sozli ¢ikarimlar konusma, iletisim, etkilesim gibi yollarla dogal
olarak 6grenilmektedir. Bunlar ev, is ve toplumsal yasami slirdiirmek icin zorunlu olmaktadir.
Bilindigi gibi sozIU dilde kullanilan kelime sayisi ¢ok azdir. S6zlii anlatim zincirleri oldukga basit
ve karsilikh etkilesime dayaldir. Vurgu, tonlama ve beden dilinden yararlanilmaktadir. Bu
nedenle sozlu dilde ¢ikarim yapmak kolay olmaktadir. Oysa yazili ¢cikarim farklidir. Yazili dilde
kisiler arasi etkilesim yerine metinle etkilesim vardir. Okuyucu metinden hemen doénit alamaz.
Kendi kendine uzun ve yalniz bir iletisimi slirdirir. Yazili dilde kullanilan kelime sayisi ¢ok
zengindir. Yazih anlatim vyapisi karmasik ve c¢ok cesitlidir. Okuyucu anlamasini kendi
degerlendirmek durumundadir. Bu nedenle s6zli ¢ikarimlarin tersine yazil ¢ikarimlar okullarda
sistemli bir egitimle gelistirilmektedir. Yazili ¢cikarimlar, okumayi 6grenme, okuma becerilerini
gelistirme ve strekli okuma gibi calismalari gerektirmektir. Bu siirecte cesitli tlr, yontem ve
tekniklerden de yararlanilmaktadir. Bunlar anlama becerilerinin Ust diizeyde gelistirilmesine

onemli katkilar saglamaktadir.
1.1. Gikarim Nedir?

Cikarim dil, sosyal, fen, matematik, sanat, mantik, felsefe gibi ¢esitli alanlarda kullanilan
bir kavramdir. S6zIU, yazili, gorsel, mantiksal, matematiksel ¢ikarim gibi tirleri vardir. Ancak
genel olarak s6zli veya yazili bir metni anlamak icin yapilan islemler akla gelmektedir. Bazen satir

aralarini okuma da denilmektedir. Cikarim, Tirkge ve yabanci sozliiklerde;

* Cikarma isi (TDK, 2022),
* Dogrulugu dogrudan dogruya bilinmeyen bir énermenin, dogru olarak kabul edilmis
baska 6nermelerle baglantisina dayanarak dogrulugunu ¢ikarma islemi (TDK, 1975),

* Bir olgudan, bir durumdan bir sonu¢ ¢ikarma eylemi (Dictionnaire Frangais, 2022),
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* Kelime olarak ¢ikarim; bulma, lretme, éne siirme, iddia etme ve sonuc¢landirma,
¢ctkarim yapma ise bir olgu, olay ya da ifadeden sonug ¢ikarma islemi (La Toupie, 2022), olarak

acitklanmaktadir.

Goruldigu gibi sozliiklerde ¢cikarma isi veya eylemi, sonug ¢ikarma olarak aciklanmakta
ve kavramin “islem, siire¢, sonug¢” gibi yonlerine vurgu yapilmaktadir. Uzmanlar tarafindan
yapilan acgiklamalarda ise cikarim kavrami daha genis ve ayrintili ele alinmaktadir. Bunlardan

bazilari asagida verilmektedir.

* Okuyucu cikarim siirecinde bir metinde verilen mesaji anlar, yorumlar, bunlari
birlestirir, 6zetler ve yeni bir sonu¢ olusturur. Bunu gerceklestirmek icin okuyucunun mesajin
Ogelerini, baglantilari, kullanilan dil ve ifadeleri, kosullari, verilen durumlar iyi incelmesi
gerekmektedir. Cunningham’a (1987) goére ¢ikarim icin okuyucunun akil yliritmesi ve bilgiler

arasinda bag kurmasi gerekmektedir.

* Yazar bir metinde her seyi ifade edemediginden bazi 6nemli kisimlarin bulunmasini
okuyucuya birakir. Buna ortik bilgiler denilmektedir. Cikarim, okuyucunun metni iyi anlamasi
icin ortik bilgilerle ilgili yaptigi zihinsel Uretimlerdir. Bunun igin okuyucunun konuyla ilgili
bilgileri, kendi bilgisi ve ipuglarini birlestirerek metinde agik¢ca verilmeyen bilgileri bulmasi ve
nedensel baglantilari kurmasi gerekmektedir (Giasson, 1990).

* Michel Fayol’a (2000) gore ¢ikarim, metinde acikga verilmeyen bilgiler ve acik olmayan
baglantilarla ilgili yorum yapmaktir. Okuyucu bunlari bularak baglantilari yorumlamaktadir
(Fayol, 2000). Bu islem yani okuma sirasinda ¢ikarim yapma, anlama sirecinde merkezi bir rol
oynamaktadir.

* Cikarimdan bahsetmek icin okuyucunun metnin gergcek anlaminin 6tesine gegmesi,
yani yazilanlardan ileri gitmesi, ylizeysel anlamlardan derinlere inmesi gerekmektedir (Giasson,
2011). Gikarim bir buzdagina benzetilmektedir. Metnin yiizeyinde gorilen bilgilerden
yararlanilarak derinlerde gériinmeyen bilgileri bulma islemi olmaktadir. Okuyucu metni anlamak
icin metinde verilmeyen bilgilere eklemeler yapmaktadir.

* Yapilandirici yaklasima gore bir metni anlamak i¢in metnin igerigine iliskin zihinsel
gorintiler olusturmak zorunlu olmaktadir. Zihinsel gériintiiler metindeki bilgilerle okuyucunun
on bilgilerini birlestirme sonucu uretilmektedir. Bu birlestirme islemi ¢ikarim yapmanin temelini

olusturmaktadir (Campion & Rossi, 1999).

¢ Cikarim, akil yarGtmenin temelini olusturan bitin zihinsel islemleri kapsamakta, bir

ilkeden hareket edilerek sonuca ulasmayi saglamaktadir (La Toupie, 2022).

22 Sinirsiz Egitim ve Arastirma Dergisi, 8 (1), 1 - 36



(\Dzzz Cikarim Nedir? Nasil Gelistirilir?

Firdevs GUNES

* Okumada gikarim, metinde sunulan ipuglarindan hareketle agikga verilmeyen bir bilgiyi
actklamak ve bir sonuca ulasmak icin yapilan zihinsel islemlerdir. Cikarim yoluyla mevcut veriler
gbz 6nlinde bulundurularak bir hilkme varilmakta ve metindeki anlamin 6tesine gecilmektedir.
Ornegin gokyuiziinin bulutlarla kaph oldugunu okuyan kisi yagmur yagacagi cikariminda
bulunabilir. Boylece metinden hareketle yeni bir anlam olusturulmaktadir (Bianco, 2003;

Goigoux, 2000; Goigoux & Richard, 2002).

* Cikarim, bir metni anlamak icin metinde verilen yazili bilgileri kesfetmek, verilmeyen
bilgileri bulmak ve her seyden dnce satir aralarini anlamaktir. Boylece okumak sadece kelime ve
cimleleri anlamak degil ayni zamanda metnin derin anlamlarina ulasmak demektir (Makdissi,

Boisclair & Sanchez, 2006).

Uzmanlarin agiklamalari ¢ikarimin zihinsel bir beceri oldugu ve iki yénden ele alindigini
gostermektedir. Birincisi metni temel alan c¢ikarimlardir. Bunlara metinsel ya da mantiksal
cikarimlar denilmektedir. ikincisi ise okuyucunun én bilgisine dayanan cikarimlardir. Bunlara
istege bagh ya da yararli ¢cikarimlar adi verilmektedir. Ancak okuma sirasinda metinsel ya da 6n

bilgilere dayali ¢cikarimlar arasinda net bir ayrim yapmak zor olmaktadir.

Cikarim islemi bazen tahmin yapma ile karistirilmaktadir. Oysa ikisi arasinda 6nemli
farkhiliklar vardir. Cikarim, bilinen gercekler, ipuglari ve kanitlara dayali, bir konu hakkinda sonuca
varma eylemi ya da stirecidir. Cikarimda mevcut veriler incelenmekte, cesitli ipuglari kullanilarak
sonuca ulasilmaktadir. Cikarim stirecinde metinde dogru kabul edilen bilgiler birlestirilmekte, aralarinda
baglar kurulmakta ve yenileri olusturulmaktadir. Bu siirecte tiime varim, tiimdengelim, gézlem ve
analitik didstinme gibi 6nemli yontemler kullanilmaktadir. Bu yoniyle ¢ikarim bilime katki
saglayan yararl bir etkinliktir. Oysa tahmin metinde ne olacagl veya olabilecegi hakkinda bir
aciklamadir. Okumada tahmin, okuyucunun metindeki baslik, alt baslik, resim, diyagram gibi
bilgilerle 6n deneyimlerini birlestirerek okunacak metnin icerigini veya sonrasi olaylari tahmin
etmek igin kullanilmaktadir. Bu amagla okuma 6ncesi ve sirasinda sorular sorulmakta, yapilan

tahminler okuma sonunda ya kanitlanmakta ya da ¢urutiilmektedir.

Sonug olarak ¢ikarim zihinsel bir islem olmakta ve metindeki ipugclari kullanilarak
yapilmaktadir. Bu islem metinde bilinen veya verilen bilgilerin agiklanmasi degil, tam tersine
metni daha iyi anlamak icin yapilan zorunlu islemler olmaktadir. Cikarim siirecinde metindeki
bitlin ipuglari bulunmakta, incelenmekte ve birlestirilmektedir. Okuyucu 6nce metindeki temel

anlami bulmakta ardindan derin anlamlara ulasmaya calismaktadir. Kisaca metinde yazilmayan
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bilgileri bulmak ve metni iyi anlamak igin ylrGtilen bitin zihinsel islemler olmaktadir. Kisaca

¢ikarim;
* Metin ici ve disi mantikl baglar kurma,
* Gergek anlamin 6tesine gecme,
* Metnin ne soylemedigini bulma,
* Metindeki bilgilerle 6n bilgileri ve kiltlirel deneyimleri birlestirme,
* Metni veya gorselleri yorumlayarak yeni bilgiler Gretme, islemleri olmaktadir.
1.2. Nasil Yapilir?

Cikarimla ilgili ilk arastirmalar 1970’li yillarda baslamistir. Bu ¢alismalar okuyucunun
dilbilgisi becerileri ile bunlara dayal yapilan gikarimlari kapsamaktadir. Bunlar daha ¢ok metne
dayali ¢ikarimlar olmaktadir. ikinci akim arastirmalarda karsihkli konusma yani diyaloglar
incelenmis, iletisim sirecinde yapilan cikarimlar, okuyucunun amaci gibi yararli ¢ikarimlar
tizerinde durulmustur. Ugilincii akim arastirmalarda ise okuyucunun &6n bilgileri ile metinden
alinan bilgilerin birlestirilmesi sonucu yapilan ¢ikarimlar incelenmistir (Campion & Rossi, 1999).
ilk cikarim arastirmalari basit ¢ikarimlarla ilgilidir. Bu ¢ikarimlar metinde verilmeyenleri “bulma”
islemine yoneliktir. ikinci akim arastirmalarda ¢ikarimin “siire¢”, Ugiincii akim arastirmalarda

ise “{riin” boyutu 6ne cikmistir.

¢ Bulma boyutu, bir metnin ya da yazil mesajin ne oldugunu, ne demek istedigini
belirleme islemi,

* Siire¢ boyutu, metni anlamada etkili olan zihinsel sirecleri ve metinden alinan bilgileri
belirleme islemi,

* Uriin boyutu, metindeki bilgilerle dnbilgileri birlestirerek yeni anlamlar olusturma, bilgi

ve becerileri gelistirme islemi olmaktadir.

Glnimuizde c¢ikarim yapma bir dizi islemi gerektiren zihinsel bir siire¢ olarak ele
alinmaktadir. Bu siirecte dislinme, anlama, kesfetme, sorgulama, arastirma, metinde sunulan
ipuclarini belirleme, aralarinda bag kurma, yorumlama, tahmin etme, degerlendirme gibi
islemler yapilmaktadir. Bu islemler sonucu metinde verilmeyen bilgiler kesfedilmekte ve yeni
bilgiler Gretilmektedir. Yani metindeki bilgilerle 6nbilgileri birlestirme sonucu Uretilmektedir.
Okuma sirasinda gikarim yapan 6grenci 6n bilgilerini, yazarin metinde verdigi biitiin bilgileri ve

cesitli ipuclarini kullanmaktadir (McEwan-Adkins, 2017). Béylece okuyucu ve yazarin bilgileri
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birlestiriimekte, metinde verilmeyen bilgiler ve o6geler bulunarak anlamsal bosluklar

doldurulmaktadir.

Cikarim yapma sireci aktif bir sirectir. Okuyucu metindeki bilgileri aktif olarak
kesfetmekte ve problem ¢dzme siirecine benzer slregleri izleyerek sonuca ulasmaktadir. Yani
¢cikarim hayal ederek degil, metinde verilen somut ipuglarindan hareket edilerek yapilmaktadir.
Bu uygulama yazarin séylemediklerini bulmaya ve metni anlamaya katki getirmektedir. Clink{
yazarlar metinde gecen her seyi ayrintili olarak anlatmazlar. Bazen yazarin her seyi metinde
soylemesi imkansiz ya da gereksiz olmaktadir. Okuyucuya disiinecek konular da birakilmaktadir.
Boyle durumlari kesfetmek icin Ogrencilere metnin o6tesine gecme ve cikarim yapma

ogretilmektedir (Glnes, 2013).

Cikarim surecinde metindeki ipuglarini belirlemek, aralarinda mantikli baglar kurmak ve

yeni bilgiler olusturmak igin gesitli kaynaklardan yararlaniimaktadir. Bunlar;

* Metnin basligl,

* Metindeki resimler,

* Metinde sunulan bilgiler ve 6rnekler,

¢ Metinde kullanilan kelime ve ifadeler,

* Metinde kullanilan yazi tipi ve sayfa diizeni,

* Kisisel bilgi, deneyim ve kiiltdr,

* Anlam olusturmak icin bilgileri birlestirme ve butlinlestirme, olmaktadir (Gorzegno,

Legrand, Virely & Gallet, 2011).
1.3. islevleri

Metin, bilgi, duygu ve diisiincelerin yerlestirildigi yapilardir. Bu yapilarda bilgiler pes pese
siralama seklinde degil, mantikh bir dizenleme ile gergeklestiriimektedir. Yani metinde kelime,
climle ve paragraf rast gele degil, belirli bir diizen ve sira iginde, dil bilgisi kuralarina uygun olarak
yerlestirilmektedir. Bu islem sonucu, birbirini izleyen cimleler, sézler ve gorsellerden olusan
anlamli yapilar ortaya ¢ikmaktadir. Yazar ile okuyucu arasinda bilgi akisini kolaylastirmak ve
zihinsel etkilesimi saglamak icin bilgilerin mantikli siralamasi yapilmaktadir (Gilines, 2013). Bu
yap! okuyucunun anlayabilecegi tutarli bir metin olusturmayi saglamaktadir. Tutarl bir metni
anlamanin 6nemli bir yolu da ¢ikarim yapmaktir. Cikarim, okuyucunun 6n bilgilerini kullanarak
metindeki bilgilerin 6tesine gegcmesini ve metindeki derin anlamlari kesfetmesini saglamaktadir.

Ayrica okuyucunun metinden aldigi bilgileri zihinsel modeline yerlestirmesine ve zihinsel
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modellerini zenginlestirmesine yardim etmektedir. Bu yoniliyle hem anlama hem de zihinsel

modele gelistirme olmak Uzere iki ana isleve sahip bulunmaktadir.

Makdissi, Boisclair ve Sanchez’e (2006) gore metni anlama siirecinde cikarimlarin bes

temel islevi vardir. Bunlar;
* Yazili kelimelerdeki anlam belirsizliklerini gozme ve netlestirme,
* Bilgiler arasinda bag kurma,
* Metinde birbiriyle iliskili bilgileri zihinsel modele yerlestirme,
* Olaylarin akisindaki normal olmayan durumlari saptama,

* Bir olayin nedeni ve sonuglarini tahmin etme, olmaktadir (Makdissi, Boisclair &

Sanchez, 2006)

Cikarim yapma, oOgrencilerin anlama modeli ile dil, zihinsel ve sosyal becerilerinin
gelisimini dogrudan etkilemektedir. Metinde sunulan bilgileri belirleme, metni iyi anlama ve
sorgulama becerilerine katki saglamaktadir. Bu nedenle cikarim becerisi 6grencilere dogrudan
egitim yoluyla 6gretilmektedir (Giasson, 1990). Baslangicta 6grenciler metinden aldiklari bilgileri
genisletme ya da ¢ikarim yapma konusunda bazi gugliiklerle karsilasmaktadir. Bu siliregte
Ogrencilere “Yazar gorisini aclikca ifade ediyor mu? Mesaji acitk mi? Metin anlasiliyor mu?
Yazidaki gorisler kolayca saptanabiliyor mu ?” gibi sorular sorulmaktadir. Ardindan ¢ikarim
yapma uygulamalarina gecilmektedir. Cikarim yapmayi iyi 6grenen 6grenciler metinlerin satir

aralarini da okumayi 6grenmektedir
2. Cikarim Tiirleri ve Siniflama

Cikarimla ilgili alandaki ¢alismalar incelendiginde, yazara gore degisen farkli tiirlerin ve
siniflamalarin oldugu gérilmektedir. Bunlar iginde yaygin bilinen Cunningham (1987), Giasson
(1990, 2011), Johnson ve Johnson (1986) ve Bianco ve Coda (2002) tarafindan yapilan
¢alismalardir. Bu galismalarda ele alinan tirler ve siniflama asagida kisaca 6zetlenmektedir.
Ardindan 6grenci ve 6gretmenlere basit, hatirlamasi kolay ve kullanisli bir siniflama sunmak i¢in
cikarim tirleri Bianco ve Coda’nin (2002) onerdigi ¢alisma temel alinarak Ug¢ baslik altinda

toplanmaktadir.
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2.1. Cunningham (1987) Siniflamasi

Cunningham (1987) bir metni anlamak icin yapilan c¢ikarimlari (¢ ana grupta
toplamaktadir. Bunlar mantikli, yararl ve yaratici ¢ikarimlar olmaktadir (Giasson, 1990;

Cunningham, 1987; Vlad, 2011).

* Mantikli Cikarimlar: Bunlar biitlin okuyucular i¢in ortak olan, yoruma dayanmayan,
mantikli ve metin tabanl ¢ikarimlardir. Yani metne dayal yapilmakta ve metni anlamak icin
kullanilmaktadir. Bu ¢ikarimlar metindeki bir cimledeki veya cesitli cimlelerdeki bilgilerin
birlestirilmesiyle bulunmaktadir. Bazen metindeki ifade ve dilbilgisinden de yararlanilmaktadir.
Kisaca metinde sunulan veya bilinen 6gelere dayanan cikarimlardir. Uzun metinlerde bu tir

¢ikarimlar daha kolay yapilmaktadir.

* Yararli Cikarimlar: Okuyucunun kisisel bilgi ile deneyimlerine dayanan ve kismen dogru
olan ¢ikarimlardir. Bu ¢ikarimlari okuyucu metindeki bilgilerle 6n bilgilerini birlestirerek ve
zihinsel semasini kullanarak olusturmaktadir. Cunningham’a (1987) gore bir ¢ikarim metni
anlamak icin aracg olarak kullaniliyorsa bu yararli bir ¢ikarimdir. Yararl cikarimlar yer, kisi, zaman,

arag, esya gibi citkarimlar olarak siralanmaktadir.

* Yaratici Cikarimlar: Bu ¢ikarimlar birka¢ okuyucuya 6zgi olmaktadir. Cunningham’a
(1987) gore eger bir cikarim diger okuyucular ile ortak degilse bu yaratici bir ¢ikarimdir.
Tamamen okuyucunun kisisel bilgi ile deneyimlerine dayanan ve dogruluk payi disiik olan
cikarimlardir. Okuyucunun metni yorumlamasi sonucu gergeklestiriimektedir. Bu cikarimlar
okuyucunun bilgilerini zenginlestirmekte ve metin hakkinda cesitli zihinsel islemler yapilmasini

saglamaktadir (Giasson, 1990; Cunningham, 1987; Vlad, 2011).
2.2. Johnson ve Johnson (1986) Siniflamasi

Johnson ve Johnson (1986) yararli ¢ikarimlari okuyucunun bilgi ve zihinsel semalarina
dayanarak on baslik altinda siniflandirmistir. Bunlari yer, kisi, zaman, eylem, arag, sinif, esya,
neden-sonug, sorun-¢6ziim, duygular-tutumlar olarak siralamistir. Bu ¢alismada kolaydan zora
dogru gidilmis, ilk sira yer ile ilgili ¢ikarimlar, son sirayi ise duygular ve tutumlar almistir. Bunlar
okuma sirasinda yaygin olarak kullaniimaktadir. Cikarim egitiminde ise bu siralamadan
yararlaniimaktadir (Giasson, 1990; Johnson & Johnson, 1986). Bu siralama ve siniflama asagida

verilmektedir.
* Yer: Nerede, hangi fiziki ortamda, tlkede, binada, sokakta vb. olay geciyor?

* Kisi: Bunu kim yapti? Konusan kisi ne yapti?
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* Zaman: Olay hangi an, devir, giiniin hangi zamani, mevsim, yilda geciyor?
* Olay: Ne oldu? Hangi olay gerceklesti?
* Esya: Hangi esyalar sorun oldu?
* Grup: Hangi esyalar gruplanabilir? Kelimeler hangi isim altinda toplanabilir?
* Arag: Kisi hangi araglardan yararlaniyor? Bu esyalar ne ise yarar? Ne yapilir?
* Neden/sonug: Bunun sonucu ne oldu? Bu sonucun nedeni nedir?
* Sorun/¢éziim: Hangi sorun ¢6zuldi? Bu sorun nasil ¢ozulur?
* Duygular/tutumlar: Kisilerin tutumu ne? Kisi hangi duygular icinde? (Glnes, 2013).
2.3. Bianco ve Coda (2002) Siniflamasi

Son yillarda yapilan ve alanda kabul géren bir siniflamadir. Bu siniflamada ¢ikarimlar

gerekli (zorunlu) ve istege bagh olmak Gzere iki ana kategoride ele alinmistir.

* Gerekli (Zorunlu) Cikarimlar: Metni anlamanin temeli olan ¢ikarimlardir. Bunlar metnin
kiicik ve blyuk yapilari arasinda bag kurmaya ve metin bitinlGgini korumaya yoneliktir.
Gerekli (zorunlu) cikarimlar anaforik, sozliksel ve nedensel olmak (zere Ug¢ baslik altinda

toplanmistir.

* [stege Badl Cikarimlar: Okuma sirasinda metni anlamak icin gerekli (zorunlu) olmayan
cikarimlardir. Okuyucunun metinle ilgili zihinsel temsilini zenginlestirmeye yoneliktir. Bunlar
tahmine dayali, mantikli ve yararli cikarimlar basliklari altinda toplanmistir. Bu ¢ikarimlara iliskin

ayrintili bilgiler asagida sunulmustur.
3. Giincel Siniflama

Bu calisma alandaki uygulayicilara basit, kullanish ve kolay hatirlanan bir siniflama
sunmak igin yapilmistir. Bu amagla 6nce butin g¢ikarim tirleri incelenmis ve listelenmistir.
Ardindan Bianco ve Coda’nin (2002) siniflamasi temel alinarak li¢ ana kategoride toplanmistir.
Bunlar “Gerekli, istede Badli ve Baglama Dayali Cikarimlar” olarak adlandinilmistir. Anaforik,
sozliiksel, nedensel ve aragsal ¢cikarimlar ilk grupta, tematik ve 6ngorusel ¢cikarimlar ikinci grupta,
mantikli ve vyararli ¢ikarimlar ise (Gglncl grupta toplanmistir. Bunlar asagida kisaca

ozetlenmektedir.
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3.1. Gerekli (Zorunlu) Cikarimlar

Okuma sirasinda metni anlamak igin zorunlu olan gikarimlardir. Metnin farkli yapilari ve
cimleleri arasinda baglantilar kurmayi saglamaktadir. Gerekli ¢ikarimlarin cesitli turleri vardir.

Bunlar anaforik, sozliksel, nedensel, aragsal ¢ikarim gibi siralanmaktadir (Giasson, 2011).

3.1.1. Andaforik Cikarim: Bir kelime veya kelime grubu ile metindeki zamir, zarf, esanlamli
vb. bir 6ge arasinda baglanti kurmayi iceren cikarimlardir. Yani bir zamirin metinde sunulan bir
kelime veya kelime grubuyla iliskilendirilmesidir. Dilbilgisi diizeyindedir. Ornegin “Ayse birinci
oldu. O diin katildigi ti¢ yarismayi da kazandi”. Bianco ve Coda'ya (2002) gére anaforik ¢cikarimlar
bir kelime ile onun géndergesi arasindaki baglantiyr anlamaktir. Ogrenci bir zamiri veya bir
kelime grubunu iliskili oldugu gondergeyle bag kuramiyorsa metni anlamasi zorlasmakta ve

anlama diizeyi dismektedir.

3.1.2. Sozliiksel Cikarim: Metinde bilinen 6gelerden hareketle bilinmeyen bir kelimenin
anlamini bulma islemidir. Sozliksel c¢ikarim, okuyucunun zihinsel sozligiinde olmayan,
bilinmeyen veya metinde yeni karsilasilan bir kelimeyi anlamak igin yapilan ¢ikarimlari ifade
etmektedir (Makdissi, Boisclair & Sanchez, 2006). Ornegin bir kisiye “kelem” kelimesinin anlami
sorulursa, cevap verme sansi azdir. Ayni kisi “Dolma yapmak icin pazardan kelem aldi”,
cimlesini okursa anlami ¢ikarabilir. Genellikle metinde bilinmeyen kelimenin yakininda bulunan
bilgilerden ve On bilgilerden yararlanilarak Gretilmektedir. Bu ¢ikarim okuyucunun zihinsel
sozliigiinde olmayan kelimeleri anlamayi kolaylastirmaktadir. Bu ¢ikarimla okuyucu metindeki

bilgilere ve 6n bilgilerine dayanarak anlam eksikligini doldurmaktadir.

3.1.3. Nedensel Cikarim: Bu cikarim birka¢ olay arasindaki (6rtik) bir nedensel
baglantinin anlasiimasina yoneliktir (Fayol, 2000). Ornegin “Ayse bir aspirin aldi. Bas adrisi gecti”
gibi. Metinde daha 6nce meydana gelen olaylarin neden oldugu, metnin herhangi bir yerinde
aciklanan olaylarla ilgiliyse, bu nedensel bir ¢ikarim olmaktadir. Bu g¢ikarim, metinde yer alan
veya yer almayan en az iki 6ge arasinda nedensel bir baglanti (sebep ve sonug) kurulmasini
saglamaktadir. Bu gikarim 6ykileyici metinde baslangi¢ durum ile sorun arasindaki baglantilari,
karakterlerin eylemleri ya da sorunu ¢ozme girisimleri arasindaki baglantilari kurmak igin
kullanilmaktadir. Bilgilendirici bir metinde, bir olay ile etkileri veya bir problem ile ¢oziimleri
arasinda baglanti kurmak icin nedensel ¢ikarimlar kullanilmaktadir. Bir durum ile onun kaynagi

arasindaki nedensel baglanti yeterli degilse okuyucunun metni anlamasi zor olmaktadir.
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3.1.4. Aragsal Cikarim: Bunlar okunan bir metindeki nesneler veya yontemler hakkinda
yapilan c¢ikarimlardir. Belirli eylemleri gergeklestirmek icin kullanilan nesneler veya araglari
cikarim yoluyla belirleme anlamina da gelmektedir. Ornegin “Miray sacini fircaladi” Omer

paketin ipini kesti”, ciimlelerinde kullanilan araglari bulma gibi.
3.2. istege Bagh Cikarimlar

istege bagl olarak yiiritiilen bu ¢ikarimlar, okuyucunun metinle ilgili zihinsel temsilini
zenginlestirmeye katki saglamaktadir. Ayni zamanda okuyucuya metin hakkinda dusiincelerini
derinlestirme ve ayrintilar inceleme firsati vermektedir. Genellikle yararh ¢ikarimlar olarak

adlandiriimaktadir. Tematik ve tahmine dayali ¢ikarimlar bu grupta ele alinmaktadir.

3.2.1. Tematik Cikarim: Konuya dayali ¢cikarim da denilmektedir. Bu gikarim metnin
temasini yani ilgili oldugu konu, ana fikir ve bashgini belirlemeye katki saglamaktadir. Ornegin
“Gokytiziinden binlerce inci dékiildii ve ¢ocuklarin lizerinde neseyle oynadiklari beyaz bir hali
olustu” cimlesinde oldugu gibi. Okuyucu baslangicta bir metnin temasini dogru olarak
tanimlamasa bile metni okuduktan sonra icerdigi bilgilere dayanarak metnin temasini ¢ikarimla

bulabilmektedir. Tematik ¢ikarimlar metnin genel tutarliigini korumak igin gereklidirler.

3.2.2. Ongériisel Cikarim: Okuyucunun metin icerigi veya sonucu hakkinda tahmine
dayali yaptigi cikarimlardir. Okuma sirasinda metnin devaminin tahmin edilmesi ¢cogu zaman
gerekli olmadigindan istege bagli cikarim olarak kabul edilmektedir. Tahmine dayah c¢ikarimlar
okunan metinde bir sonraki adimda ne olacagina iliskin tahminleri icermektedir. Bu ¢ikarimlar
metinde daha sonra agiklanan eylem ya da sonuglarin bir tahminidir. Ornegin “Omer’in yanagi

sismis ve agridan kivraniyordu.” gibi.
3.3. Baglamsal Cikarimlar

Baglamsal ¢ikarimlar metindeki duruma gore bazen gerekli bazen de istege bagh olarak
yapllmaktadir. Bazi baglamlarda ¢ikarim yapmak zorunlu olmaktadir. Ancak hepsi zorunlu
olmamakta bazilari istege bagl yurutiilmektedir. Bunlar mantikli ¢cikarimlar ve yararli ¢ikarimlar

olarak iki bashk altinda toplanmaktadir.

3.3.1. Mantiklh Cikarimlar: Bunlar yoruma dayanmayan, mantikli ve metin tabanl olan
¢cikarimlardir. Metni daha iyi anlamak icin Gretilmekte, metindeki bilgilerin birlestirilmesi sonucu
bulunmaktadir. Bu ¢ikarimlar baglama gore bazen istege bagli, bazen de zorunlu yapiimaktadir.

Mantikh ¢ikarimlar okunan metinden sadece olasi bir cevap anlamina gelmekte, tek ve kesin bir
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sonuca gotiirmektedir (Giasson, 2011). Ornegin metindeki bilgilerden hareketle “Miray,

Ozle’den biiyiik Omer’den kiigiiktiir” gibi.

3.3.2. Yararl Cikarimlar: Metin icerigi ile okuyucunun 6n bilgisi arasinda kurulan baglar
sonucu Uretilmektedir. Yararh cikarimlar kisi, yer, zaman, eylem, arac¢ gibi cesitli tirlere
ayrilmaktadir. Okuyucudan kendi bilgileri ile metinde ima edilen bilgiler arasinda baglanti
kurmasini gerektirmektedir (Giasson, 2011).Metnin farklh 06geleriyle ilgili olarak yapilan
cikarimlardir. Cesitli bilgilerin bulunmasina katki saglamaktadir. Ornegin hikayenin gectigi fiziksel
ortam, ¢ag, canlandirilan karakter gibi hikayeyle ilgili ya da bir nesnenin kimligi, bir karakter vb.
Mantikli gikarimlar gibi amaglanan bilgiye gore degiskenlik gbstermektedir. Yani bir baglamdan
digerine zorunlu veya istege dayal yapilmaktadir. Cikarilacak icerik metinde ¢ok 6nemliyse ve
yoklugu metni anlamayi engelliyorsa bu c¢ikarim gerekli kabul edilmektedir. Aksine g¢ikarim
metindeki bir unsurla ilgiliyse, daha fazla ayrinti araniyorsa bu ¢ikarim istege bagh olmaktadir.
Johnson ve Johnson (1986) yararl ¢ikarimlari okuyucunun bilgi ve zihinsel semalarina dayanarak
on baslik altinda siniflandirmistir. Bunlari yer, kisi, zaman, eylem, arag, sinif, esya, neden-sonug,
sorun-¢6ziim, duygular-tutumlar olarak siralamistir. Kapsayici ¢ikarim siniflamasi Sekil 1’de

gosterilmistir.

Guncel Siniflama
Cikarimlar

istege Bagl Baglamsal

Gerekli Cikarimlar Cikarimlar Cikarimla

e Anaforik
e Sozliksel * Tematik * Mantikli
* Nedensel * Ongoriisel * Yararli

* Aragsal

Sekil 1. Cikarim siniflamasi
4. Nasil Ogretilir?

Ogrencilerin cogu cikarim yapma konusunda yeterince basarili degildir. Bu durum PISA
ve PIRLS gibi uluslararasi arastirmalarda agik¢a ortaya ¢ikmaktadir. Gelismis tlkelerde bu sorunu
¢6zmek icin dogrudan 6gretim modeliyle agiklamali bir egitim verilmektedir. Egitim silirecinde

metinden ipuglarini bulma, bunlari kullanarak tahmin yapma, bu tahminlerden bazilarini se¢me,
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bunlari deneme ve dogrulama gibi etkinlikler tizerinde durulmaktadir. Yani metindeki 6rtik ya
da gizli anlami bulma g¢alismalari yapilmaktadir. Konuyla ilgili arastirmalar zayif okuyucularin
ctkarim yapamadiklari ve metinleri iyi anlamadiklarini géstermektedir. Bu nedenle c¢ikarim
egitimine erken vyaslarda baslanmakta, 7-10 yaslarinda verilen ¢ikarim egitiminin anlama

becerilerini gelistirdigini gdstermektedir (Bianco, 2003; Fayol, 2004; Goigoux, 2000).

Cikarim yapma sirecinde goziin 6nindeki bilgilerle goziin arkasindaki bilgiler yani
metindeki ve zihindeki bilgiler birlestirilmektedir. Bu nedenle kolaydan zora dogru giden sistemli
bir egitim programi hazirlanmaktadir. Cogu lilkede okul 6ncesi asamada ¢ikarim egitimine
baslanmakta ve once sozlii ¢ikarim etkinlikleri 6gretilmektedir. Yazili metinlerden g¢ikarim
egitimine ise ilkokulda baslanmaktadir (Vlad, 2011). ilkokulda &nce basit cikarimlar verilmekte
giderek daha ust diizey cikarimlara gecilmektedir. Ornegin bazi iilkelerde ilkokul 1. ve 2. sinifta
“yer, kisi, zaman, olay ve esya” cikarimlari verilmekte, 3.ve 4. sinifta “yer, kisi, zaman, eylem,
arag, sinif, neden- sonu¢” cikarimlari, 5 ve 6. sinifta ise “eylem, arag, sinif, neden-sonug, sorun-
¢6ziim, duygu ve tutum” cikarimlarn dgretilmektedir (Giasson, 2008). Ulkemizde ise ¢ikarim
yapma, Tirkce dersi 6gretim programinda “Okuduklarindan ¢ikarimlar yapar” kazanimi ile

ilkokul 3. siniftan itibaren 6gretilmektedir.

4.1. Dogrudan Ogretim: Cikarim stratejisini 6gretmek icin en etkili uygulama dogrudan
o0gretim modeli olmaktadir. Bu modelle 6gretim siirecinde once c¢ikarimla ilgili agiklamalar
yapilmakta, ardindan iyi uygulanmasi icin 6grencilere rehberlik edilmektedir. Bu calismalarla
stratejinin bilingli ve dogru uygulanmasi, cikarim becerisinin gelistiriimesi amaglanmaktadir.
Cikarim stratejisinin 6gretiminde uygulanacak temel asamalar ile yapilacak ¢alismalar asagida

verilmektedir (Glnes, 2021; McEwan-Adkins, 2017).

1) Stratejiyi tanimlama. Ogretmen 6grencilere uygun bir dille ¢ikarim stratejinin adini,
anlami ve agiklamasini yapar. Yani stratejiyi adlandirir ve tanimlar. Ardindan bu stratejiyi
o0grenmenin kendileri i¢in faydalarini anlatir, gosterir ve kanitlar. Bu stratejiden elde edecekleri

cesitli faydalari siralar ve 6rnekler verir.

2) Modelleme: Siireci seffaf hale getirmek igin 6gretmen tiim akil yliritme slreglerini
“ne, neden, naslil, ne zaman, nerede” gibi sorularla acgik¢a ortaya koyar. Boylece 6grenciler bir
uzman olarak 6gretmenin gikarim stratejisini uygulamak i¢in kullandigi zihinsel islem ve siirecleri

gorirler. Bu asamada modelleme iyi yapilmalidir.
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3) Rehberli uygulama: Stratejinin 6gretmen esliginde uygulandigi asamadir. Bu asamada
ogrencilerin 6grendiklerini zihinlerine yerlestirmeleri icin ek agiklamalar, ipuglari, geri bildirim
vb. verilir. Bunlari sentezleme i¢in uygun siireye ihtiyaglari vardir. Ayrica stratejileri tartisma,

ogrencilerle ekip ¢calismasi ve isbirligi yapma gereklidir.

4) Bagimsiz uygulama: Bu asamada oOgrenciler yalniz calisir ve 6grendikleri ¢ikarim
stratejisini uygularlar. Ogrencilerin yeni stratejiyi kolaylikla kullanabilmeleri icin ihtiyag

duyduklari ek calismalar ve alistirmalar verilir.

5) Geri bildirim ve sorular: Strateji hakkinda geri bildirim vermek, hatalari veya hatali
uygulamalari 6dnlemeye yardimci olur. Bunun igin 6grencinin 68renme sirasinda sézellestirme

yapmasi, her asamayi anlatmasi istenir.

6) Uygulamayi gelistirme: Artik 6grenciler ¢cikarim stratejisi hakkinda derinlemesine bilgi
sahibi olmuslardir. Bu 6grenmeyi icsellestirmek ve otomatiklestirmek icin bir veya daha fazla
uygulama yaparlar (Glines, 2021; McEwan-Adkins, 2017). Bu asamada 6gretmen 6grenciye

ogrendiklerini gostermelidir. Boylece 6grenci 6grendiklerini baska alanlara aktarir.

Cikarim egitimi stirecinde 6gretmen yiksek sesle 6grencilere bir disinme modeli
sunmahdir. Ardindan metinde verilen ipuclarini yorumlamali, ayni islemi 6grencilere
yaptirmahdir. Kendisi bizzat ¢ikarim yapmali, bunu érneklendirmeli, 6grencilere cesitli sorular
sormali, hangi ipuclarindan hareket edilerek ¢ikarim yapilabilecegini tartismalidir. Ogrenci kendi
kendine metinde verilen ipuclarindan hareketle g¢ikarimlar yapmali ve bunlari dogrulamalidir.
Yani ¢ikarim yapma islemi dogrudan 6gretim modeliyle acgiklamali olarak gercgeklestirilmelidir.
Ogretmenler c¢ikarim tiirlerini 6grencilerin diizeyine gore se¢meli ve uygulamaldir. Her birine
15-30 dakika siire ayriimalidir. Onemli olan iyi temel olusturmak ve sistemli yiiriitmektir

(Giasson, 2008; Giines, 2013; McEwan-Adkins, 2017).

4.2. Beceri Gelistirme: Cikarim yapma uygulayarak gelistirilen bir beceridir. Bu amagla
Ogretmen ve aileler bazi ¢alismalar yapabilirler. Bunlar 6grencilerin metindeki ortik bilgileri
bulma ve okudugunu anlama diizeyini artirmaya katki saglamaktadir. Cikarim becerisini

gelistirmek icin yapilacak bazi ¢calismalar asagida siralanmaktadir.

1) Onemli égeleri belirleme: Metindeki énemli égelerle acik¢a yazilan dgeleri bulmak,

tanimlamak vb. ¢alismalar 6grencinin ortiik 6geleri bulmasini kolaylastirmaktadir.

2) Bilgiler arasinda bag kurma: Metni anlamak icin gerekli 6geler belirlendikten sonra

O0grenci on bilgilerini kullanmaya tesvik edilmelidir. Diinya ve glinliik hayat hakkinda sahip

33 Sinirsiz Egitim ve Arastirma Dergisi, 8 (1), 1 - 36



(\Dzzz Cikarim Nedir? Nasil Gelistirilir?

Firdevs GUNES
olunan bilgiler ¢ikarim yapabilmek icin temel olmaktadir. Bu durum 6grenciye agiklanmali ve

bilgiler arasi baglar kurma 6rneklerle gosterilmelidir.

3) Akil yiiriitme: Ogretmen, metindeki 6rtiik ogeleri belirlemek igin akil yiriitme
isleminin nasil yapildigini 6rneklerle aciklamalidir. Boylece 6grencilere daha sonra kullanacaklari

ve yeni bilgi tiretecekleri bir akil yiriitme modeli vermis olmaktadir.

4) Sorular sorma: Cikarim siirecinde 6grencilere sorular sormak, onlari kendilerine
verilen bilgilerin 6tesine gegmeye tesvik etmenin en etkili yoludur. Ornegin metinde “ Ali kutup
soguguyla yiizlesmek igin atkisini ve beresini giymisti ” yaziyorsa, eylemin ne zaman gectigini
belirlemek icin 6grencilere cesitli sorular sorulmalidir. Onlari satir aralarini okumaya tesvik

etmenin iyi yolu soru sormadir.

McEwan-Adkins  (2017) cikarim becerisini gelistirmek icin uygulama sirasinda

ogrencilere sorulmasi gereken sorulari séyle aciklamaktadir;

* Bu metinde yazar acik ve net olarak ne soyliyor?
* Yazar ne demek istiyor ancak metinde hangi 6geleri ya da bilgileri vermiyor?
* On bilgilerinden hareketle metindeki bu ipucu hakkinda neler sdylersiniz?

* Metindeki ipuglarindan hareketle bu konuda neler soylersiniz?

Giasson (2011) cikarim 6gretim sirecini kolaylastirmak ve 6grencilerini becerilerini

gelistirmek icin 6gretmenlere bazi 6neriler sunmaktadir. Bunlar asagida verilmektedir.

1. Ogrencilere gikarimin ne oldugunu ve bir ¢ikarim sorusunu nasil cevaplayacaklarini ya

da cevabini nereden bulacaklarini agiklayiniz,

2. Uzman bir okuyucu olarak ¢ikarimin nasil yapilacagini modellemek icin sesli okumadan

yararlaniniz,

3. Sinifta bir metnin iyi anlasiimasini saglamak igin grup olarak tartisiniz. Bu siiregte
“Neden?” sorusunun hemen ardindan cikarim sorularini sorunuz. Ornegin “Nasil biliyorsun?
Nereden biliyorsun?” gibi. Bu soru 6grencilerin cevabi bulmak icin izledikleri yolu, yapilan
baglantilari, metinden faydal ipuglarini ve oraya ulasmak igin kullanilan kisisel deneyimleri

acitklamalarina olanak tanimaktadir.
4. Ogrencilerin okuma diizeyine uygun metinler seginiz,

5. Bir romandaki sahneyi veya karakteri gorsellestirmek icin 6grencilerin zihinsel

modellerini kullaniniz (Giasson, 2011).
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5. Sonug

Cikarim, 6grencilerin okuma, anlama ve zihinsel model gelistirme galismalarinin 6nemli
bir bileseni olmaktadir. Cikarim sirasinda okuyucunun o6n bilgileriyle metindeki bilgiler
birlestirilerek metindeki 6rtik bilgiler bulunmaktadir. Cikarim islemi, 6grencilerin dil, zihinsel ve
sosyal becerilerini gelistirmeye dogrudan katki saglamaktadir. Ayni zamanda bilgiler arasinda
bag kurma, metindeki bilgi, olay ve ornekleri izleme, tahmin etme, zihinsel modelleri
zenginlestirme, degerlendirme gibi becerileri gelistirmeye de yardim etmektedir. Bu nedenle
erken yaslardan itibaren 6grencilere cikarim isleminin iyi 6gretilmesi gerekmektedir. Ancak
arastirmalar ¢cogu 6grencinin ¢ikarim yaparken zorlandigi ve anlama sorularina dogru cevap
veremedigini gostermektedir. Bu durum g¢ikarim konusundaki bilgi eksikliginden ya da iyi
Ogretilemediginden kaynaklanmaktadir. Sonug¢ olarak, 6grencilere ¢ikarim isleminin iyi

ogretilerek gerekli becerilerin gelistirilmesi ve anlama dizeyinin artirilmasi 6nerilmektedir.
CIKAR CATISMASI BEYANI
Yazar bu calismasinda herhangi bir sekilde cikar catismasi olmadigini beyan eder.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazar bu galismasinda arastirma ve yayin etigine uyuldugunu beyan eder.
YAZAR SORUMLULUK BEYANI
Yazar bu ¢alismanin her asamasini kendisinin yaptigini beyan eder.
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1. Introduction

The rapid change in the 21 century has brought many innovations. Changes in
technology are particularly remarkable. Rapid change and technological advances have led to
the widespread use of technological tools and equipment among societies (Ozer, 2021). In
addition, there is a rapid transformation from electronic media to digital media. There are radical
changes in accessing and obtaining information in such an environment. The need for and use
of information also varies in the developing and changing world. The fact that there is more than

one source of information makes it necessary for individuals to have various skills.

Information and communication technologies are heavily involved in all areas of our
lives today. For this reason, it is noteworthy that ICT, which is used in many fields, makes
people's lives easier today, its use as a source of access to information, and its integration into
education. Skills such as better memory, quick thinking, and attention develop especially in
children who are introduced to information through ICT at a very early age (Anisimova, 2020).
Developments in the Internet and ICT have brought about changes in people's learning styles
and approaches (Ratheeswari, 2018). In addition, besides digital transformation (Atas & Glindiiz,
2019), critical thinking, problem-solving, access to information, collaboration, and socialization
(Diaz & Lee, 2020) gain importance in learning and teaching methods in classrooms. Students
learn from the lowest age group to the highest age group through a digital environment in many
areas. In addition, digital environments in schools and our daily lives make it necessary for us to
have some competencies and skills. We may say that digital literacy is the basic unit that can

meet these needs and includes the skills needed and required in digital environments.

Digital literacy means accessing, managing, understanding, integrating, evaluating, and
sharing information securely. It includes competencies such as computer-centered information
literacy, media literacy, and ICT literacy (Law, Woo, Dela Torre, & Wong, 2018). Within the scope
of the DigEulit project, digital literacy was expressed with four indicators as computer,
information, visual, and media literacy (Martin & Grudziecki, 2006). According to a different
definition, working with digital media is defined as the skills required to search and process
information (Wilson, Grizzle, Tuazon, Akyempong, & Cheung, 2011). In another context, it can
be added that using devices such as computers, tablets, and smartphones means reaching the
exact information, using this information, sharing and transferring it, and producing the

information (Aksoy, Karabay, & Aksoy, 2021).
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Especially in the modern era, the changing needs reveal the necessity of digital literacy
(Korableva, Durand, Kalimullina, & Stepanova, 2019). Sorby (2008) stated that the use of digital
content and digital media will increase by moving away from traditional tools in learning
environments. This situation requires the acquisition of new skills and competencies for both
students and teachers (Ocak & Karakus, 2019). When we analyze what features individuals
should have, in the context of Ng's (2012) digital literacy model, they should first have access to
digital technology such as how to operate a computer and have mastery in the technical skills
and tasks required to work with a computer (Lankshear & Knobel, 2008), then cognitively critical
thinking, problem-solving and decision-making skills, as well as the ability to evaluate and apply
new information obtained from digital environments (Ferrari, 2013), finally on the social-
emotional dimension, they should be able to communicate both socially and professionally,
understand cyber security, and use "netiquette" protocols. We can say that they should have
the ability to follow. Considering that the supreme aim of many education systems is to raise
individuals who can keep up with the digital age (Seward & Nguyen, 2019) , it is essential to
determine the trends of the current studies on digital literacy in our country. We can say that
the current situation should be researched and conveyed to determine the applications that can
be made especially for students, teachers, or teacher candidates, in which direction the studies
in the world are progressing, or to determine the missing or overlooked points in this context.
In this context, it's seen that many descriptive content analyzes related to technology and its
integration into education have been made. Goktas Kiigiik, Aydemir, Telli, Arpacik, Yildirim, and
Reisoglu (2012) conducted a content analysis study on Trends in Educational Technology
Research in Tirkiye between 2000-2009. Tatar, Kagizmanli and Akkaya (2013) analyzed the
content of technology-supported mathematics studies between 2000 and 2011 in their study.
While Tas, Sener, and Yalgin (2013) carried out a descriptive content analysis on the integration
of technology into science education between 2005 and 2012 in their study, Akgiin, Yiicekaya,
and Disbudak (2016) conducted a descriptive content analysis of research on smartboard use
between 2008 and 2015 presented their analysis. It is seen that Korucu, Usta and Atun (2017)
examined the studies on technological pedagogical content knowledge between the years 2010-
2016. Namdar and Kiiglk (2018) conducted a descriptive content analysis of the integration of
technology into science education between 2000 and 2016. Baysan, Bayra, and Demirkan (2018)
carried out descriptive content analysis studies on technology-supported collaborative
educational environments research between 2010 and 2015. Demrici Gller and Irmak (2018)

examined the studies on the use of technology in science education between 2005-2018 in their
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study. Akgln and Akgilin (2020) also examined the studies on the use of technology in social
studies education until 2020. In their studies, Tosuntas, Emirtekin, and Siral (2019) examined

the studies on education and training technologies between 2013 and 2018.

When the literature is examined, there are studies on technology-supported education
and the integration of technology in education in many fields. However, no study has been found
specifically examining digital literacy studies. The purpose of this research is the descriptive
content analysis of digital literacy studies carried out in the field of education in Tirkiye between

the years 2006-2021. For this purpose, answers to the following research questions were sought.
e What is the distribution of the studies carried out by years?
¢ Which type of studies are included in the studies?
¢ Which research design was preferred in the studies?
¢ Which research method was preferred in the studies?
¢ Which study areas are included in the studies carried out?
¢ Which sample groups were preferred in the studies?
¢ Which sampling methods were used in the studies?
¢ What are the sample sizes in the studies conducted?
e What is the number of data collection tools used in the studies?

As a result of this research, it is planned that technology, which has become an even
more important tool in the realization of education, especially with the COVID 19 pandemic

process, will reveal general trends in the context of digital literacy.
2. Method

In this research, the descriptive content analysis method, which is one of the content
analysis types, was used. Descriptive content analysis is the process of gathering, comparison,
and classification of the trends and situations of the studies carried out in a certain field around
a certain framework (Calik & So6zbilir, 2014). In descriptive content analysis, studies carried out
in the same field are brought together around common themes, and the findings are presented

as a meaningful whole.
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2.1.Procedure

Determining the process steps of the study is essential for the regular progress of the
further parts of the research. For this reason, the process steps of this study are planned to carry

out in the order given below (Figure 1).

Determining Study Purpose

Literature Review

Analysis

R N NE ) M S—

[ Determining the Assessment Criteria

Interpreting Data

Figure 1. Study Procedure
2.2. Data Source

The data source of this research is in the National Thesis Center and Google Scholar,
EBSCO, Dergi Park, TR Index, Sobiad databases between 2006-2021, which consists of Digital

Literacy researches.

The population of the study (2006-2021) consists of digital literacy studies published in
international academic journals. The sample of the research consists of 74 studies, including 4
papers, 18 master's theses, and 3 doctoral theses, which were published in 49 national-

international journals between 2006-2021.
2.3. Data Collection

The full texts of the reached studies were examined in the literature review. As a result
of the studies examined by the researchers, various themes were determined. These themes
were determined as year, study type, sample group, study area, sample size, study design, study
method, data collection tools, sampling method, and measured dimensions. In addition, 2 field

experts were consulted for the data collection tool.

During the research process, reviews were made using the key words of "digital literacy",
"digital" and "digital information literacy". The criteria for inclusion of the obtained studies were
determined as being carried out within the borders of Tiirkiye and in the field of education. In
this direction, 327 studies were reached within the scope of graduate theses. After subsequent
inclusion and exclusion criteria, 21 studies were included in the study. As a result of the scans

made from various databases, 512 scientific articles and papers were reached. However, some
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studies are also found in different databases. After inclusion and exclusion criteria, 53 studies

were included in the study.
2.4. Analysis of Data

The data obtained were analyzed under descriptive content analysis methods. The
primary aim is to establish meaningful relationships between themes and content (Cepni, 2012).
The data obtained were gained regarding the stages of coding, classification, and identification.
A categorical analysis technique was used. In addition, the statements of the authors are taken
as basis in the analysis of the data (Kosar, 2018). The Dedoose program was used to collect the
obtained data in a systematic whole (Figure 3). It especially contributes to the systematic coding
of data. Two independent researchers are involved in the coding process of the data. The
researchers carried out the coding process without interacting with each other. In addition,
analyzes were carried out within the themes determined by the researchers in the analysis of
the data (Figure 2). All of the studies reviewed were based on the statements of the

author/authors.

/ \ sAuthor

*Name of the Study
*Year
*Type of the Study
*Design of the Study
eField
eSample Group
sSample Size
» Method of the Study
\ / sNumber of Data Collection Tool

Data Analysis Parameters

Figure 2. Data analysis parameters

Excarpis

Veori Ta..

SCHOLAR 2019 Makale

soBlaD 2019 Makale

soslaD 2018 Makale  DersKitabi  Torkge EQWmi Botirtime... Nitel Deser

soBlAD 2021 Makale  Ogretmen Temet Egiim  201-500

P e sosiap 2016 Makale  Ogretmen Tomel Eguim  0-50
QLI

Dyna...

soslap 2018 Makale anat... 201-500

soslaD 2020 Makale Besirtime.
SCHOLAR 2020 Makale 050
SCHOLAR 2020 Makale s01-1000 N
scHoLAR 2020 Makale e
SCHOLAR 2020 Biicn
SCHOLAR 2019 Maxale rs Kitabi  Torkge EQmi Betrtime.

SCHOLAR 2018 Makale rs Kitaby Orkge EgimI Belirtime.

Page: 10 6 ltema : 1-13 of 75 231415 Next>! Lastos
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Figure 3. Dedoose program interface
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2.5. Validity and Reliability

The findings were collected by two coders in light of the determined coding scheme. To
ensure encoder reliability, the same study should be coded by different coders. Creating codes
and themes by interpreting the same data by different researchers and comparing them is
essential in terms of ensuring reliability. The reliability calculation for the created themes was
calculated using the reliability formula of Miles and Huberman (1994). Reliability = Consensus /
(Agreement + Disagreement) As a result of the calculation, the reliability of the research was
calculated as 94%. Reliability calculations over 70% are considered reliable for research (Miles

& Huberman, 1994).
2. Findings

The data revealed at the end of the research are presented visually with appropriate
graphics. The data obtained are presented in order of year, study type, sample group, field,
sample size, study design, study method, data collection tools, sampling method, and measured

dimensions, respectively.
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Figure 4. Distribution of studies by years

When the distribution of studies in the field of education in Tirkiye, given in Figure 4,
is analyzed by years, it is seen that as of the date of the study, the rate of study was 16% in 2021,
22% in 2019, and 2020, and 14% in 2018. In addition, it is seen that 3% of the studies were
published in 2017, 4% in 2016, 1% in 2014, and finally 3% in 2013.
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Figure 5. Distribution of the studies by the type of study

When the distribution of studies in the field of education in Tirkiye, given in Figure 5,
is analyzed according to the type of study, it is seen that 66% of the articles, 6% of the papers,

24% of the master's thesis and 4% of the doctoral thesis are published.
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Figure 6. The distribution of the studies by the study design

To the analysis of the study design conducted in the field of education in Tiirkiye, given
in Figure 6, it is seen that the quantitative design 25 (34%), the qualitative design 21 (28%), the
mixed design 5 (7) and the scale development 6 (8%) study appears to have been published. In

addition, 17 studies (23%) of the studies examined did not specify the design.
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Figure 7.Distribution of the studies by the study method

When the distribution of the studies conducted in the field of education in Tirkiye
according to the methods given in Figure 7 is examined, 23% of the studies are scanning model,
20% are correlational scanning, 9% are scale development, 8% are document analysis, 5% are
case studies, 4% are phenomenology, 5% are descriptive analysis and 4% case study methods.
In addition, 1% of the studies were carried out in the descriptive correlational, narrative, cross-
sectional design, convergent parallel, quasi-experimental single-group method, and 2% in the
time-series design. When the studies are examined, research methods were not specified in 11%

of the studies based on the statements of the authors.
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Figure 8. Distribution of the by the field of study.

When the distribution of the studies conducted in the field of education in Tirkiye,
given in Figure 8, is examined according to the fields of study, it is seen that the studies are
carried out in teacher training at 19%, social studies education at 16%, Turkish at 12%, and
primary education at 7%. In the studies examined, it was determined that the study area was
not specified by the author(s) of 11% of the studies. In addition, it is seen that studies in the

fields of 5% Scale development, 3% Science education, 4% Secondary Education, 3% Preschool,
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3% Sport sciences, 3% English teaching, 3% Scale adaptation and 1% Music education have been

published.
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Figure 9. Distribution of the studies by the sample group.

When the distribution of the studies conducted in the field of education in Tirkiye
according to the sample groups, given in Figure 9, is examined, the rate of working with pre-
service teachers is 61%, with teachers 9%, high school students 5%, secondary school students
5%, academicians 3%, graduate students 1% and 1% of primary school students work. In addition
to this, there are 4% textbook, 1% scale development, 1% lesson review, and 3% program review

studies. In the two studies, the author/authors did not specify the sample groups.
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Figure 10. Distribution of the studies by the sampling method.

When the distribution of the studies conducted in the field of education in Tirkiye, given
in Figure 10, is examined according to the sampling methods, 19% convenience sampling, 12%
purposive sampling, 7% simple random sampling, 4% goal based sampling, 4% criterion, 1%
deviant case, 1% snowball sampling, 1% easily accessible, 1% deliberate sampling and 1% cluster
sampling methods are preferred. 37% of the authors/authors did not specify which sampling

methods they used in the study.
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Figure 11. Distribution of studies by the sample size distribution of the studies by the

sampling method.

When the distribution of the studies conducted in the field of education in Tirkiye,
given in Figure 11, is analyzed according to sample sizes, 35% of the studies are 201-500
participants, 23% with 0-50 participants, 14% with 501-1000 participants, and 101-200
participants 12%. 1% of 51-100 participants and 1% of 1000 participants seem to have been
published. At the same time, 14% of the authors did not inform about the number of participants

in the study.
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Figure 12.Distribution of the number of data collection tools used in studies

When the number of data collection tools used in the studies is examined, it is seen that
the number of studies using a data collection tool is high (57%, N=41). On the other hand, the
rate of studies in which two data collection tools were included in the studies included 30%
(N=21). 11% (N=8) of three data collection tools and 3% (N=1) of the studies that included four

data collection tools.
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4. Discussion and Conclusion

In this section, the research questions are discussed in light of the findings. The reviewed
articles and theses were examined from various perspectives. Studies included in the study were
analyzed systematically using the classification form. The variables such as year, type, study
pattern, study method, study area, sample, sampling method, sample size, number of data
collection tools, and data collection tools of the studies were examined and during the study

nine research questions were focused on.

When studies in the field of digital literacy are examined in Tirkiye, the first study took
place approximately nine years ago. There has been an increase in the number of digital literacy
studies over the years. Findings show that most of the studies were carried out in recent years.
The number of studies carried out especially since 2018 (14%) is very high when compared to
previous years. However, in 2019 and 2020 (30%), an extremely large number of studies were
carried out compared to other years. It is thought that the increase in the number of studies in
2018 and after, especially the reorganization of the curriculum in 2018 may have an effect.
Considering the years 2020 and 2021, when the pandemic period was experienced, it was
determined that 46% of the work took place in the last few years. It is observed that there is an
increase in the need for technology and technological tools in the distance education process
(He, Zhang & Li, 2021). These developments in the field of education have led to an increase in

the number of studies in the field of digital literacy.

When the types of studies in the field of digital literacy in Tiirkiye are examined, 66% of
the studies consist of published articles. Compared to other types of work, the article writing
process can be shown to be easier and shorter than the thesis writing process. Goktas et al.
(2012) show similarities with the findings of their study. 6% of the studies examined include
scientific papers. While the master's theses that include digital literacy studies are determined
at the rate of 24%, the doctorate thesis studies are realized at the rate of 4%. It is predicted that
the numerical difference between the studies carried out between the master's and doctoral

thesis studies is because the doctoral thesis studies are more difficult and long-term.

When the designs of studies in the field of digital literacy in Tlrkiye are examined, it is
seen that 34% of the studies consist of quantitative patterns. Since the data collection and
analysis process of the quantitative design is shorter and easier compared to other designs, it
can be seen as the reason for more studies. Goktas et al., (2012) and Namdar and Kiigik (2018)

reached similar results in their study. We may say that 28% of the studies examined are
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qualitative design studies. It's known that the preparation process of data collection tools in
qualitative design research involves a shorter and easier process compared to quantitative
research methods (Frost, 2021). In addition, researchers frequently conduct qualitative studies
on digital literacy at various levels. In particular, the researchers' use of the triangulation method
by frequently resorting to interview and observation techniques increases the number of
qualitative studies (Tosuntas, Emirtekin & Siiral, 2019). However, mixed designresearchs are
realized at a rate of 7% in the studies examined. The use of mixed design research in education
has been increasing day by day ( Goktas et al., 2012; Demrici Giler & Irmak, 2018). However, it
is seen that 8% of the studies are scale development studies. It has been determined that scale
development studies are carried out at different grade levels (especially secondary school

students and teacher candidates). The rate is thought to be high for this reason (Glines, 2018).

When the research models used in studies in the field of digital literacy in Tirkiye are
examined, we may say that the survey model is used at a rate of 23%. On the other hand, it was
determined that 20% of the correlational survey model studies were carried out to support this
finding. Goktas et al., (2012) and Alper and Giilbahar (2009) state that the survey model was
mainly used in their studies. When the researchers' preference for the scanning model is
associated with previous findings, it can explain the high rate of quantitative design approaches.
In addition to that, the scale development model is used in 9% of the studies. Besides these, we
determined 8% document review, 8% case study, 5% phenomenology, 5% descriptive analysis,
and 4% case study methods. In addition, it is seen that 1% of the studies were carried out in the
descriptive correlational, narrative, cross-sectional survey, convergent parallel, quasi-
experimental single-group method, and 3% in the time-series design. Finally, we determined
that research methods were not specified in 11% of the studies based on the statements of the

authors.

Regarding the results of the studies for study field in the field of digital literacy in Turkiye,
we may say that 19% is realized in the field of teacher training. It is thought that such a situation
arises since the studies are carried out with more than one teacher candidate group, especially
in education faculties. When the literature is examined, it is seen that the number of studies in
the field of teacher training is high (Goktas et al., 2012; Alper & Gilbahar, 2009; Erdogmus &
Cagiltay, 2009). In line with the fields of study, it has been determined that 16% is in the field of
social studies education and 12% is in the field of Turkish education. In digital literacy studies,
we found that the fields of study occur more in verbal fields than in other fields. However, it was

determined that 7% of the study took place in Primary Education. In addition, it is seen that
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studies in the fields of 5% Scale development, 3% Science education, 4% Secondary Education,
3% Preschool, 3% Sport sciences, 3% English teaching, 3% Scale adaptation, and 1% Music
education have been published. In the studies examined, we determined that the study field

was not specified by the author(s) of 11% of the study.

When the sample groups of the studies in the field of digital literacy in Tirkiye are
examined, 61% of the studies are carried out with pre-service teachers. We may say researchers
work with pre-service teachers to make sample groups more accessible. At the same time, it can
be explainedasr reasons for saving time and space. Besides, there are studies with 9% of
teachers and 3% of academicians. A large number of studies with teachers can be shown as a
larger sample size. The studies, it was determined that the studies were carried out with 5% high
school students and 5% secondary school students. However, the rate of studies involving
primary school students is 1%. This is thought to bebecausee the researchers preferred higher
age groups as the sample group preference. The fact that older age groups interact more with
digital technologies can be cited as a reason (Donnelly, Vitale, & Linn, 2015; Svihla & Linn, 2012).
The rate of studies conducted with graduate students is 1%. In addition, it is seen that there are
4% textbook reviews, 1% scale development, 1% course reviews, and 3% program reviews. In
3% of the studies examined, it was determined that the author/authors did not specify the

sample groups.

When the distribution of studies in the field of digital literacy in Tirkiye according to
sampling methods is examined, it is seen that a convenient sampling method is used at the rate
of 19% and purposeful sampling at the rate of 11%. Appropriate sampling and purposive
sampling methods are thought to save time in determining the participants compared to other
methods (Tosuntas, Emirtekin, & Siral, 2019). Tosuntas, Emirtekin and Sural (2019), Akca-
Ustlindag (2009), Alper and Giilbahar (2009) and Goktas et al. (2012) stated that easily accessible
and purposeful sampling methods were used in their studies. It is seen that 7% simple random
sampling, 5% random sampling, 1% easily accessible, 4% target-based, 4% criterion, 1% outlier,
1% snowball sampling, 1% deliberate sampling, and 1% cluster sampling methods are preferred.
It was determined that 36% of the authors/authors did not specify which sampling methods they
used in the study. When the sample sizes of studies conducted in the field of digital literacy in
Tiirkiye are examined, 35% of the studies are 201-500 participants, 23% are 0-50 participants,
14% are 501-1000 participants, 12% are 101-200 participants, 1% are 51-100 participants and
1000-participant 1% study appears to be published. At the same time, 14% of the authors did
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not inform about the number of participants in the study. Goktas et al. (2012) show similarities

with the findings of their study.

When the distribution of the number of data collection tools used in studies in the field
of education in Tirkiye is examined, it is seen that a data collection tool is used by 57% of the
studies. Accordingly, in 30% of these studies of two data collection tools, 11% of the studies,
three data collection tools, and 3% of the studies, four data collection tools have been used.

Goktas et al. (2012) show similarities with the findings of their study..
5. Implications

In light of the findings obtained as a result of the study, the following suggestions were

made.

1. In future studies, digital literacy studies in the field of education can be examined all

over the world, not only in Tirkiye.

2. Due to a large number of studies with incomplete declarations, it is recommended to
prepare publications that provide theoretical information on the writing of scientific studies

more clearly and understandably.

3. In light of the research findings, it is seen that there are deficiencies in various aspects
of studies in the field of digital literacy. For example, it is seen that more studies are needed at
the pre-school, primary, and secondary school levels. For this reason, it is recommended to carry

out studies in related fields to eliminate the deficiencies in the literature.

4. Ng (2012) model mentions that there are three basic dimensions of digital literacy
(cognitive, technical, and socio-emotional dimensions). In future studies, to reveal the situation
of all these dimensions in the sample groups studied, it is recommended not only to collect data
through scales but also to provide data diversity and increase the number of qualitative and

mixed studies to obtain more in-depth data.

5. Considering that the number of doctoral dissertations in this field is low, it is

recommended to work on a doctoral degree in the context of digital literacy.

6. Generally, it is seen that quantitative methods are preferred in studies to reveal the
current situation or to examine it in terms of different variables. However, there is a need to
carry out integrated studies into curricula or to reveal the situation in these programs to both

raise awareness about digital literacy and ensure that it becomes widespread in classrooms.
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6. Appendix

This study was published as an oral presentation at the 3. International Conference on

Science, Mathematics, Entrepreneurship, and Technology Education.
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Abstract: Digital writing has become an important part of the daily life of not only the new
generation, but also individuals of all ages. Digital writing, which has become a great need for the new
generation, is a special issue that concerns pre-service teacher candidates and even takes place in their
lives. The purpose of this research is to evaluate the attitudes of pre-service teachers towards writing in
the digital environment in terms of different variables and to determine their views. Mixed method was
used in the study. The research was carried out in a university in the Aegean Region in the spring semester
of the 2021-2022 academic year (n= 264). The participants consisted of pre-service teachers studying in
preschool education teaching (n=161) and classroom education undergraduate programs (n=103). In
order to obtain qualitative data, interviews were conducted with 12 volunteering students. The Attitude
Scale Towards Writing in Digital Environment (DOYAT), developed by Susar Kirmizi, Kapikiran, and Akkaya
(2021), was used to obtain quantitative data. The "open-ended question questionnaire" developed by the
researchers was used to obtain qualitative data. Quantitative data obtained were subjected to t-test and
analysis of variance using statistical package program. Content analysis was used for the data obtained
with the open-ended question form. The attitudes of pre-service teachers participating in the research
towards digital writing did not show a significant difference according to gender, class level, and having
their own computer. However, it was determined that there was a statistically significant difference
according to the time allocated to digital writing. The pre-service teachers who participated in the
research stated that they prefer digital writing because it is useful and economical. However, they also
stated that writing in digital environment for a long time causes physical health problems.

Keywords: Writing, Digital writing, Attitude, Prospective teachers, Mixed method.

Cited in: Kirmizi, F. & Bertan, E. (2023). Evaluation of pre-service teachers' attitudes and opinions on writing in digital
environment, Ogretmen adaylarinin dijital ortamda yazmaya iliskin tutumlarinin ve gérislerinin degerlendirilmesi.
The Journal of Limitless Education and Research, Sinirsiz Egitim ve Arastirma Dergisi, 8(1), 56-90. DOI:
10.29250/sead.1239123.

* A part of this study was presented as an oral presentation at the 6th International Symposium of Limitless Education
and Research (ISLER - June 16-19, 2022).



(77 Evaluation of Pre-service Teachers' Attitudes and Opinions on Writing...

Fatma KIRMIZI, Esra BERTAN

1. Introduction

Today, writing has ceased to be an action done only on paper; it has now quickly
transformed into an action done in the digital environment, too. Especially using the media to
communicate individually or to appeal to digital audiences has become an important part of the
life of the contemporary individual. This is mainly due to technological changes, which have
considerably decreased the use of paper and pencil in the traditional way; as a result,, digital

writing has become indispensable for the contemporary individual.

Writing is the expression of feelings, thoughts, needs and situations through symbols in
accordance with certain rules. One of the four basic skills of language (listening-reading-
speaking-writing) is writing to express emotions, thoughts, wishes using keyboard symbols
according to rules (Ozbay, 2006, Pratolo & Solikhati, 2021). Writing is not only the expression of
events or situations with symbols. But it also requires that letters, syllables, words and sentences
provide a sense of unity within themselves (Yaman, 2008). Writing is a way of conveying our

speech and thoughts in our minds.

Today's technology has changed the way people use language, as it affects every field.
With the development of technology, writing has transformed from an action with paper and
pen to a technological action in which the screen is used instead of the paper and the keyboard
is used instead of the pen. Digital development is an important part of the change in
communication (Dahlstrém, 2019; Turnley, 2011). Digital development plays an important role
in changing communication. The digital world has gone beyond just simple communication;
information sharing, blogging, wiki writing (informational writing in virtual environment),
electronic commerce and the use of social networks have brought the act of writing to the digital
environment. Writing has a special importance in the realization of these works. As digital
technologies progress, it is possible to carry out writing studies with different structures instead
of screen and keyboard. Gustilo, Vergel and Valle (2020) examined the digital writings of English
teachers in a study in the Philippines. According to the results of the study, digital writing also
revealed a different type of writing. The digital revolution has brought with it the problem of
writing and informal writing. The abbreviations made in the digital writing environment and the
signs used may be different from the official writing area. At the same time, sentence structures

and punctuation marks may be out of expectation.

It is not possible to state that the act of writing in the digital environment consists only

of sentences and paragraphs. Digital writing is also used in multiple media such as audio, video,
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graphics and visuals. It has quite different features from writing on paper, which can be said to
have become traditional in recent years (Grabill, 2005; Zoch, Adams-Budde & Langston-Demott,
2016). Digital writing was previously thought to take place on social media and internet pages.
However, its scope has expanded recently(Lawrence, 2022). It now includes many forms of
digital encoding (recording) information, including, but not limited to, word processing tools,
digital writing scanners, voice recorders. The digital writing learning experience is influenced by
learners' previous technology experiences and exposure to different digital genres (Baker &
Lastrapes, 2019; Martin & Lambert 2015; Snyder, 1995; Takayoshi, 1996). New media takes
writing beyond the traditional pen and paper. In order to communicate effectively by writing in

a digital environment, the knowledge and skills of using digital technologies are required.

Throughout history, writing has taken shape according to the characteristics of the
period. It is possible to say that digital writing is highly adopted in the 21st century. However,
writing has gone beyond this and voice writing has also been used in the digital environment.
Dictating the spoken words and transferring them to digital media as writing is also widely used.
Converting audio to text can be done easily with computer programs or applications. There are
many digital solutions for translating speech, audio recording, interviews into text (Chaudhuri,
Kendall & Bhalla, 2020; Carlsson, 2019; Steinhubl & Topol, 2018). It is likely that in the coming
years, voice writing studies in the digital environment will also be on the agenda in the education

and training environment.

When recent studies on writing in digital environments are examined, it is seen that
writing performance and the development of digital literacy in teacher education are discussed
to a great extent. Studies are conducted in many areas such as the effect of motivation to write
on the development of story writing skills, digital writing and diversity, and digital writing
teaching (Zheng, Warschauer & Farkas, 2013; Martin & Lambert, 2015; Baker & Lastrapes, 2019;
Collier, Foley, Moguel & Barnard, 2013; Aktas & Akyol, 2020). Pre-service teachers' perceptions
of digital content creation and writing emphasized features such as improving their ability to
conduct research in online environments, increasing interaction among students, transferring
learning to a different environment outside of school, and expanding the target audience
(Dahlstrom, 2019). In a study conducted with a group of ninth grade students, students focus
more on writing what they know because they ignore grammatical errors in digital writing. At
the same time, thanks to the automatic correction feature of the word processor, digital writing
provides convenience compared to traditional writing in terms of correcting grammatical errors

(Akerfeldt, 2014). According to another study conducted with primary school fourth grade
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students, that students pay more attention to the spelling rules and write longer texts in the
texts they create in the digital environment. However, it was observed that emotions were
expressed more in the writings of students who wrote in a traditional environment (Dahlstrom
& Bostrom 2017). Nobles and Paganucci (2015) conducted digital writing exercises with high
school students. In the interviews, the students stated that they found the writings they wrote
in the digital environment to be of higher quality than the texts they composed using pen and
paper. According to students, online texts are more readable. In addition, the participants stated

that writing in digital environments improves their advanced writing skills.

There is widespread use of digital writing. This situation increases the importance of
digital writing. Parallel to the change, the way we write, teaching practices and assessments of
writing are gradually changing. It can be said that today's learners have increased expectations
from digital writing. Due to the widespread use of digital writing, the changes it creates in
learning and teaching make digital writing important (Coiro, Knobel, Lankshear, & Leu, 2014;
Merchant, 2007; Vue, Hall, Robinson, Ganley, Elizalde & Graham, 2016). Communication
requirements have changed along with different ways of communicating. Digital media in

general and digital writing in particular have started to gain strength.

As human beings are social beings, they constantly interact with their environment.
Attitude has important emotional dimensions in human behavior. Attitudes can be greatly
influenced by previous behaviors and lead to later behaviors. But attitude is not the same as
behavior. It is important to evaluate people's attitudes with scientific measurement methods
(Reid, 2015). Basically, attitudes are how much an individual likes or dislikes an object or
phenomenon (Haddock & Maio, 2014). Attitude is defined as constantly reacting positively or
negatively to a certain object (Ajzen & Fishbein 1975). The conceptualization of attitudes differs
in terms of cognitive, emotional and motivational components (Ekholm, Zumbrunn & DeBusk-

Lane, 2018).

Digital technologies continue to offer new opportunities in formal and non-formal
education. In the age of technology, teachers are expected to meet the ever-changing
requirements of the digital environment. How these needs should be answered should be seen
as a top priority (Ballast, Stephens & Radcliffe, 2008). Accordingly, teachers are expected to

have an important role in developing positive attitudes towards digital writing in students.

The positive attitudes of teacher candidates towards writing in the digital environment

may play a role in facilitating their adaptation to technological changes in education. One of the
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ways to do this with the latest innovations is for teachers to develop skills in applications
involving digital tools, computer and web-based technologies. It is possible for teachers to create
digital content suitable for the subject and to meet the educational expectations that provide
the best learning opportunity to students, by developing pre-service teachers in pre-service
education (Bumgarner, 2012). It is possible to predict that students will do their homework and
all their other work in the digital environment in the coming years. ldentifying students'
perception of writing in relation to digital tools and online writing environments can help
teachers identify best practices, develop pedagogical methods, and be successful. Schools need
to develop an approach to writing education that meets the contemporary writing needs of
students. With this in mind, it is of great importance to conduct studies on the gains and losses
in digital writing. This will provide more information about the digital writing process (Nobles &
Paganucci, 2015; Dahlstrom, 2019). Studies on digital writing will draw attention to the
importance of technology use. It will provide meaningful data on subjects such as how
individuals using digital writing tools will position their bodies and their attitudes (Madden,

2014).

With the introduction of technology into life, writing habits have also changed greatly.
The fact that people started to use technological tools in their daily lives has enabled them to
encounter new applications and new writing environments. Thus, new writing habits have been
acquired and the necessity of developing these habits in some professions has emerged. Having
knowledge about digital writing, transforming the obtained data into educational content and
applying digital writing while doing this are among the skills that teacher candidates should
acquire (Cetin, 2022; Li, Razali, Noordin, & Abd Samad, 2018). Communication by writing on the
Internet has moved the writing skill to a different point. Many of the skills demonstrated when
using paper and pencil have completely changed. Instead, typing skills have cometo the fore. It
is an important requirement for prospective teachers to have prior knowledge that can guide
21st century students born into technology in digital writing. A digital writing skill that the
student will develop with technological tools includes behaviors such as checking what you write
and correcting mistakes. Measuring pre-service teachers' digital writing attitudes can provide
meaningful data on their digital writing skills. After starting the profession, teachers ought to
develop their students’ digital writing skills. For this, as pre-service teachers first they should
need to develop their digital writing skills. Therefore, the evaluation of pre-service teachers'
digital writing attitudes is of particular importance. The purpose of this research is to evaluate

the attitudes of pre-service teachers towards writing in the digital environment in terms of
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different variables and to determine their views. Depending on the purpose, the following sub-

problems were determined:

1) Do the attitudes of teacher candidates towards writing in digital environments show
a significant difference in terms of a) gender, b) class level, c) time devoted to digital writing, d)

whether or not they have their own computer?
2) What are the views of pre-service teachers about writing in digital environments?
2. Method

In the study, a mixed method, in which quantitative and qualitative research are used
together, was used. The mixed method makes the results obtained from the research data
stronger (Creswell, 1999; Yildirm & Simsek, 2016; Creswell & Creswell, 2017). In this study,
which was conducted to evaluate the attitudes and views of pre-service teachers towards
writing in the digital environment, two data sets were integrated with each other and then

conclusions were drawn using the advantages of integrating these two data sets.

In this study, the “simultaneous transformational design” defined by Creswell (2009), in
which both qualitative and quantitative data are given equal importance, was used. This pattern
supports those who participate in research with a broad or alternative perspective. It is very
useful for a better understanding of the cases (Baki & Gokgek, 2012). For this reason,
"simultaneous transformational design" was used depending on the mixed method in the
research. In this design, the strengths of one method complement the weaknesses of the other

(Yildinnm & Simsek, 2016).
2.1. Working group

In the mixed method, the sample studied at the quantitative stage is also used as a
determinant in the selection of the study group in the next qualitative stage (Baki & Gokgek,
2012). The research was carried out at Pamukkale University in the spring semester of the 2021-
2022 academic year (n= 264). The participants consisted of pre-service teachers studying in
preschool education teaching (n=161) and classroom education undergraduate programs
(n=103). The scale was applied to all teacher candidates in the 1st, 2nd, 3rd and 4th grades. For
the qualitative dimension of the research, the easily accessible sampling method (Baltaci, 2018)
was used. Interviews were conducted with two randomly selected teacher candidates from each
grade level. The qualitative data were obtained with the participation of 12 volunteer students

(pre-school teacher = 6; pre-school teacher candidate = 6).
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2.2. Data Collection Tools

“The Attitude Scale Towards Writing in Digital Environment” (DOYAT) developed by
Kirmizi, Kapikiran and Akkaya (2021) was used as a quantitative data collection tool in the
research. The trial study of DOYATwas carried out with 1501 2nd and 3rd grade students
studying in normal education. The scale consists of three subscales: convenience, motivation,
and impact. The lowest factor loading value of the scale items was .41 and the highest factor
loading value was .68. The Cronbach's Alpha value for the entire scale is .83. The Cronbach's

Alpha value determined for this study is .87.

A semi-structured interview form developed by the researchers was used to obtain the
qualitative data of the study. In order to evaluate the views of pre-service teachers on writing in
digital environment, a total of 6 questions were created and these questions were presented to
the opinion of expert lecturers. After the feedback received, the semi-structured interview form

was reduced to 4 questions.
2.3. Data Analysis

In order to obtain quantitative data, a demographic information form was added to
DOYAT and then applied to teacher candidates. The scale data filled in by the pre-service
teachers were transferred to the computer environment and Shapiro-Wilk was applied to check
whether the data showed a normal distribution. After the analysis, it was determined that the
data showed normal distribution (p>.05). Accordingly, parametric tests were used to analyze the
data. Frequency, percentage and standard deviations were taken, and t-test was used for two-

group comparisons and analysis of variance was used for more than two groups.

In order to better explain the quantitative data and collect qualitative data (Creswell,
2009), interviews were conducted with pre-service teachers. The interviewees were explained
the purpose of the study and the duration of the interview. They were also ensured that the the
interviews would not be shared with others. The interviews were recorded by taking notes.
Content analysis was applied to the obtained data, whichwere read separately by the
researchers and the codes were extracted. These codings were then compared and the
similarities and differences were examined. The themes were reached by bringing together the
related codes. Miles and Huberman's (1994) reliability formula “(Reliability Formula: Consensus
/ Consensus + Disagreement) *100” was used for the comparison of codes and internal

consistency. According to the calculations, it was determined that the consensus regarding the
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codes was 83%. The order of the participants (1, 2, 3, etc.) and the department they received

education in (Classroom teaching = SS, Pre-school teaching = SS) were used with abbreviation.
3. Findings

In this section, the findings obtained in order to answer the sub-problems of the
research are presented. The findings are presented in tables and explanations about the data
are given. To answer the first sub-problem, it was tested whether there was a significant
relationship between the attitudes of the participants towards digital writing and their gender.

The t-test was used for the analyses. The data obtained as a result of the t-test analysis are given

in Table 1.
Table 1
Comparison of DOYAT Scores by “Gender” Variable (T-Test)
Gender N X SS sd t p
Women 184 85.09 11.71 262 1.21 2.25
Man 80 83.03 14.62

As seen in Table 1, there was no significant difference between the groups according to
the gender variable t(262)=1.21, p>.05. The attitudes of female (X=85.09) and male (X=83.03)
participants towards digital writing are similar. All participants, male and female, have similar
attitudes towards digital writing. The data obtained from DOYAT were analyzed according to the

“class level" variable and the findings are presented in Table 2.

Table 2
Comparison of DOYAT Scores According to "Class Level" Variable (ANOVA)
Source of Variance Sum of Squares Sd Mean Squares F p
Between Groups 673.661 2 336.83 2.11 12
In Groups 41570.15 261 159.27
Total 42243.81 263

When Table 2 is examined, there is no significant difference between the groups
according to the grade level variable F (2, 261)=2.15 p>.05. Pre-service teachers' attitudes

towards digital writing are similar regardless of their grade level (1%, 2", 3™ and 4% grades).

The scores obtained from DOYAT were compared according to the "time devoted to
digital writing" variable and ANOVA test was applied to the data. The findings are presented in
Table 3.
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Table 3

Comparison of DOYAT Scores According to the Variable of “Time Allotted to Digital Writing”
(ANOVA)

Source of Variance Sum of Squares Sd Mean Squares F p
Between Groups 1773.18 2 886.59 5,71 .004
In Groups 40470.62 261 155.06
Total 42243.81 263

When Table 3 is examined, it is seen that the attitudes of pre-service teachers towards
digital writing differ significantly according to the variable of “time devoted to digital writing” F
(2, 261)= 5.71 p<.05. The source of the difference was determined by the Scheffe test, which
was carried out to determine between which groups the difference was. According to the
findings, the difference is between the three groups. Accordingly, there is a significant difference
between students who write digitally for “30 minutes” a day and students who write “1 hour”
digitally. On the other hand, it was determined that there was a significant difference between
the participants who wrote "45 minutes" a day and the participants who wrote "1 hour". The

descriptive statistics of the groups are presented in Table 4.

Table 4
Descriptive Statistics of DOYAT Scores by Time Allotted to Digital Writing in a Day
Time N X SS
30 minutes a day 79 83.46 11.65
45 Minutes a Day 133 83.03 11.94
1 Hour or More Per Day 52 89.69 14.70
Total 264 84.47 12.67

According to Table 4, the average of students who do digital writing for 1 hour or more
comes in the first place (X=89.47). In the second place, pre-service teachers (X=83.46) who do
digital writing for “30 minutes” a day take place. The lowest average belongs to the group ( X
=89.69) who digitally write for “45 minutes” per day. The scores obtained from DOYAT were
analyzed according to the variable of "having one's own computer". The obtained values are

presented in Table 5.

Table 5
Comparison of DOYAT Scores according to the use of "Own Computer" (T-Test)
Do you have your own computer? N X SS sd t p
Yes 205 84.69 12.29 262 .53 .59
No 59 83.69 13.99

As seen in Table 5, there is no significant difference between the averages of students
who have their own computer (X=84.69) and those who do not (X=83.69), t(262)=.53, p>.05.

The attitudes of the participants in both groups towards digital writing are similar.
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In order to answer the second sub-problem of the research, prospective teachers were
asked about their views on writing in digital environment. The results of the interviews were
analyzed and 2 themes and 5 codes were determined. As a result of the analysis, “Usability” and
“Difficulty” were the themes reached. The theme of usability includes the codes of "reason for
preference, affordability and relaxing aspect". The difficulty theme includes "health problems
and paper use" codes. The codes most frequently expressed within the scope of the research
are the codes of "preference" in the theme of usefulness with 11 repetitions and "health
problems" in the theme of difficulty. The least repeated code is the "relaxing aspect" code, which

is in the theme of usefulness with 3 repetitions.

As a result of the interviews with the teacher candidates participating in the research,
the codes for the reason for preference, economy and relaxing aspect were obtained and the
"usefulness" theme was formed by combining the codes. Information on this theme and codes

is given in Table 6.

Table 6
Codes for “Usability” Theme
Theme Code Code again
Reason for Preference 11
Usability Affordability 6
Relaxing Aspect 3

When Table 6 is examined, an answer was obtained from 11 participant pre-service
teachers regarding the "Reason for preference" code of the "Usability" theme as the reason for
preferring digital writing. Some of the quotations in the answers from the teacher candidates

are given below.

“More regular readable texts are revealed on digital devices. It is useful in terms of color
usage. It makes it easy to see the spelling mistakes (1, SO).” “I prefer to do it digitally because |
spend less time. If | wrote it wrong, | can correct it immediately. | can easily edit the page layout
immediately. Easier to share (4, SS).” “I would like to do it digitally. Because my texts are more
readable. | can correct the mistake more easily (5, SS).” “I prefer to write my writing studies in
digital environment because | can write in a more practical and understandable level (8, PT).”
“Of course, | prefer digital media. Because we can easily create our texts (10, OT).” “I prefer it in

a digital environment because it is easier and saves time (12, OT).”

11 pre-service teachers who participated in the research think that digital writing is the
reason for preference. From teacher candidates; 6 participants stated that digital writing is

easier than writing on paper, and 3 participants stated that it is easy to share articles written in
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digital media. 2 participants stated that their writings are more legible. Considering the
convenience it provides according to the opinions of pre-service teachers, digital writing is a

reason for preference.

Some of the answers given by the pre-service teachers regarding the "affordability" code

of the "usability" theme are given below.

“It is quite economical and inexpensive in terms of time. While we are writing, we both
waste time and fatigue occurs in our body (3, SS).” “I can type faster in digital environment. |
don't have a lot of time to write. Paper is not wasted (6, SS).” “It makes typing faster. It is
beneficial economically and in terms of protecting nature (7, PO).” “It saves us time. It

encourages writing. It prevents paper waste (9, PM).”

6 pre-service teachers who participated in the research think that writing in digital
environment is economical. 5 teacher candidates stated that digital writing prevents paper
waste. 5 participants stated that digital writing saves time. According to the opinions of the pre-
service teachers participating in the research, digital writing is economical in terms of preventing

waste of paper and saving time.

Excerpts from the answers given by the pre-service teachers for the "relaxing aspect"

code of the "Usability" theme are given below.

”

“Writing on digital devices increases my creativity. It is good for me spiritually (3, SO).
“Writing on a computer or tablet relaxes me. It is good for me to convey my feelings as they are
(6, SO).” “I feel like writing in a digital environment is tiring for the eyes, but it relaxes me (11,

PT)”

3 pre-service teachers who participated in the research stated that writing in the digital
environment relieved them spiritually. The opinions of these pre-service teachers are that

writing in digital environment has a relaxing aspect.

As a result of the interviews with the pre-service teachers participating in the research,
codes for health problems and paper use were obtained, and the "difficulty" theme was formed

by combining the codes. Information on themes and codes is given in Table 7.

Table 7
Codes for the “Difficulty” Theme
Theme Code Code Again
. Health Problems 11
Difficulty .
Using Paper 5
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Excerpts from the answers given by the pre-service teachers to the "health problems"

code of the "difficulty" theme are given below.

“Usually, since the screens on which we will write are located below our face, it causes
back-neck pain (2, PS).” 3, SO).” “It makes the eyes tired immediately, the back hurts
immediately. It can make you feel mentally tired (4, SS).” “My back hurts because | have a
physical problem. | feel mentally tired (5, SS).” “Physical inactivity can harm our physical health
(7, OD).” “Our eyes can get tired, and our brains can get tired too. It is necessary not to be in the

digital environment for a long time, and it is necessary not to tire our hand muscles (10, PO).”

11 pre-service teachers who participated in the research stated that they experienced
health problems while writing in the digital environment. Eight pre-service teachers stated that
writing in digital media for a long time causes eye strain. While 4 pre-service teachers stated
that writing in digital media for a long time caused low back pain, 2 pre-service teachers stated
that it caused back and neck pain. In addition to these, 2 pre-service teachers stated that writing

for a long time in the digital environment makes them feel mentally tired.

Excerpts obtained from the answers given by the pre-service teachers for the "using

paper" code of the "difficulty" theme are given below.

“I prefer to write an article for homework or to share with anyone in digital environment,
but | prefer to write my own handwriting such as a notebook or diary that | will keep for myself
(2, SS).” “I prefer to write on paper. Because it's good to feel the paper and pen while writing (9,
OT).”“I don't feel like I'm really writing something spiritually when I'm writing on a computer or

tablet. Because writing with paper and pen feels like writing, literally (12, OT).”

5 pre-service teachers who participated in the research stated that they preferred
writing on paper to writing in digital environment. While 2 pre-service teachers stated that both
digital writing and writing on paper had advantages, they stated that they preferred digital
writing especially during homework preparation processes. One pre-service teacher stated that

she preferred to write on paper due to the lack of technological knowledge.
4. Conclusion, Discussion and Recommendations

According to the results obtained from the research, there is no significant difference
between the groups according to the gender variable. The attitudes of male and female
participants towards digital writing are similar. The digital transformation in recent years has

affected both men and women alike. This may have affected the attitude towards digital writing
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as well. Especially the younger generation uses digital writing in their daily lives regardless of
gender. Digital writing is seen as a necessity by all individuals, men and women, and is used in
similar ways. This result supports the previous studies. Teo (2008) examined the attitudes of
teacher candidates towards computer use with 139 participants in Singapore. According to the
results of the study, it was determined that there was no significant difference in computer
attitudes among teacher candidates according to the gender variable. Attitudes towards
computer use were similar in both groups. Maden, Banaz and Maden (2018) examined the
writing habits of Turkish teacher candidates in the digital environment in their research with 103
Turkish teacher candidates. According to the results of the research, it was determined that the
writing habits of male and female candidates in digital environments did not make a significant
difference according to the gender variable. Duran (2013) evaluated the attitudes of teacher
candidates towards writing in the study he conducted with 254 students at the faculty of
education. According to the results of the study, there is no significant difference between the
attitude towards digital writing and the gender variable. However, there are also studies
showing that the attitude towards digital writing varies according to the gender variable.
Ustabulut (2021) examined the attitudes of Turkish teacher candidates (n=229) towards writing
in his research. According to the study, female Turkish teacher candidates emphasized that they
could add a more aesthetic appearance to the texts in the digital environment in line with the
features of the program compared to male Turkish teacher candidates. According to the results
of the study, female Turkish teacher candidates' attitudes towards digital writing are
significantly higher than male Turkish teacher candidates. Male teacher candidates stated that
they like taking notes in digital environment more than female teacher candidates. Although the
studies reveal that the attitude towards digital writing changes according to the gender variable,
it should be taken into account that in recent years, both men and women have been using
digital writing effectively. Digital writing has become a necessity for everyone. According to the
research, according to the grade level variable, the attitudes of the participants towards digital
writing are similar to each other. The digital writing attitudes of the students studying in the 1st,
2nd, 3rd and 4th grades do not differ. In recent years, it is a known situation that young people
show interest in digital environments and writing in these environments. Whether college

students are in their freshman year or in their fourth year. He has a similar attitude in this regard.

According to another result obtained from the study, there is a significant difference
between the groups according to the time allocated to digital writing. The digital writing

attitudes of the participants who write in digital environment for one hour or more a day are
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more positive. In the light of this data, it is possible to say that the time spent on digital writing
every day has a positive effect on the attitude towards digital writing. This supports the restuls
of a study by Ustabulut (2021) who found that Turkish teacher candidatesdoing digital writing
for 3 hours or more a day stated that it is a great pleasure for them to write in digital
environment, compared to pre-service teachers who stated that they write digitally for 0-30
minutes. According to the pre-service teachers, the candidates who do digital writing for 3 hours
or more stated that writing in digital environment increases their self-confidence and they feel
good while writing in digital environment. Demirel and Sengil (2022) examined the frequency
of using web 2 tools and their attitudes towards digital writing in their study with 556 Turkish
teacher candidates. It has been determined that the averages of the pre-service teachers who
use Web 2 tools more frequently are statistically significant. Maden, Banaz and Maden (2018)
looked at the effect of time devoted to digital reading on digital writing habits in their study with
Turkish teacher candidates. Results showed that there was no significant relationship between
the writing habits of the candidates in digital environments and the daily printed material

reading time.

According to the research, the attitudes of students who have their own computers and
those who do not towards digital writing are similar to each other. This can be explained by the
fact that digital writing can also be done in multiple environments. These days, individuals do
digital writing not only on computers, but also on different devices (tablets, phones, etc.). The
attitude towards digital writing does not differ depending on the device used. Previous studies,
on the other hand, show that the attitude towards digital writing is closely related to using digital
devices. For instance, according to Demirel and Sengtl (2022), the averages of Turkish teacher
candidates who have a computer or tablet differ significantly. It was determined that the
participants who had a computer or tablet had more positive attitudes towards digital writing
than those who did not. According to a study by Pratolo and Solikhati (2021), it was determined
that teachers in Indonesia have positive attitudes towards the use of digital literacy for teaching
English. However, teachers stated that problems related to lack of technology, students'
background, lack of time and limited budget are barriers in digital literacy practices. According
to the research, advanced technological devices (such as smart phones) should be used to
develop digital literacy in students. Shopova (2014) applied a questionnaire to the students in
her study with university students. In the study, students stated that their motivation and digital

competencies increased when they used computer technologies. The students noted that using
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computer technologies provides the opportunity to be successful in business and social life

without being behind the ever-changing demands.

According to the results obtained from the research, pre-service teachers prefer digital
writing because it is useful and economical. It also makes them feel good. However, they stated
that writing for a long time in the digital environment causes physical health problems such as
poor posture and eye strain. Similarly, Tizel and Tok (2013) examined the digital writing
experiences of teacher candidates in their study with 48 teacher candidates studying at
Canakkale Onsekiz Mart University Faculty of Education. Results indicated that pre-service
teachers prefer digital writing because it s makes them feel physically comfortable, saves time,
reduces typos in using the language, makes editing pages easier, and makes it easier for them
to share texts composed. . Similarly, Choo and Li (2017) conducted a study with 8 teacher
candidates at a Teacher Education Institute in Malaysia and determined that students clearly
preferred the digital writing approach over writing on paper. At the same time, it was stated
that writing in the digital environment promotes a collaborative learning environment and
motivation of teacher candidates to write. In a study conducted by Baker and Lastrapes (2019)
in a primary school, it was determined that students using digital writing increased their
motivation for writing. Also, it has been determined that these students spend more time on
writing and thus the time they spend learning during the day is extended. In his study with 62
Turkish teacher candidates, Tok (2015) determined that digital literacy is important and that the
advantages of screen-based writing education outweigh the disadvantages. In the study, it was
also stated that screen-based writing activities should be integrated into education programs,
courses and teaching materials. In a study with 229 Turkish teacher candidates, Ustabulut
(2021)found that writing in digital environment can cause health problems such as eye strain
and physical disorders. In addition, pre-service teachers also stated that they did not enjoy using
paper in the digital environment writing process. In the qualitative research conducted by Erkan
and Dagal (2016) with 12 pre-service teachers, the participants stated that writing in digital
environment saves time and provides convenience. But they also pointed out that itcauses

physical health problems.

In line with our results obtained from the current research, the following suggestions
can be made:. a) Teacher candidates should be encouraged to consciously devote time to digital
writing. b) Digital writing should be used in a way that facilitates daily life (careful use of social
media). c) It should not be forgotten that digital writing will be more meaningful when used with

the aim of expressing thoughts in written form.
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In the literature review conducted within the scope of the study, it was determined that
there are very few studies evaluating the attitude towards digital writing. More scientific studies

should be conducted to determine prospective teachers' perspectives on digital writing.
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Ozet: Dijital yazma yalnizca yeni neslin degil her yastan bireyin giinlik yasaminin énemli bir
pargasi haline gelmistir. Yeni nesil icin bliylk bir gereksinim haline gelen dijital yazma hizmet 6ncesi egitim
alan 6gretmen adaylarini da ilgilendiren hatta onlarin yasaminda da yer alan 6zel bir konudur. Bu
arastirmanin amaci, 6gretmen adaylarinin dijital ortamda yazmaya yonelik tutumlarinin farkh degiskenler
acisindan degerlendirilmesi ve gorislerinin tespit edilmesidir. Calismada karma yénteme bagvurulmustur.
Arastirma 2021-2022 egitim o6gretim yilinin bahar doneminde Ege Boélgesindeki bir Universitede
gerceklestirilmistir (n= 264). Katilimcilar okuldncesi egitimi 6gretmenligi (n=161) ve sinif egitimi lisans
programlarinda (n=103) 6grenim gobren Ogretmen adaylarindan olusmaktadir. Nitel verilerin elde
edilmesinde 12 06grenci ile goérisme yapilmistir. Gorlismelerde gonullilik esasi goéz o6ninde
bulundurulmustur. Nicel verilerin elde edilmesinde Susar Kirmizi, Kapikiran ve Akkaya (2021) tarafindan
gelistirilen “Dijital Ortamda Yazmaya iliskin Tutum Olgegi” (DOYAT) kullanilmistir. Nitel verilerin elde
edilmesinde ise arastirmacilar tarafindan gelistirilmis olan “agik uglu soru anketi” kullaniimistir. Elde edilen
nicel veriler istatiksel paket program kullanilarak t-testi ve varyans analizine tabi tutulmustur. Agik uglu
soru formu ile elde edilen veriler igin icerik analizi kullanilmistir. Arastirmaya katilan 6gretmen adaylarinin
dijital yazmaya yonelik tutumlari cinsiyete, sinif diizeyine, kendine ait bilgisayari olma degiskenine gore
anlamli bir farklilk gostermemektedir. Ancak dijital yazmaya ayrilan zaman degiskenine gére istatistiksel
olarak anlamli bir farklilik oldugu belirlenmistir. Arastirmaya katilan 6gretmen adaylari, dijital yazmayi
kullanigh oldugu igin tercih ettiklerini, ekonomik bulduklarini, ayni zamanda dijital ortamda uzun siire yaz
yazmanin fiziksel olarak saglik sorunlarina neden oldugunu ifade etmistir.

Anahtar Sozciikler: Yazma, Dijital yazma, Tutum, Ogretmen adaylari, Karma ydntem.
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10.29250/sead.1239123.

* Bu galismanin bir kismi 6. Uluslararasi Sinirsiz Egitim ve Arastirma Sempozyumunda (USEAS- 16-19 Haziran 2022)
sozIU bildiri olarak sunulmustur.



(\%zzz7 Ogretmen Adaylarinin Dijital Ortamda Yazmaya iliskin Tutumlarinin ve...

Fatma KIRMIZI, Esra BERTAN

1. Giris

Yazma ginimizde yalnizca kdgit Gzerinde yapilan bir eylem olmaktan ¢ikmis ayni
zamanda dijital ortamda yapilan bir eyleme hizli bir sekilde donismustiir. Bireysel iletisim
kurmak ya da dijital kitlelere hitap etmek igin 6zellikle medyayi kullanmak ¢agdas bireyin
yasaminin énemli bir pargasi olmustur. Aslina bakildiginda yazma teknolojik degisimler geregi
sekil degistirmistir. Geleneksel bir sekilde gerceklestirilen kagit kalem kullanimi oldukca azalmis,
teknolojik gelismelerin bir sonucu olarak dijital yazma cagdas birey icin vazgecilmez bir hale

gelmistir.

Yazma; duygu, disince, gereksinim ve durumlarin belirli kurallara uygun bir sekilde
semboller araciligiyla anlatilmasidir. Dilin dort temel becerilerinden (dinleme-okuma-konusma-
yazma) biri olan yazma becerisi, duygu, disiince, istek ve olaylarin sembollerle kurallara gére
ifade edilmesidir (Ozbay, 2006; Pratolo & Solikhati, 2021) bigiminde tanimlanabilir. Yazma;
sadece olay ya da durumun sembollerle ifade edilmesini degil, ayni zamanda harflerin, hecelerin,
sozcliklerin ve cimlelerin kendi icinde bir anlam butiinlGgi saglamasini gerektirir (Yaman, 2008).

Yazma, zihnimizde dizenledigimiz distincelerimizi aktarma bicimidir.

GUnUmuz teknolojisi her alani etkiledigi gibi insanlarin dili kullanma seklini de
farklilastirmistir. Teknolojinin gelismesiyle yazma, kagit ve kalem ile yapilan bir eylemden kagit
yerine ekranin ve kalem yerine klavyenin kullanildigi teknolojik bir eyleme donlismustir. Dijital
gelisim, iletisimdeki degisimin énemli bir pargasidir (Dahlstrém, 2019; Turnley, 2011). Dijital
gelisme, iletisimdeki degisimin 6nemli bir parcasi oldugundan yalnizca iletisim kurmak igin degil
bilgi paylasimi, blog olusturma, wiki yazma (sanal ortamda bilgi amacl yazma), elektronik ticaret
ve sosyal aglarin kullanimi da yazma eylemini dijital ortama tasimistir. Dijital teknolojiler
ilerledikge ekran ve klavye yerine daha farkh yapilarla yazma calismalarinin gerceklestirilmesi
olasidir. Gustilo, Vergel ve Valle (2020) Filipinlerde yaptig bir calisma ile ingilizce
ogretmenlerinin dijital yazilarini incelemistir. Calisma sonucuna gore dijital yazma farkli bir yazim
tlrini de ortaya cikarmistir. Dijital devrim, yazma ve resmi olmayan yazma sorununu da
beraberinde getirmistir. Dijital yazma ortaminda yapilan kisaltmalar, kullanilan isaretler resmi
yazma alani ile farkh olabilmektedir. Ayni zamanda climle yapilari ve noktalama isaretleri de

beklenin disinda olabilmektedir.

Dijital ortamdaki yazma eyleminin yalnizca ciimleler ve paragraflardan olustugunu ifade
etmek pek mimkiin degildir. Dijital yazma ses, video, grafik, gorseller gibi coklu ortamlarda da

kullanilmaktadir. Son yillarda geleneksel oldugunu séylemek mimkiin olan kagit Uzerine
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yazmadan oldukca farkh 6zellikler tasimaktadir (Grabill, 2005; Zoch, Adams-Budde & Langston-
Demott, 2016). Dijital yazma onceleri sosyal medya ve internet sayfalari olarak algilanmistir.
Ancak daha sonra kapsami genisletilerek ele alinmistir (Lawrence, 2022). Kelime islemci araglari
ile sinirh olmayan dijital yazma tarayicilar, ses kaydediciler dahil olmak lzere bircok dijital
kodlama (kayit) bilgisi bicimini icerir. Dijital yazma 6grenme deneyimi 6grenenlerin dnceki
teknoloji deneyimlerinden ve farkli dijital tirlere maruz kalma durumundan etkilenmektedir
(Baker & Lastrapes, 2019; Martin & Lambert 2015; Snyder, 1995; Takayoshi, 1996). Yeni medya,
yazmay! geleneksel kagit kalemden Oteye tasimaktadir. Dijital ortamda etkili bir sekilde yazi

yazarak iletisim kurmak icin dijital teknolojileri kullanma bilgi ve becerisi gerekmektedir.

Yazma tarihte, dénemin ozelliklerine gore sekil almistir. iginde bulundugumuz 21.
Yiizyilda dijital yazmanin oldukga benimsendigini séylemek mimkiindir. Ancak yazma bunun da
Otesine gecmis dijital ortamda sesli yazma da kullanilir olmustur. Séylenen sozciiklerin dikte
edilerek dijital ortama yazi olarak aktariimasi da yaygin bir sekilde kullaniimaktadir. Sesi metne
cevirme bilgisayar programlari ya da uygulamalarla kolayca yapilabilmektedir. Konusmayi, ses
kaydini, roportajlari metne ¢evirme ile ilgili pek ¢ok dijital ¢6ziim bulunmaktadir (Chaudhuri,
Kendall & Bhalla, 2020; Carlsson, 2019; Steinhubl & Topol, 2018). Blylk bir olasilikla ilerleyen

yillarda egitim 6gretim ortaminda dijital ortamda sesli yazma calismalari da giindeme gelecektir.

Son vyillarda dijital ortamlarda yazmaya iliskin ¢alismalar incelendiginde yazma
performansi ve 6gretmen egitiminde dijital okuryazarligin gelistirilmesi konusunun ele alindigi
gorilmektedir. Arastirmalar yazma motivasyonun 6ykii yazma becerilerinin gelisimine etkisi,
dijital yazma ve cesitlilik, dijital yazma 6gretimi gibi pek ¢ok alanda yapilmaktadir (Zheng,
Warschauer & Farkas, 2013; Martin & Lambert, 2015; Baker & Lastrapes, 2019; Collier, Foley,
Moguel & Barnard, 2013; Aktas & Akyol, 2020). Dijital icerik olusturma ve yazmaya iliskin
O0gretmen adaylarinin algilari ¢evrim i¢i ortamlarda arastirma yapma yeteneklerini gelistirme,
ogrenciler arasinda etkilesimi artirma, 6grenmeyi okul disinda farkl bir ortama tasima ve hedef
kitleyi genisletme gibi Ozellikleri vurgulamistir (Dahlstrom, 2019). Dokuzuncu sinif bir grup
O0grenci ile yapilan bir arastirmada O6grenciler, dijital yazmada dilbilgisi hatalarini
onemsemedikleri icin bildiklerini yazmaya daha fazla odaklanmaktadirlar. Ayni zamanda kelime
islemcinin otomatik dlzeltme 0Ozelligi sayesinde dijital yazma, dilbilgisi hatalarini
duizeltebilmeleri agisindan geleneksel yazmaya gore kolaylik saglamaktadir (Akerfeldt, 2014).
ilkokul dérdiincii sinif grencileri ile yapilan baska bir arastirmaya gére de 6grencilerin dijital
ortamda olusturduklari yazilarda imla kurallarina daha fazla dikkat ettikleri, daha uzun yazilar

yazdiklari belirlenmistir. Ancak geleneksel ortamda yazi yazan Ogrencilerin yazilarinda ise
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duygularin daha fazla ifade edildigi gorilmistiir (Dahlstrom & Bostrém 2017). Nobles &
Paganucci (2015) lise 6grencileri ile dijital ortamda yazma calismalari gergeklestirmistir.
Ogrenciler, yapilan gériismelerde dijital ortamda yazdiklari yazilarini kalem ve kagit kullandiklari
yazilara kiyasla daha kaliteli bulduklarini belirtmistir. Ogrencilere gére cevrim ici yazilar daha
okunaklidir. Ayrica katihmcilar dijital ortamlarda yazmanin gelismis yazma becerisini

gelistirdigini de ifade etmistir.

Dijital yazmanin yayginhgi, onu daha da dnemli hale getirmektedir. Degisime paralel
olarak yazma seklimiz, Ogretim uygulamalari ve yazma degerlendirmeleri yavas yavas
degismektedir. Glinlimiz 6grenenlerinin de dijital yazmadan beklentilerinin arttig1 sdylenebilir.
Dijital yazmanin yayginlasmasi nedeniyle 6grenme ve 6gretmede de yarattigl degisimler dijital
yazmayi 6nemli kilmaktadir (Coiro, Knobel, Lankshear, & Leu, 2014; Merchant, 2007; Vue, Hall,
Robinson, Ganley, Elizalde & Graham, 2016). iletisim gereksinimleri farkli iletisim kurma yollar
ile birlikte degisime ugramistir. Genel olarak dijital medya ve 6zel olarak dijital yazma

glclenmeye baslamistir.

insan sosyal bir varlik olmasindan dolayi cevresiyle siirekli etkilesimde bulunur. insan
davranislarinda tutum 6nemli duygusal boyutlara sahiptir. Tutumlar dnceki davranislardan ¢ok
fazla etkilenebilir ve daha sonraki davranislara yol agabilir. Fakat tutum davranis ile ayni sey
degildir. Insanlarin tutumlarini  bilimsel 6lgme ydntemleri ile yapmak tutumlarin
degerlendirilmesi agisindan 6nemlidir (Reid, 2015, s. 12) Temel olarak tutumlar, bireyin bir nesne
ya da olgudan ne kadar hoslandigi ya da hoslanmadigidir (Haddock & Maio, 2014). Tutum, belli
bir nesneye karsi slrekli olarak olumlu ya da olumsuz bir bigimde tepki vermek seklinde
tanimlanmaktadir (Ajzen & Fishbein 1975). Tutumlarin kavramlastiriimasi ise bilissel, duygusal

ve gldusel bilesenler agisindan farkhlk gosterir (Ekholm, Zumbrunn & DeBusk-Lane, 2018).

Dijital teknolojiler 6rglin ve yaygin egitiminde yeni firsatlar sunmaya devam etmektedir.
Teknoloji caginda 6gretmenlerin dijital ortamin sirekli degisen gereksinimlerini karsilamasi
beklenmektedir. Bu gereksinimlerin nasil yanitlanmasi gerektigi blyik bir 6ncelik olarak
gorialmelidir (Ballast, Stephens & Radcliffe, 2008). Bu baglamda 6gretmenlerin, 6grencilerde
dijital yazmaya iliskin olarak olumlu tutum gelistirmede 6nemli bir roll oldugu kabul edilebilir

bir gercektir.

Ogretmen adaylarinin dijital ortamda yazma tutumlarinin olumlu olmasi egitimde
teknolojik degisimlere uyum saglamalarini kolaylastirici bir rol oynayabilir. En son yenilikler ile

bunu yapmanin yollarindan biri ise dijital araglar, bilgisayar ve web tabanli teknolojileri iceren
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uygulamalar konusunda égretmenlerin beceri gelistirebilmesidir. Ogretmenlerin konuya uygun
dijital icerik olusturabilmesi ve 6grencilere en iyi 6grenme firsati sunmasini saglayan egitim
beklentilerini karsilayabilmesi 6gretmen adaylarinin hizmet 6ncesi egitimde gelistirilmesi ile
mimkindir (Bumgarner, 2012). Ogrencilerin gelecek vyillarda édevlerini ve diger biitiin
¢alismalarini dijital ortamda yapacaklarini dngérmek mimkinddr. Dijital araglara ve gevrimigi
yazma ortamlarina iliskin olarak 6grencilerin yazma algisinin belirlenmesi, 6gretmenlerin en iyi
uygulamalari belirlemelerine, pedagojik yontemleri gelistirmelerine ve basarili olmalarina
yardimci olabilir. Okullarin, 6grencilerin ¢cagdas yazma gereksinimlerini karsilayan bir yazma
egitimi gelistirmesi gerekmektedir. Bunu goz oniinde bulundurarak, dijital yazimdaki kazanglar
ve kayiplara iliskin ¢alismalar yapilmasi blyiik bir 6nem tasimaktadir. Bu durum dijital yazma
slrecine yonelik olarak daha fazla bilgi edinmeyi saglayacaktir (Nobles & Paganucci, 2015;
Dahlstrém, 2019). Dijital yazma iliskin yapilacak olan g¢alismalar teknoloji kullaniminin 6nemine
dikkat c¢ekecektir. Dijital yazma araclarini  kullanan bireylerin bedenlerini nasll

konumlandiracaklari, tutumlari gibi konularda anlamli veriler sunacaktir (Madden, 2014).

Teknolojinin yasamin icine girmesi ile yazma aliskanliklari da biyik ol¢lide degismistir.
insanlarin giinlik yasamlarinda teknolojik araglar kullanmaya baslamasi, onlarin yeni
uygulamalar ve yeni yazma ortamlarn ile karsilasmalarini saglamistir. Boylece yeni yazma
ahiskanliklari edinilmis ve bazi mesleklerde bu aliskanliklarin gelistiriimesi gerekliligi ortaya
ctkmistir. Dijital yazmaya iliskin bilgi sahibi olmak, elde edilen verilerin egitim igerigine
donisturilmesini saglamak ve bunu yaparken dijital yazmaya basvurmak 6gretmen adaylarinin
edinmesi gereken beceriler arasina girmistir (Cetin, 2022; Li, Razali, Noordin, & Abd Samad,
2018). internet ortaminda yazarak iletisim kurulmasi yazma becerisini farkli bir noktaya
tasimistir. Kagit ve kalem kullanirken ortaya konulan pek ¢ok beceri tamamen degismis yerine
klavyeden yazmaya birakmistir. Ogretmen adaylarinin, teknolojinin igine dogan 21. yizyll
ogrencilerine dijital yazmada rehber olabilecek 6n bilgiye sahip olmasi 6nemli bir gereksinimdir.
Ogrencinin teknolojik araclarla gelistirecegi bir dijital yazma yetisi; yazdigini kontrol etme, hata
yaptiginda diizeltme gibi davranislari icerir. Ogretmen adaylarinin dijital yazma tutumlarinin
Olglilmesi onlarin dijital yazma becerilerine iliskin anlaml veriler sunabilir. Meslege basladiktan
sonra 6grencilerinde etkili bir sekilde dijital yazma becerisi gelistirmek isteyen 6gretmenin
hizmet 6ncesinde dijital yazma vyetilerini gelistirmis olmasi oldukca &nemlidir. Ogretmen
adaylarinin dijital yazma tutumlarinin degerlendirilmesi 6zel bir 6neme sahiptir. Bu arastirmanin

amaci, 6gretmen adaylarinin dijital ortamda yazmaya yonelik tutumlarinin farkh degiskenler
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acisindan degerlendirilmesi ve gorislerinin tespit edilmesidir. Amaca bagh olarak su alt

problemler belirlenmistir:
1) Ogretmen adaylarinin dijital ortamlarda yazmaya yénelik tutumlari,

a) cinsiyet, b) sinif diizeyi, c) dijital yazmaya ayirilan zaman, d) kendine ait bilgisayari

olup olmama degiskenleri acisindan anlamli bir farklilik géstermekte midir?
2) Ogretmen adaylarinin dijital ortamlarda yazmaya iliskin gériisleri nelerdir?
2. Yontem

Calismada nicel ve nitel arastirmanin bir arada kullanildigi karma yéntem kullaniimigtir.
Karma yontem, arastirma verilerinden elde edilen sonugclari daha glicli kilmaktadir (Creswell,
1999; Yildirm & Simsek, 2016; Creswell & Creswell, 2017). Ogretmen adaylarinin dijital ortamda
yazmaya iliskin tutumlarinin ve gorislerinin degerlendirilmesi amaciyla yapilan bu ¢alismada iki
veri setini birbiriyle bitinlestirilmis ve daha sonra bu iki veri setini bitlinlestirmenin avantajlari

kullanilarak sonuglar ¢ikariimistir.

Bu arastirmada Creswell (2009) tarafindan tanimlanan, nitel ve nicel verilerin esit bir
sekilde 6nemsendigi “es zamanli donlisiimsel desen” kullaniimistir. Bu desen genis ¢capli veya
alternatif bakis acisi ile arastirmaya katilanlari desteklemektedir. Olgularin daha iyi anlasilmasi
acisindan oldukga faydahdir (Baki & Gokgek, 2012). Bu nedenle arastirmada karma yonteme
bagli olarak “es zamanli donlsiimsel desen” kullaniimistir. Bu desende bir yontemin glclii yanlarn

digerinin zayif yanlarini tamamlamaktadir (Yildirm & Simsek, 2016).
2.1. Calisma Grubu

Karma yontemde nicel asamada ¢alisilan 6rneklem, daha sonraki nitel asamada galisma
grubunun secilmesinde de belirleyici olarak kullanilir (Baki & Gokgek, 2012). Arastirma 2021-
2022 egitim 6gretim yilinin bahar déneminde Pamukkale Universitesi’nde gergeklestirilmistir (n=
264). Katilimcilar okuldncesi egitimi 6gretmenligi (n=161) ve sinif egitimi lisans programlarinda
(n=103) 6grenim goren dgretmen adaylarindan olusmaktadir. Olgek 1., 2., 3, ve 4. siniflardaki
tim oOgretmen adaylarina uygulanmistir. Arastirmanin nitel boyutu icin kolay ulasilabilir
ornekleme (Baltaci, 2018) yonteminden yararlanilmistir. Her sinif diizeyinden tesadiifen segilen
iki 6gretmen adayi ile gortismeler yapiimistir. Nitel verilerin elde edilmesi 12 goénillii 6grencinin

(sinif 68retmeni adayi=6; okul 6ncesi 6gretmeni adayi=6) katilimi ile gergeklestirilmistir.
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2.2. Veri Toplama Araglari

Arastirmada nicel veri toplama araci olarak Kirmizi, Kapikiran ve Akkaya (2021)
tarafindan gelistirilen “Dijital Ortamda Yazmaya iliskin Tutum Olgegi (DOYAT)” kullanilmistir.
“Dijital Ortamda Yazmaya iliskin Tutum Olceginin (DOYAT)” deneme calismasi normal 6gretimde
dgrenim goren 2. ve 3. sinif 1501 dgrenci ile gerceklestirilmistir. Dijital Ortamda Yazmaya iliskin
Tutum Olcegi kolaylik, giidiilenme ve etki olmak tizere {i¢ alt 6lcekten olusmaktadir. Olgek
maddelerinin en diisiik faktér yiik degeri .41 ve en yiiksek faktér yiik degeri .68’dir. Olgegin timii
icin Cronbach’s Alpha degeri .83’tlir. Bu ¢alisma igin belirlenmis olan Cronbach’s Alpha degeri ise

.87'dir.

Calismanin nitel verilerinin elde edilmesinde arastirmacilar tarafindan gelistirilmis olan
yari yapilandiriimis gériisme formu kullaniimistir. Ogretmen adaylarinin dijital ortamda yazmaya
iliskin gortslerini degerlendirmek i¢in toplamda 6 soru olusturulmus bu sorular alaninda uzman
o0gretim elemanlarinin gorisiine sunulmustur. Gelen dénitler sonrasinda yari yapilandiriimis

gorisme formu 4 soruya indirilmistir.
2.3. Veri Analizi

Nicel verilerin elde dilmesi icin DOYAT’a demografik bilgiler formu eklenmis ve
sonrasinda 6gretmen adaylarina uygulanmistir. Ogretmen adaylari tarafindan doldurulan dlgek
verileri bilgisayar ortamina aktarilmis ve verilerin normal dagilim gosterip géstermedigini kontrol
etmek icin Shapiro-Wilk uygulanmistir. Coziimlemeler sonrasinda verilerin normal dagihm
gosterdigi tespit edilmistir (p>.05). Buna bagli olarak da verilerin ¢6zimlenmesinde parametrik
testlerden yararlaniimistir. Frekans, ylzde ve standart sapmalar alinmis, iki gruplu

karsilastirmalar igin t-testi, iki gruptan fazla olanlar igin de varyans analizi kullaniimistir.

Nicel verileri daha iyi aciklamak ve nitel verileri toplamak (Creswell, 2009) icin 6gretmen
adaylari ile gorismeler yapilmistir. Yapilan gorismelerde calismanin amaci, gorismenin
kesinlikle paylasilmayacagi ve goriismenin siresi belirtilmistir. Gorlismeler not alinarak kayit
altina alinmustir. Elde edilen verilere icerik analizi uygulanmistir. Gorlismelerden elde edilen
veriler arastirmacilar tarafindan ayri ayri okunmus ve kodlar c¢ikarilmistir. Bu kodlamalar daha
sonra karsilastirilarak benzerlikler ve farkliliklar incelenmistir. iliskili kodlar bir araya getirilerek
temalara ulasiimistir. Kodlarin karsilastiriimasi ve i¢sel tutarlilik igin Miles ve Huberman’in (1994)
guvenirlik formalt “(Glvenirlik Formala: Goéris Birligi / Gorls Birligi + Goris Ayriligl) *100”

kullanilmistir. Hesaplamalar dogrultusunda kodlara iliskin gorts birliginin %83 oldugu
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saptanmistir. Katimcilarin sirasi (1, 2, 3 vb.) ve egitim aldiklari bolim (Sinif 8gretmenligi=SO,

Okul &ncesi 6gretmenligi=00) olarak kisaltma yapilarak kullanilmistir.
3. Bulgular

Bu bolimde arastirmanin alt problemlerine yanit vermek icin elde edilen bulgular ortaya
konulmustur. Bulgular tablolar halinde sunulmus ve verilere iliskin agiklamalara yer verilmistir.
Birinci alt problemini yanitlamak amaci katilimcilarin dijital yazmaya iliskin tutumlari ile
cinsiyetleri arasinda anlaml bir iliski olup olmadigi test edilmistir. Analizler igin t-testinden

yararlanilmistir. T-testi analizi sonucunda ortaya ¢ikan veriler Tablo 1’'de verilmistir.

Tablo 1
DOYAT Puanlarinin “Cinsiyet” Degiskenine Gére Karsilastirilmasi (T-Testi)
Cinsiyet N X SS sd t p
Kadin 184 85,09 11,71 262 1,21 2,25
Erkek 80 83,03 14,62

Tablo 1'de de gorildigi gibi cinsiyet degiskenine gore gruplar arasinda anlamli bir
farklilik bulunmamaktadir t(262)=1,21, p>,05. Kadin (X=85,09) ve erkek (X=83,03) katilimcilarin
dijital yazmaya iliskin tutumlari birbirine benzerdir. Dijital yazmaya iligskin olarak kadin ve erkek
biatin katilimcilar benzer tutumlara sahiptir. DOYAT’tan elde edilen veriler “sinif dizeyi”

degiskenine gore analiz edilmis ve elde edilen bulgular Tablo 2’de sunulmustur.

Tablo 2
DOYAT Puanlarinin “Sinif Diizeyi” Dediskenine Gére Karsilastiriimasi (ANOVA)
Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F P
Gruplar Arasi 673,661 2 336,83 2,11 ,12
Gruplar ici 41570,15 261 159,27

Toplam 42243,81 263

Tablo 2 incelendiginde sinif diizeyi degiskenine gore gruplar arasinda anlamli bir farklilik
bulunmamaktadir F (2, 261)=2,15 p>,05. Ogretmen adaylarinin dijital yazmaya iliskin tutumlari

sinif diizeyleri (1., 2., 3. ve 4. sinif) ne olursa olsun birbirine benzerdir.

DOYAT'tan elde edilen puanlar “dijital yazmaya ayrilan zaman” degiskenine gore
karsilastirilmis ve verilere ANOVA testi uygulanmistir. Ortaya c¢ikan bulgular Tablo 3'te
sunulmaktadir.

Tablo 3

DOYAT Puanlarinin “Dijital Yazmaya Ayrilan Zaman” Dediskenine Gére Karsilastirilmasi
(ANOVA)

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F p
Gruplar Arasi 1773,18 2 886,59 5,71 ,004
Gruplar igi 40470,62 261 155,06
Toplam 42243,81 263
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Tablo 3 incelendiginde 6gretmen adaylarinin dijital yazmaya yonelik tutumlari “dijital
yazmaya ayrilan zaman” degiskenine gére anlamli diizeyde farkhlasmaktadir F (2, 261)= 5,71
p<,05. Farkhligin hangi gruplar arasinda oldugunu belirlemek amaci ile gerceklestirilen Scheffe
testiile farklihgin kaynagi tespit edilmistir. Elde edilen bulgulara gore farkhlik ti¢ grup arasindadir.
Buna gore bir glinde “30 dakika” dijital ortamda yazi yazan 6grencilerle “1 saat” dijital yazi yazan
ogrenciler arasinda anlamli bir farklihk bulunmaktadir. Diger taraftan bir glinde “45 dakika”
dijital ortamda yazi yazan katilimcilarla “1 saat” yazan katilimcilar arasinda anlamh bir farklihk

oldugu saptanmistir. Gruplarin betimsel istatistigi Tablo 4’te sunulmustur.

Tablo 4
DOYAT Puanlarinin Bir Giinde Dijital Yazmaya Ayrilan Zamana Gére Betimsel Istatistikleri
Zaman N X SS
Glinde 30 dakika 79 83,46 11,65
Glinde 45 Dakika 133 83,03 11,94
Ginde 1 saat ve fazlasi 52 89,69 14,70
Toplam 264 84,47 12,67

Tablo 4’e gore 1 saat ve fazlasi dijital yazma yapan 6grencilerin ortalamalari ilk sirada
gelmektedir (X=89,47) birinci sirada gelmektedir. ikinci sirada ise giinde “30 dakika” dijital yazma
yapan 6gretmen adaylari (X=83,46) yer almaktadir. En disiik ortalama ise giinde “45 dakika”
dijital yazma yapan gruba (X=89,69) aittir. DOYAT tan elde edilen puanlar “kendine ait bilgisayari

olma” degiskenine gore analiz edilmistir. Elde edilen veriler Tablo 5’te sunulmaktadir.

Tablo 5
DOYAT Puanlarinin “Kendine Ait Bilgisayari Olma” Dediskenine Gére Karsilastirilmasi (T-Testi)
Kendinize ait bilgisayariniz var N X SS sd t p
mi?
Evet 205 84,69 12,29 262 ,53 ,59
Hayir 59 83,69 13,99

Tablo 5’te de goériildiigi gibi kendine ait bilgisayari olan 6grencilerle (X=84,69) olmayan
ogrencilerin (X=83,69) ortalamalari arasinda anlamli bir farklilik bulunmamaktadir t(262)=,53,

p>,05. Her iki grupta yer alan katilimcilarin dijital yazmaya iliskin tutumlari birbirine benzerdir.

Arastirmanin ikinci alt problemine yanit vermek amaci ile 6gretmen adaylarina dijital
ortamda yazmaya iliskin gorisleri sorulmustur. Yapilan goriisme sonuglari analiz edilerek 2 tema
ve 5 kod belirlenmistir. Analiz sonucunda “Kullanishhk” ve “Zorluk” ulasilan temalar olmustur.
Kullanighlik temasi “tercih nedeni, ekonomiklik ve dinlendirici yoni” kodlarini icermektedir.
Zorluk temasi ise “saglk sorunlari ve kagit kullanma” kodlarini icermektedir. Arastirma

kapsaminda en c¢ok ifade edilen kodlar 11 tekrarla kullanishlik temasinda bulunan “tercih
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nedeni” ile zorluk temasinda bulunan “saglik sorunlari” kodudur. En az sayida tekrar edilen kod

ise 3 tekrar ile kullanislihk temasinda bulunan “dinlendirici yoni” kodudur.

Arastirmaya katilan 6gretmen adaylari ile yapilan gériismeler sonucunda tercih nedeni,
ekonomiklik ve dinlendirici yoni kodlari elde edilmis ve kodlar bir araya getirilerek “kullanighlik”

temasi olusturulmustur. Bu temaya ve kodlara ait bilgiler Tablo 6’da verilmistir.

Tablo 6
“Kullanishhik” Temasina iliskin kodlar
Tema Kod Kod tekrar
Tercih nedeni 11
Kullaniglilik Ekonomiklik 6
Dinlendirici yonu 3

Tablo 6 incelendiginde “Kullanislilik” temasinin “Tercih nedeni” koduna iliskin olarak 11
katilimcr 6gretmen adayindan dijital yazmayi tercih nedeni olarak yanit elde edilmistir.
Ogretmen adaylarinin vermis oldugu yanitlarda yapilan alintilardan bazilarina asagida yer

verilmistir.

“Dijital cihazlarda daha diizenli okunur yazilar agiga cikiyor. Renk kullanimi agisindan
kullanish oluyor. Yazim yanlislarinin kolay gérmeyi saglyor (1, SO).” “Dijital ortamda yapmayi
tercih ederim, ¢linkii daha az vakit harciyorum. Yanls yazdiysam hemen diizeltebiliyorum. Sayfa
diizenini kolay bir sekilde hemen diizenleyebiliyorum. Paylasilmasi daha kolay (4, SO).” “Dijital
ortamda yapmak isterdim. Clinkii yazilarim daha okunakli olur. Yanlsi daha kolay diizeltebilirim
(5, SO).” “Yazi yazma ¢alismalarimi dijital ortamda yazmayi tercih ederim, ¢iinkii daha pratik ve
anlasilir diizeyde yazabilirim (8, 00).” “Tabiki dijital ortamda tercih ederim. Ciinkii yazilarimizi
kolaylikla olusturabiliyoruz (10, 00).” “Dijital ortamda tercih ederim, ¢iinkii hem daha kolay hem

de zamandan tasarruf etmemi saglar (12, 00).”

Arastirmaya katilan 11 o6gretmen adayi dijital yazmanin tercih nedeni oldugunu
diisinmektedir. Ogretmen adaylarindan; 6 katilimci dijital yazmanin kagida yazmaya gore daha
kolay oldugu yoniinde, 3 katihmci dijital ortamda yazilan yazilarin paylasiimasinin kolay oldugu
yonilinde goéris bildirmistir. 2 katilimci ise yazilarinin daha okunakh oldugunu ifade etmistir.
Ogretmen adaylarinin gorislerine gére sagladig kolayliklar géz 6niine alindiginda dijital yazma

bir tercih nedenidir.

“Kullamighhik” temasinin “ekonomiklik” koduna yonelik olarak 6gretmen adaylarinin verdigi

yanitlardan bazilarina asagida yer verilmistir.
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“Zaman acisindan oldukg¢a ekonomik ve masrafsiz. Yazi yazarken hem zamani harciyoruz
hem de yorgunluk olusuyor viicudumuzda (3, SO).” “Dijital ortamda daha hizli yazabiliyorum.
Yazmaya cok fazla zamanim gitmiyor. Kagit israfi olmuyor (6, SO).” “Daha hizli yazmayi sagliyor.
Ekonomik agidan ve dogayi korumak agisindan faydalidir (7, 00).” “Zamandan tasarruf etmemizi

saghyor. Yazmaya tesvik ediyor. K&git israfini énliiyor (9, 00).”

Arastirmaya katilan 6 6gretmen adayi dijital ortamda yazmanin ekonomik oldugunu
diisinmektedir. Ogretmen adaylarindan; 5 katilimci dijital yazmanin kagit israfini énledigi
yoninde gorus bildirmistir. 5 katihmci ise dijital yazmanin zamandan tasarruf sagladigini dile
getirmistir. Arastirmaya katilan 6gretmen adaylarinin goruslerine gore dijital yazma kagit

israfinin 6nleme ve zaman tasarrufu saglamasi yoniinden ekonomiktir.

“Kullanighlik” temasinin “dinlendirici yoni” koduna yonelik 6gretmen adaylarinin verdigi

yanitlardan elde edilen alintilar asagida yer almaktadir.

”

“Dijital cihazlarda yazmak yaraticiligimi artiriyor. Ruhsal acidan bana iyi geliyor (3, SO).
“Bilgisayarda ya da tablette yazmak beni rahatlatiyor. icimden gegenleri oldugu gibi aktarmak
bana iyi geliyor (6, SO).” “Dijital ortamda yazmak, gézii yoruyor gibi hissediyorum ama beni

rahatlatiyor (11, 00)”

Arastirmaya katilan 3 6gretmen adayi dijital ortamda yazi yazmanin ruhsal agidan
kendilerini rahatlattigini dile getirmislerdir. Bu 6gretmen adaylarinin gorisleri dijital ortamda

yazmanin dinlendirici yoni bulundugu yonindedir.

Arastirmaya katilan 6gretmen adaylari ile yapilan goériismeler sonucunda saglik sorunlari
ve kagit kullanma kodlari elde edilmis ve kodlar bir araya getirilerek “zorluk” temasi

olusturulmustur. Tema ve kodlara ait bilgiler Tablo 7’de verilmistir.

Tablo 7
“Zorluk” Temasina lliskin Kodlar
Tema Kod Kod tekrar
Saglik sorunlari 11
Zorluk N
Kagit kullanma 5

“Zorluk” temasinin “saglik sorunlar’” koduna yonelik 6gretmen adaylarinin verdigi

yanitlardan elde edilen alintilar asagida yer almaktadir.

“Genellikle yazi yazacagimiz ekranlar yiiziimiize gére asagida yer aldigi icin sirt-boyun
agrisi yapiyor (2, SO).”“Géziimiiziin saghdi agisindan etkili, yorgunluk, bas agrisi vs... Dijitalde

7

yazi yazarken hem gézlerim, ellerim, sirtim, boynum, basim agriyabilir (3, SO).” “Gézii hemen

yorar, bel hemen agrir. Ruhsal agidan yorgun hissettirebilir (4, SO).” “Fiziksel acidan belim sikintili
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oldugu icin belim adriyor. Ruhsal agidan yorgun hissediyorum (5, SO).” “Fiziksel agidan
hareketsizlik beden sadliGimiza zarar verebilir (7, 00).” “Gézlerimiz yorulabiliyor, beynimiz de
yorulabiliyor. Uzun siire dijital ortamda olmamak gerekli, el kaslarimizi da yormamak gereklidir

(10, 00).”

Arastirmaya katilan 11 6gretmen aday dijital ortamda yazi yazarken saglik sorunlari
yasadiklarini ifade etmislerdir. 8 6gretmen adayi uzun sire dijital ortamda yazI yazmanin goz
yorgunluguna neden oldugunu belirtmistir. 4 6gretmen adayi uzun siire dijital ortamda yazi
yazmanin bel agrilarina neden oldugunu belirtirken 2 6gretmen adayi sirt ve boyun agrilarina
neden oldugunu belirtmistir. Bunlarin yani sira 2 6gretmen adayi ise dijital ortamda uzun siire

yazi yazmanin kendilerini ruhsal acidan yorgun hissettirdigini ifade etmislerdir.

“Zorluk” temasinin “kagit kullanma” koduna yonelik 6gretmen adaylarinin verdigi yanitlardan

elde edilen alintilar asagida yer almaktadir.

“Odev ya da her hangi biriyle paylasacadim bir yaziyi dijital ortamda yazmayi tercih
ederim ama kendim igin saklayacagim defter, giinliik gibi calismalarimi da kendi el yazimla
yazmayi tercih ederim (2, SO).” “Kéditta yazmayi tercih ediyorum. Ciinkii yazi yazarken kagidi,
kalemi hissetmek iyi oluyor (9, 00).”“Bilgisayar ya da tablette yazarken ruhsal agcidan gercekten
bir yazi yazdigimi hissetmiyorum. Clinkii kdgit ve kalemle yazmak tam anlamiyla yazmak gibi

geliyor (12, 00).”

Arastirmaya katilan 5 6gretmen adayi kagida yazi yazmayi dijital ortamda yazi yazmaya
tercih ettiklerini belirtmislerdir. 2 6gretmen adayi hem dijital yazmanin hem de kagida yazmanin
avantajlari oldugunu belirtirken 6zellikle 6dev hazirlama siireglerinde dijital yazmayi tercih
ettiklerini belirtmislerdir. 1 6gretmen adayi ise teknolojik bilgi eksikliginden dolayr kagida

yazmayi tercih ettigini ifade etmistir.
4. Sonug, Tartisma ve Oneriler

Arastirmadan elde edilen sonuca gore cinsiyet degiskenine gore gruplar arasinda anlamli
bir farklilik bulunmamaktadir. Kadin ve erkek katilimcilarin dijital yazmaya iliskin tutumlari
birbirine benzerdir. Son vyillardaki dijital donlsim kadin ve erkek herkesi benzer 6lclide
etkilemistir. Bu durum dijital yazmaya yonelik tutumun da benzer olmasina etki etmis olabilir.
Ozellikle geng nesil cinsiyet farki gozetmeksizin dijital yazmayi giinliik yasaminda kullanmaktadir.
Dijital yazma kadin erkek biitlin bireyler tarafindan bir gereksinim olarak goriilmekte ve benzer

sekillerde kullanilmaktadir. Elde edilen bu sonu¢ daha 6nce yapilan arastirmalari destekler
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niteliktedir. Teo (2008) Singapur’da 139 katilimci ile 6gretmen adaylarinin bilgisayar kullanimina
yonelik tutumlarini incelemistir. Calismanin sonucuna goére Ogretmen adaylari arasinda
bilgisayar tutumlari konusunda cinsiyet degiskenine gore anlamli bir farklihk olmadigi tespit
edilmistir. Her iki grubunda bilgisayar kullanimina iliskin tutumlari benzerdir. Maden, Banaz ve
Maden (2018) 103 Tirkce 6gretmeni adayi ile yaptig arastirmada Tirk¢e 6gretmen adaylarinin
dijital ortamda yazma aligkanliklarini incelemigstir. Arastirmanin sonucuna gére kadin ve erkek
adaylarin dijital ortamlardaki yazma aliskanliklarinin cinsiyet degiskenine gore anlamli farklilhk
olusturmadigi belirlenmistir. Duran (2013) egitim fakiltesinde 254 6grenci ile gerceklestirdigi
calismada o6gretmen adaylarinin yazmaya yonelik olarak tutumlarini degerlendirmistir.
Calismanin sonucuna gore dijital yazmaya yonelik tutum ile cinsiyet degiskeni arasinda anlamli
bir farklihk bulunmamaktadir. Ancak dijital yazmaya iliskin tutumun cinsiyet degiskenine gore
degistigini ortaya koyan calismalar da bulunmaktadir. Ustabulut (2021) yaptigi arastirma ile
Tirkce 6gretmeni adaylarinin (n=229) yazmaya yonelik tutumlarini incelemistir. Calismaya gore
kadin Tirkce ogretmeni adaylari erkek Tirkce O0gretmeni adaylarina gore dijital ortamdaki
yazilara programin 6zellikleri dogrultusunda daha estetik bir gérinim kazandirabileceklerini
vurgulamistir. Calismanin sonucuna gore kadin Tiirkge 6gretmeni adaylari dijital yazmaya iliskin
tutumlari erkek Tirkce ©6gretmeni adaylarina gore anlaml diizeyde daha yiksektir. Erkek
O0gretmen adaylari ise kadin 6gretmen adaylarina gore derste dijital ortamda not tutmaktan
daha fazla hoslandiklarini belirtmistir. Calsmalar dijital yazmaya iliskin tutumun cinsiyet
degiskenine gore degistigi sonucunu ortaya koysa da son yillarda kadin erkek herkesin dijital
yazmay! etkin bir sekilde kullandigini gbz 6niinde bulundurmak gerekir. Dijital yazma herkes igin
bir gereksinim halini almistir. Arastirmaya gore sinif diizeyi degiskenine gore katilimcilarin dijital
yazmaya iliskin tutumlari birbirine benzerlik gostermektedir. 1, 2, 3 ve 4. siniflarda 6grenim
goren 6grencilerin dijital yazma tutumlari farkhlasmamaktadir. Son vyillarda genclerin dijital
ortamlara ve bu ortamlarda yazmaya ilgi gosterdikleri bilinen bir durumdur. Universite
ogrencileri ister birinci sinifta olsun isterse dordlinci sinifta olsun. Bu konuda benzer bir tutum

icerisindedir.

Calismadan elde edilen bir baska sonuca gore dijital yazmaya ayrilan zaman degiskenine
gore gruplar arasinda anlaml bir farkhlik bulunmaktadir. Glinde bir saat ve daha fazla zaman
araliginda dijital ortamda yazi yazan katihmcilarin dijital yazma tutumlari daha olumludur. Elde
edilen bu veri 1sigiInda her gin dijital yazmaya ayrilan zamanin dijital yazmaya iliskin tutumu
olumlu yonde etkiledigini soylemek mimkiinddr. Elde edilen bu sonu¢ Ustabulut’'u (2021)

destekler niteliktedir. Calismaya gore glinde 3 saat ve (izeri dijital yazma yaptiklarini ifade eden

84 Sinirsiz Egitim ve Arastirma Dergisi, 8 (1), 56 - 90



(\%zzz7 Ogretmen Adaylarinin Dijital Ortamda Yazmaya iliskin Tutumlarinin ve...

Fatma KIRMIZI, Esra BERTAN

Tiirkce Ogretmeni adaylari, 0-30 dakika arasi dijital yazma yaptiklarini belirten 6gretmen
adaylarina gore dijital ortamda yazmanin kendileri icin biyik bir keyif oldugunu dile getirmistir.
Ogretmen adaylarina gore 3 saat ve (izeri dijital yazma yapan adaylar dijital ortamda yazmanin
ozglivenlerini arttirdigini, dijital ortamda yazarken kendilerini iyi hissettiklerini belirtmigtir.
Demirel ve Senglil de (2022) 556 Tiirkge 6gretmeni adayi ile yaptigi calismada katilimcilarin web
2 araglarini kullanma sikhgi ve dijital yazmaya yonelik tutumlarini incelemistir. Web 2 araglarini
daha sik kullanan 6gretmen adaylarinin ortalamalarinin istatistiksel olarak anlamli oldugu tespit
edilmistir. Maden, Banaz ve Maden (2018) Tirkge 6gretmeni adaylari ile yaptigi calismada dijital
okumaya ayrilan zamanin dijital yazma aliskanliklari Gzerindeki etkisine bakmistir. Arastirmaya
gore adaylarin dijital ortamlardaki yazma aliskanliklari ile glinliik basili materyal okuma sireleri

arasinda anlamli bir iliski bulunmadigi belirlenmistir.

Arastirmaya gore kendine ait bilgisayari olan 6grencilerle olamayan 6grencilerin dijital
yazmaya iliskin tutumlari birbirine benzerdir. Bu durum dijital yazmanin ¢oklu ortamlarda da
yapilabilmesiile agiklanabilir. Son yillarda bireyler dijital yazmayi yalnizca bilgisayarda degil farkli
aygitlarda da (tablet, telefon vb.) yapmaktadir. Dijital yazmaya yonelik tutum kullanilan aygita
bagli olarak herhangi bir farkliik gostermemektedir. Daha 6nce gerceklestirilen calismalar ise
dijital yazmaya yonelik tutumun dijital aygitlari kullanma ile yakindan iliskili oldugunu
gostermektedir. Demirel ve Sengiil’e (2022) gore de bilgisayar ya da tablete sahip olan Tirkge
O0gretmeni adaylarinin ortalamalari anlamli bir sekilde farklilasmaktadir. Bilgisayari ya da tableti
olan katilimcilarin, olmayanlara goére dijital yazmaya yonelik olarak daha olumlu bir tutumlara
sahip oldugu saptanmistir. Pratolo ve Solikhati (2021) Endonezya’da yapilan bir ¢alismaya gore
dgretmenlerin, ingilizce &gretimi icin dijital okuryazarligin kullanimi konusunda olumlu
tutumlara sahip oldugu belirlenmistir. Ancak o6gretmenler teknoloji eksikligi, 6grencilerin
gecmisi, zaman eksikligi ve sinirli batge ile ilgili sorunlarin dijital okuryazarhk uygulamalarinda
engelleyici nedenler oldugunu ifade etmistir. Arastirmaya gore 6grencilerde dijital okuryazarlg
gelistirmek icin gelismis teknolojik aygitlar (akilli telefonlar gibi) kullanilmahdir. Shopova (2014)
Universite 6grencileri ile yaptigl calismada 6grencilere bir anket uygulamistir. Calismada
ogrenciler bilgisayar teknolojilerini kullandiklarinda motivasyonlarinin ve dijital yetkinliklerinin
arttigini belirtmistir. Ogrencilere gore bilgisayar teknolojilerini kullanmak is yasaminda ve
toplumsal yasamda sirekli degisen taleplerinin gerisinde kalmadan basarili olma firsati

saglamaktadir.

Arastirmadan elde edilen sonuclara gére 6gretmen adaylari, dijital yazmayi kullanish

oldugu, kendilerini iyi hissetmelerini sagladigi, ekonomik oldugu gibi nedenlerden dolay tercih
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etmektedir. Bununla birlikte dijital ortamda uzun slire yazi yazmanin durus bozuklugu ve gozi
yorma gibi fiziksel saglk sorunlarina sebep oldugunu ifade etmislerdir. Tlizel ve Tok (2013),
Canakkale Onsekiz Mart Universitesi Egitim fakiiltesinde dgrenim goren 48 dgretmen adayi ile
yaptiklari calismada 6gretmen adaylarinin dijital yazma deneyimlerini incelemistir. Arastirmaya
gore 6gretmen adaylari fiziksel olarak rahat hissetme, zamandan tasarruf saglama, ekonomiklik,
kolay paylasabilme, dili kullanmada yazim yanhslarinin azalmasi, sayfa diizenleyebilme kolayhgi
gibi nedenlerden dolay: dijital yazmay: tercih etmektedir. Choo ve Li (2017) Malezya'daki bir
Ogretmen Egitimi Enstitlisiindeki 8 6gretmen adayi ile yaptigl calismada 6grencilerin kagida
yazmaya kiyasla dijital yazma yaklasimini agik bir sekilde tercih ettigini belirlemistir. Ayni
zamanda dijital ortamda yazmanin, 6gretmen adaylarinin isbirlikci bir 6grenme ortamini ve
yazma motivasyonlarini tesvik ettigi de ifade edilmistir. Baker ve Lastrapes (2019) bir ilkokulda
yaptigl arastirmada dijital yazmayi kullanan 6grencilerin yazmaya yonelik motivasyonlarinin
arttigini saptamistir. Ayni zamanda bu O6grencilerin yazmaya daha fazla sire ayirdiklari ve
boylece giin icinde 6grenmeye harcadiklari slirenin uzadigi tespit edilmistir. Tok (2015) 62 Turkge
o0gretmeni adayi ile yaptigi calismada dijital okuryazarligin 6nemli oldugunu, ekran tabanli yazma
egitiminin avantajlarinin dezavantajlarindan fazla oldugunu belirlemistir. Calismada ekran
tabanli yazma etkinliklerinin egitim programlarina, derslere ve 6gretim materyallerine entegre
edilmesi gerektigi de ifade edilmistir. Ustabulut (2021) 229 Tiirkce 6gretmeni adayi ile yaptig
calismada katilimcilar; dijital ortamda yazmanin g6z yorgunlugu, fiziksel bozukluklar gibi saghk
sorunlarina neden olabildigini belirtmistir. Buna ek olarak 6gretmen adaylar dijital ortamda
yazma sirecinde kagit kullanmadaki zevki alamadiklarini da ifade etmistir. Erkan ve Dagal (2016)
12 6gretmen adayi ile yaptigi nitel arastirmada katilimcilar dijital ortamda yazmanin zaman
acisindan tasarruflu oldugunu, kolaylik sagladigini ve fiziksel saghk sorunlarina sebep oldugunu

ifade etmistir.

Arastirmadan elde edilen sonuglar dogrultusunda su éneriler gelistirilmistir. Ogretmen
adaylarinin dijital yazmaya bilingli bir sekilde zaman ayirmasi tesvik edilmelidir. Dijital yazma
glnlik vyasami kolaylastiracak (sosyal medya kullaniminda sinirlar olmalidir) sekilde
kullanilmalidir. Duslincelerin yazili olarak ortaya konulmasi amaci ile kullanildiginda dijital
yazmanin daha anlamli olacagi unutulmamalidir. Calisma kapsaminda yapilan alan yazin
taramasinda dijital yazmaya yonelik tutumu degerlendiren galismalarin olduk¢a az oldugu tespit
edilmistir. Ogretmen adaylarinin dijital yazmaya bakis acilarini belirlemeye yonelik olarak daha

fazla bilimsel calisma yapiimalidir.
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CIKAR GCATISMASI BEYANI
Yazarlar bu ¢alismalarinda herhangi bir sekilde gikar ¢catismasi olmadigini beyan ederler.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazarlar bu calismalarinda arastirma ve yayin etigine uyuldugunu beyan ederler.

Arastirma icin Pamukkale Universitesi Sosyal ve Beseri Bilimler Arastirma ve Yayin Etigi
Kurulu’'ndan (08.12.2022 tarih ve E-93803232-622.02-297682numarali) etik kurul izni

alinmistir.
YAZAR SORUMLULUK BEYANI

Calismay ylriten yazarlar arastirmanin her asamasini kendileri gergeklestirmistir. Eserde her

iki arastirmacinin da katkisi esittir.
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1. Introduction

The term "Physics" comes from the Greek word "physis" which means "nature". Later
on, it is seen that this word was used as "related to nature and natural events" (Avenas, 2017).
The field of physics deals with various natural phenomena and technologies. Topics such as black
holes, neutrinos, lasers, superconductors, ultra-precise atomic clocks, etc. are studied in physics.
Physics is generally explained as the scientific study of natural events (Avenas, 2017). These
studies are carried out by combining mathematics, experimental methods, and theoretical
reasoning, thus focusing on the fundamental laws that govern the behavior of matter from the
infinitely small to the infinitely large. Physics also plays a leading role in technology. Today's

physicists are preparing the topics that future engineers will work on.

The field of physics aims to understand the events, operations, and order in the
universe, make various predictions about the future, develop new concepts, theories, and
models, and apply them in practice. To achieve this goal, physics regularly examines, observes,
interprets, and explains events in nature and the universe. It examines all relationships related
to matter, motion, and energy in the universe with systematic and scientific approaches. These
studies make significant contributions to the understanding of natural events and the universe
in addition to the development of humanity. Therefore, it is difficult to explain natural events
without the science of physics. In other words, many events in our environment are explained
by the laws, theories, and rules of physics. In this process, various branches of physics are

utilized, among which particle physics holds particular importance. (Kamiscioglu, 2017; 2020).

Particle physics is the science of the smallest particles, also known as subatomic
particles, which aims to discover the fundamental building blocks of the universe. Subatomic
particles combine with each other to form everything in the universe, including Earth, stars,
planets, and other celestial bodies. However, different branches of science investigate different
dimensions of the universe. For example, astronomy, astrophysics, and cosmology study
dimensions such as the Sun, planets, and star systems. Mechanics deals with meter-level
dimensions, while chemistry, biology, solid-state physics, and nuclear physics study sub-meter
dimensions such as cells, DNA, electron clouds, and the nucleus of the atom. The inner structure
of the atom's nucleus and subatomic level studies are the subject of particle physics. Research
in particle physics has been advancing rapidly in recent years, and it is crucial to teach students

about it effectively.
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The foundation of particle physics education is laid at the high school level. This subject
is taught to students within the physics course in their final year of high school. In other words,
particle physics is taught through the learning objectives covered in the 4™ unit of the final year
of high school. As known, learning objectives are the knowledge, skills, attitudes, and values that
students need to know, do, and apply at the end of a course (Donnelly & Fitzmaurice, 2005). In
the recommendations of the European Council, learning objectives are defined as "what a
learner knows, understands and is able to do at the end of a learning process. They are defined
in terms of knowledge, skills, and competences" (Council of Europe, 2008). In short, learning
objectives are the knowledge, skills, and competencies that students should acquire at the end

of a course.

When it comes to the learning outcomes that students need to achieve, they should be
well-defined in terms of knowledge, skills, and competencies for a course or unit. Additionally,
these outcomes should be in line with the objectives and characteristics of the curriculum. Well-
defined learning outcomes can guide the educational process and improve the quality of
education (Anderson & Krathwohl, 2001). Therefore, learning outcomes should be scientifically
and educationally well-defined, aligned with program objectives, accessible to students, and
easily measurable by teachers. The Council of Europe emphasizes that when determining
learning outcomes in its 2008 and 2009 Recommendation Decisions, attention should be paid

to three dimensions: knowledge, skills, and competencies (Council of Europe, 2008; 2009).

e Knowledge: It is the collection of fundamental concepts, definitions, principles,

theories, and applications related to a course or field of study.

e Skill: It is the ability to apply knowledge, solve problems, and complete various tasks.
Skills are divided into two categories: cognitive (logical, intuitive, and creative thinking) and

applied (manual dexterity and the ability to use tools, materials, and equipment).

e Competence: It is the ability to use knowledge, personal, social, and methodological
skills in personal development, the workplace, and professional development. These are listed
as the ability to work independently and take responsibility, learning ability, communication and
social competence, and field-specific and professional competence (Council of Europe, 2008;

2009).

As we can see, learning outcomes are designed not only to impart knowledge but also
to develop skills and competencies. They aim to improve students' physical and mental abilities,
encourage independent work, responsibility, learning how to learn, effective communication,
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and enrich professional skills. In other words, it is expected that learning outcomes provided in

a course or unit should balance knowledge, skills, and competencies.

This study aims to answer the question "How are particle physics learning outcomes
presented in the high school physics curriculum prepared by the Ministry of National
Education?" Which outcomes have been identified to provide high school students with
knowledge, skills, and competencies related to particle physics? Are the learning outcomes
provided in the physics curriculum sufficient in terms of quantity and quality for students to
learn particle physics before university? Do the learning outcomes align with the objectives of
the physics curriculum? What teaching methods and techniques are recommended in the

outcome descriptions of the physics curriculum? This research was born out of such a need.

In this study conducted to determine the quantity and quality of particle physics learning

outcomes;

The following questions have been answered regarding the particle physics learning

outcomes in the high school physics curriculum;

1. What is the numerical status and characteristics of particle physics learning

outcomes?
2. What are the scientific characteristics and level of these outcomes?
3. What are the educational characteristics and teaching methods of these outcomes?
4. Are these outcomes compatible with the objectives of the physics curriculum?
2. Method

First, scientific sources, journals, and internet resources related to particle physics were
scanned in the research. Then, education studies on particle physics at high school level in our
country were examined, and the learning outcomes were determined by analyzing the Physics
course curricula applied in high schools. The learning outcomes of particle physics given in the

Physics course curriculum were examined in terms of quantity, quality, and description.

The document review method was chosen as a qualitative research method in the study.
Document review is a research method used to analyze the content of written documents in a
meticulous and systematic manner (Wach & Ward, 2013). Research data was obtained from the
Ministry of National Education's (MEB) 2018 High School Physics Course Curriculum (MEB,
2018a) and the MEB 2018 Physics Course Curriculum for Science High Schools (grades 9, 10, 11,
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12) (MEB, 2018b). The units, topics, and outcomes related to particle physics in both programs
were identified. Since all of these were included in the research, there was no need for sampling.
Due to its greater detail, information from the MEB 2018 Physics Course Curriculum for Science

High Schools (grades 9, 10, 11, 12) was used as the basis for the study.
The following procedures were carried out during the data collection phase;
e First, the outcomes in the program were listed in a Word document,
¢ Then, the outcome descriptions were arranged in a different file,

¢ In the third stage, frequency (f) and percentage (%) tables related to the data were

created.
¢ In the final stage, the findings were transferred to tables and interpreted.
3. Findings

At the end of the research, the findings were gathered under the headings of "Particle
Physics Learning Outcomes, Scientific Characteristics of the Learning Outcomes Educational
Characteristics of Learning Outcomes, and Alignment of Goals with Learning Outcomes." The
research findings were presented in tables as numbers (f) and percentages (%) and were
interpreted accordingly. The presentation of the findings followed the sequence of the research

questions.
3.1. Particle Physics Learning Outcomes

The MEB 2018 Physics Education Curriculum for Science High Schools was prepared
based on a unit-based approach. Starting from this perspective, the topics, and outcomes to be
taught were listed in units. Particle physics was taught in the 12 grade unit "Introduction to
Atomic Physics and Radioactivity" in the curriculum. Table 1 below shows the 12th-grade unit,

number of outcomes, class hours, and ratios.

Table 1
Learning outcomes for 12" grade physics course
Unit Name Number of Duration/Class Ratio
Outcomes Hours (%)
Introduction tq Ator'nl'c Physics and 13 2 15.4
Radioactivity
Other Units 70 122 84.6
Total 83 144 100.0

As seen in Table 1, the 12™ Grade Physics Program includes 13 learning outcomes for

the unit "Introduction to Atomic Physics and Radioactivity". 22 hours have been allocated for
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the teaching of these outcomes. In other words, 15.4% of the total class time in the final year is
dedicated to particle physics. The remaining 122 hours are divided among five units. Among
these, the unit "Circular Motion" has been given the most time with 34 hours. This is followed

by the units "Wave Mechanics" and "Modern Physics" with 26 hours each.

The learning outcomes for particle physics in the program have been grouped under
three headings. That is, 4 of the outcomes are related to the Historical Development of the
Concept of Atom, 5 to the Big Bang and the Formation of the Universe, and 4 to Radioactivity. A
balance has been maintained in the distribution of learning outcomes across these topics.
Descriptions have been provided on how the topics will be taught under each outcome.
Therefore, a total of 33 explanatory items have been given under the 13 learning outcomes in

the program.

Upon examining the learning outcomes in general, it is observed that they are presented
in a sequence from simple to complex. Under the topic of Historical Development of the Concept
of Atom, the concept of the atom is explained, its ways of excitation, properties, and importance
are discussed. Under the heading of Big Bang and the Universe, the formation and future of the
universe are explained along with various theories. Additionally, the outcomes related to the
formation, properties, interaction forces between subatomic particles, and the formation of
matter are listed, including the work done at Conseil Européen pour la Recherche Nucléaire
(CERN) and the Hubble Law. Under the Radioactivity topic, the outcomes related to the
properties of stable and unstable atoms, changes in the atom as a result of radioactive decay,
nuclear fission and fusion events, and the effects of radiation on living organisms are listed. In
addition, the work carried out by researchers such as W. Conrad Rontgen and Marie Curie on

the topic of radioactivity is also included (Kamiscioglu, 2019; 2022).

The numerical status and characteristics of the learning outcomes given in the Physics
Course Curriculum indicate that high school students do not have sufficient academic
background in particle physics before they come to university. It is observed that the number of
learning outcomes and course hours in the program need to be increased for the rapidly
developing field of particle physics in recent years, in terms of providing students with a stronger

academic foundation in this area before they reach university.
3.2. Scientific Characteristics of the Learning Outcomes

The particle physics learning outcomes, and explanatory statements provided in the

12th grade physics curriculum for the unit "Introduction to Atomic Physics and Radioactivity"

96 The Journal of Limitless Education and Research, 8 (1), 91 - 116



(\Pzz7 Learning Outcomes of Particle Physics

Cagin KAMISCIOGLU

were analyzed in terms of their scientific characteristics. This analysis focused on which scientific
knowledge, skills, and competencies were intended to be imparted to students. The research

findings are presented in Table 2.

Table 2
Scientific characteristics of the learning outcomes
Learning Outcome Historical The Big Bang and Total
g Development of the  the Formation of  Radyoactivity
Statements . Number %
Concept of Atom the Universe
...explains. 4 4 3 11 84.6
...drayvs ) 1 ) 1 77
conclusions.
...compares. - - 1 1 7.7
Total 4 5 4 13 100.0

As can be clearly seen in Table 2, the learning outcomes in the Introduction to Atomic
Physics and Radioactivity units are expressed using the phrase "explains" in 11 out of 13
outcomes. Only 1 outcome uses the phrase "draws conclusions" and 1 outcome uses the phrase
"compares". It is evident that there is no mention of expressions such as "research, inquiry,
investigation, evaluation, generating new scientific knowledge, problem solving, obtaining
experimental data, creating functional projects, developing original designs and inventions" in
order to provide scientific skills and competencies to the students. Therefore, it can be
understood that 84.6% of the learning outcomes in particle physics are at the level of
knowledge, while the remaining 15.4% are at the level of skills. Thus, it has been determined
that providing students with knowledge in particle physics is emphasized while providing
scientific skills and competencies is given less importance. However, learning outcomes should

be balanced in terms of providing students with knowledge, skills, and competencies.

The same situation can be observed in the explanatory statements under the similar
learning outcomes. 33 explanatory statements given in bullet points in the unit of Introduction
to Atomic Physics and Radioactivity have also been examined scientifically. The characteristics

and content of these statements are shown in Table 3 below.
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Table 3
Characteristics of description items
Historical Big Bang and the Total
Description Items  Development of the Formation of the Radyoactivity
. Number %
Concept of Atom Universe
Dgtermlnlng the 4 9 6 19 576
topics to be taught
Alerting about the
topics that will not 3 1 2 6 18.2
be covered
Proposing m'ethods 4 5 5 3 4.9
and techniques
Total 11 12 10 33 100.0

As seen in Table 3, 19 (57.6%) of the explanation items given under the learning
outcomes of particle physics determine the limits of the subject to be taught, 6 (18.2%) of them
warn about topics that will not be covered, and 8 (24.2%) are related to method and technique
recommendations. In other words, the limits of the subject to be taught are determined in 75.8%
of the explanation items given. Only 8 (eight) explanation items provide teaching methods and
techniques. The explanation items are always repeated in the same format. In the explanation
items, knowledge transfer is emphasized, and skills and competencies are rarely mentioned.
Thus, it has been determined that the majority of the learning outcomes are at the knowledge

level and involve teaching knowledge.
3.3. Educational Characteristics of Learning Outcomes

In the research, the Physics Curriculum of the final year has been analyzed in terms of
educational features, including 13 learning outcomes and 33 explanatory statements given in
the unit of Introduction to Atomic Physics and Radioactivity. In this examination, how to teach
the learning outcomes and the recommended methods and techniques to be used in practice

have been discussed. The findings obtained are presented in Table 4.

Table 4
Educational characteristics of learning outcomes
Recommended Historical Big Bang and the Total
methods and Development of the Formation of the Radyoactivity
. . Number %
techniques Concept of Atom Universe
Lecturing 4 9 6 19 70.2
Research 1 1 2 4 14.8
Experiment 2 - - 2 7.5
Discussion 1 1 - 2 7.5
Total 8 11 8 27 100.0

As can be seen in the data presented in Table 4, four of the items related to teaching

the learning outcomes suggest research, two suggest experiment analysis, and two suggest
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discussion. In other words, a total of 8 (eight) learning outcomes have been provided to students
with "research, experiment, and discussion" in mind. In 70.2% of the remaining items,
information transfer is expected to be achieved through lecturing. This is considered insufficient
in terms of equipping students with skills and competencies. However, to educate future
students with quality, methods and techniques such as brain-based learning, project-based
learning, story-based learning, six thinking hats, brainstorming, project making, problem solving,
concept mapping, fishbone diagram, simulation, case study, modeling, demonstration, role-
playing, thinking workshop, scientific discussion, and talking circle should also be utilized. In
order to teach particle physics effectively, emphasis should be given to methods that use

technology in addition to traditional methods.
3.4. Alignment of Goals with Learning Outcomes

The Physics Education Program of the Ministry of Education (MEB) has been criticized
for the insufficient quantity and quality of the particle physics outcomes taught in the
Introduction to Atomic Physics and Radioactivity unit, the emphasis on knowledge transfer, and
the lack of expressions to improve students' cognitive skills. This has raised the question of how
well the outcomes serve the program's objectives. As a result, the MEB 2018 Physics Education
Program for Science High Schools was examined. The program's general objectives are specified

in the introduction section.

Physics is an important branch of science that contributes to understanding the events,
processes, and order of nature in the universe. Advances in physics have made significant
contributions to human development, understanding of the universe, and the spread of
technology. The Physics Curriculum has been prepared with this understanding in mind, aiming
for students to gain various knowledge, skills, and competencies. The objectives provided in the

curriculum are listed below.
1. To understand the importance of physics in understanding events in the universe,
2. To understand the nature of scientific inquiry,
3. To gain awareness of the nature of science,

4. To use scientific process skills to produce scientific knowledge, solve problems, and

share scientific knowledge,

5. To obtain data through experiments, make inferences from the data, interpret the

data, and reach generalizations,
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6. To relate the principles, concepts, and methods of physics to everyday events and

situations,
7. To recognize the impact of physics on social life, economy, and technology,

8. To make decisions related to the applications of physics based on scientific evidence

with ethical and social considerations,

9. To use research, inquiry, investigation, and critical thinking skills in all areas of life in

the information age,

10. To make inferences about socio-scientific issues related to the use of different energy

sources,
11. To produce functional projects, comprehensive and original designs, and inventions,
12. To have knowledge about scientists who contribute to the development of physics,

13. Tointerpret the ideas and works of the prominent thinkers and scientists who shaped

the course of science in our civilization history" (MEB, 2018b).

As seen, the knowledge, skills, and competencies that students need to gain in the
program are listed in detail. Only 3 of these goals are aimed at teaching knowledge. The
remaining 10 goal items aim to provide skills and competencies. Therefore, the program aims
for students to "understand scientific inquiry, produce scientific knowledge using scientific
process skills, solve problems, obtain experimental data, relate physics to daily events, and
recognize their technological, economic, and social impacts." Additionally, it is desired that
"students develop research, inquiry, examination, and critical thinking skills, produce functional
projects, original designs, and inventions" (MEB, 2018a; MEB, 2018b). All of these are aimed at

providing skills and competencies.

As compared to the objectives given in the program, it can be seen that the particle
physics learning outcomes are only partially overlapping with the objectives. In other words,
84.6% of the learning outcomes are only relevant to three of the program objectives. The
program does not provide learning outcomes that aim to use scientific process skills to produce
new scientific knowledge, solve problems, obtain experimental data through experimentation,
relate physics to daily life situations, develop students' inquiry, investigation, critical thinking
skills, produce functional projects, original designs, and inventions. This shows that particle
physics learning outcomes will only contribute to the objectives of the 2018 High School Physics

Curriculum to a limited extent.
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4. Results, Discussion, and Recommendations

The study examined the particle physics learning outcomes given in the Ministry of
National Education's 2018 High School Physics Curriculum in terms of quantity and quality. For
this purpose, firstly, the topics and outcomes related to particle physics in the high school
physics curriculum were identified. Then, the scientific and educational characteristics and
relevance of particle physics learning outcomes were evaluated. The compatibility of the high
school physics program's objectives with effective particle physics teaching was compared, and

the methods and techniques to be applied were reviewed.

Particle physics learning outcomes were provided in the Introduction to Atomic Physics
and Radioactivity unit in the last grade of the Physics Curriculum. One of the total 18 units in the
program was allocated to particle physics, and 13 outcomes were given with a total of 22 hours
of class time in the final grade. Particle physics topics and outcomes were categorized under
three headings: Historical Development of the Atom Concept, Big Bang and the Formation of
the Universe, and Radioactivity. It was determined that the number of outcomes and class time
for particle physics in the curriculum were not sufficient. Thus, it emerged that it would be
difficult for high school students to build a foundation on particle physics before entering

university.

Similar results were also expressed in the study conducted by Yigit (2004). In Yigit's
(2004) research, it was determined that physics teachers believed that the physics education in
high schools was not sufficient for universities, which are higher education institutions. Also,
almost half of the students in this study expressed that topics related to "Atomic theory" and
particle physics were not covered in the classroom by the teachers (Yigit, 2004). The findings

obtained from the research show parallelism with Yigit's (2004) study.

The learning outcomes have been examined in terms of their scientific and educational
aspects, and it has been observed that 84.6% of them are at the level of knowledge, and in 70.2%
of them, knowledge instruction stands out. Expressions containing skills and competencies such
as "research, inquiry, investigation, evaluation, scientific knowledge production, problem-
solving, conducting experiments, obtaining experimental data, making functional projects,
creating original designs and inventions" are not included in the outcomes. It is clear that
necessary skills and competencies cannot be imparted to students through outcomes that are
focused on knowledge instruction. A similar situation is observed in outcome descriptions and

teaching methods. However, well-prepared outcomes directly contribute to the quality of
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education and teaching. In short, it has been determined that most of the learning outcomes

are at the level of knowledge and are inadequate in terms of scientific and educational aspects.

The alignment of the learning outcomes with the program objectives was also examined
in the study. For this purpose, the objectives of the 2018 Physics Course Teaching Program of
the Ministry of Education were examined and compared with the particle physics learning
outcomes. It was found that the alignment of the outcomes with the objectives was limited, and
the program objectives were only of a nature and structure that would meet knowledge-level
requirements. The program objectives did not provide learning outcomes that targeted skills
and competencies such as using scientific process skills to generate scientific knowledge,
problem-solving, conducting experiments, obtaining experimental data, relating physics to
everyday life, developing students' inquiry, investigation, critical thinking skills, creating
functional projects, original designs, and inventions. It was determined that the particle physics
learning outcomes were not sufficiently compatible with the target and quality of the Physics

Teaching Program, and that they would contribute to the program objectives to a limited extent.

A similar study was conducted by Turk and Karadag (2022). In this study, the 12th-grade
physics textbook for science high schools was examined in terms of scientific content. The
scientific explanations, measurement-evaluation activities, and visual expressions of the topics
covered in the 12th-grade physics textbook for science high schools were compared to national
and international sources in the literature. At the end of the research, 8 different expressions
that were scientifically incorrect or incomplete were identified in the Introduction to Atomic
Physics and Radioactivity unit. It was also noted that the textbooks were not compatible with
the program and that the erroneous expressions would lead to misconceptions in students (Turk
& Karadag, 2022). The research findings are parallel to the study conducted by Turk and Karadag
(2022).

As a result, it is recommended that the High School Physics Curriculum be updated,
particle physics learning outcomes be well-prepared in terms of numerical, scientific, and
educational aspects, be aligned with program objectives, and learning outcomes be balanced in
terms of knowledge, skills, and competencies. Effective teaching methods and techniques such
as experimentation, research, observation, questioning, simulation should be selected, and
information and communication technologies should be used to a high degree in the learning

process.
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1. Giris

Fizik terimi, "doga" anlamina gelen Yunanca “physis” kelimesinden gelmektedir. Bu
kelimenin daha sonralari "dogayla ilgili ve doga olaylar" olarak kullanildigi gorilmektedir
(Avenas, 2017). Fizik bilimi de gesitli doga olaylari ve teknolojilerle ilgilenmektedir. Karadelikler,
notrinolar, lazerler, stiper iletkenler, ultra hassas atomik saatler vb. fizikte lizerinde durulan
konulardir. Genel olarak fizik bilimi, dogal olaylarin bilimsel calismasi olarak agiklanmaktadir
(Avenas, 2017). Bu calismalar matematik, deneysel yontemler ve teorik akil ylritme
birlestirilerek yapiimaktadir. Boylece sonsuz kiglkten sonsuz biliyige kadar maddenin
davranisini yoneten temel yasalara odaklaniimaktadir. Fizik ayni zamanda teknolojinin 6n
saflarinda yer almaktadir. Gelecegin muihendislerinin ¢alisacagl konulari bugilnin fizikgiler

hazirlamaktadir.

Fizik bilimi, evrendeki olaylari, isleyisi ve diizeni anlama, gelecege yonelik cesitli
¢ikarimlarda bulunma, yeni kavramlar, teoriler ve modeller gelistirme, bunlari uygulamaya
aktarmayl amaclamaktadir. Bu amacla evren ve dogadaki olaylari diizenli olarak inceleme,
gozlemleme, anlamlandirma ve agiklamaya calismaktadir. Evrendeki madde, hareket ve eneriji
ile ilgili tim iliskileri, sistemli ve bilimsel kurallara uygun yaklasimlarla incelemektedir. Bu
calismalarla dogadaki olaylarin ve evrenin anlasilmasina, giderek insanhgin gelisimine 6nemli
katkilar saglamaktadir. Bu nedenle fizik bilimi olmadan dogadaki olaylari agiklamak gig
olmaktadir. Baska bir deyisle yasadigimiz ¢evredeki bircok olay, fizik biliminin kanun, teori ve
kurallariyla agiklanmaktadir. Bu siregte fizik biliminin cesitli dallarindan yararlaniimaktadir.

Bunlar icinde parcacik fizigi ayri bir 6nem tasimaktadir (Kamiscioglu, 2017; 2020).

Evrenin temel yapi taslarini bulmayi amaclayan calismalari iceren pargacik fizigi en kiguk
parca ya da tanecigin bilimi olmaktadir. Bunlara atom alti parcaciklar da denilmektedir. Atom
alti parcaciklar kendi aralarinda birleserek diinya, yildizlar, baska gezegenler, yani tim evreni
olusturmaktadir. Ancak evrendeki her boyutu farkli bilim dallari incelemektedir. Ornegin giines,
gezegenler, yildiz sistemleri gibi boyutlari astronomi, astrofizik ve kozmoloji incelemektedir.
Metre seviyesindekileri mekanik ele almaktadir. Metrenin alt boyutlarini yani hiicre, DNA,
elektron bulutu, atomun cekirdegini kimya, biyoloji, katihal fizigi ve nikleer fizik alani
incelemektedir. Atom cekirdeginin icyapisi ve atomalti seviyesindeki ¢alismalar ise pargacik
fiziginin konusu olmaktadir. Parcacik fizigi alanindaki calismalar son yillarda hizla ilerlemekte ve

ogrencilere iyi 6gretilmesi lizerinde 6nemle durulmaktadir.
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Parcacik fizigi egitiminin temeli lise diizeyinde atilmaktadir. Bu konu 6grencilere lise son
sinif fizik dersi icinde verilmektedir. Bir baska ifadeyle parcacik fizigi lise son sinif 4. {initede
verilen kazanimlarla 6gretilmektedir. Bilindigi gibi 68renme kazanimlari, bir dersin sonunda
ogrencilerin bilmesi, yapmasi ve uygulamasi gereken bilgi, beceri, tutum ve degerler olmaktadir
(Donnelly & Fitzmaurice, 2005). Avrupa Konseyi tavsiye kararlarinda ise 6grenme kazanimlari
‘Ogrencinin bir 6§renme siirecinin sonunda bildigi, anladi§i ve yapabildikleridir. Bilgi, beceri ve
yetkinlikler olarak tanimlanirlar.” ifadesiyle agiklanmaktadir (Council of Europe, 2008). Kisaca

bir dersin sonunda 6grencilerin kazanmasi gereken bilgi, beceri ve yetkinlikler olmaktadir.

Ogrencilerin kazanmasi gereken &zellikler agisindan bir ders ya da initenin 6grenme
kazanimlari bilgi, beceri ve yetkinlik olarak iyi belirlenmelidir. Ayrica ders programinin amag ve
nitelikleriyle uyumlu olmalidir. iyi belirlenmis 6grenme kazanimlari egitim égretim siirecine yén
vermekte ve egitimin kalitesini artirmaktadir (Anderson & Krathwohl, 2001). Bu nedenle
ogrenme kazanimlar bilimsel ve egitsel yonden iyi belirlenmeli, program amaclarina uygun,
ogrenciler tarafindan ulasilabilir ve 6gretmen tarafindan kolay 6l¢iilebilir. Avrupa Konseyi 2008
ve 2009 Tavsiye Kararlarinda 6grenme kazanimlarini belirlerken (¢ boyuta dikkat edilmesi
gerektigini vurgulamaktadir. Bunlar bilgi, beceri ve yetkinlik olarak siralanmaktadir (Council of

Europe, 2008; 2009).

e Bilgi: Bir ders veya ¢alisma alaniyla ilgili temel kavramlar, tanimlar, ilkeler, teoriler ve

uygulamalar bitinGdr.

e Beceri: Bilgiyi uygulayabilme, problemleri c¢6zebilme ve cesitli gorevleri
tamamlayabilme yetenegidir. Beceriler, bilissel (mantiksal, sezgisel ve yaratici diisiince) ve
uygulamali (el becerisi ve yontem, materyal, arag gereg kullanabilme) olmak tizere iki grupta ele

alinir.

¢ Yetkinlik: Bilgiyi, kisisel, sosyal ve ydontem becerilerini gelistirmede, is ve ¢calisma ortami
ile mesleki gelisim silirecinde kullanabilme yetenegidir. Bunlar bagimsiz calisabilme ve
sorumluluk alabilme yetkinligi, 6grenme yetkinligi, iletisim ve sosyal yetkinlik, alana 6zgli ve

mesleki yetkinlik gibi siralanir (Council of Europe, 2008; 2009).

Goruldigu gibi 6grenme kazanimlari sadece bilgiyi degil, beceri ve yetkinlikleri de
kazandiracak nitelikte belirlenmektedir. Ogrencilerin fiziksel ve zihinsel becerilerini gelistirme,
bagimsiz calisma, sorumluluk alma, 6grenmeyi 6grenme, etkili iletisim kurma, mesleki becerileri
zenginlestirme gibi amaclari da tasimaktadir. Bir baska ifadeyle bir derste veya Unitede verilen

o0grenme kazanimlari bilgi, beceri ve yetkinlik kazandirmada dengede olmasi beklenmektedir.
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Bu arastirmada “Milli Egitim Bakanhgi tarafindan hazirlanan lise fizik dersi 6gretim
programinda parcacik fizigi kazanimlari nasil verilmektedir?” sorusuna cevap aranmistir. Fizik
dersi 6gretim programinda lise 6grencilerine parcacik fizigi ile ilgili bilgi, beceri ve yetkinlik
kazandirmak igin hangi kazanimlar siralanmistir? Fizik dersi 6gretim programinda verilen
0grenme kazanimlari nicelik ve nitelik olarak 6grencilerin Universite dncesi pargacik fizigini
dgrenmeleri icin yeterli midir? Ogrenme kazanimlari Fizik dersi 6gretim programinin amaglariyla
uyumlu mudur? Fizik dersi 6gretim programinin kazanim agiklamalarindahangi 6gretim yontem

ve teknikleri 6nerilmektedir? Bu arastirma boyle bir ihtiyactan dogmustur.

Parcacik fizigi 6grenme kazanimlarinin nicelik ve nitelik durumu saptamak icin yapilan

bu arastirmada;
Lise Fizik Dersi Ogretim Programindaki parcacik fizigi 6grenme kazanimlarinin;
1. Sayisal durumu ve ozellikleri nedir?
2. Bilimsel 6zellikleri ve diizeyi nedir?
3. Egitsel ozellikleri ve 6gretim yontemleri nedir?
4. Kazanimlar Fizik dersi 6gretim programinin amaclariyla uyumlu mudur?
sorularina cevap aranmistir.
2. Yontem

Arastirmada Once pargacik fizigi konusunda ulasilabilen bilimsel kaynaklar, dergiler ve
internet kaynaklari taranmistir. Ardindan tlkemizde lise dlizeyinde parcacik fizigi konusunda
ylratilen egitim calismalarini ve 6grenme kazanimlarini belirlemek igin liselerde uygulanan Fizik
dersi 6gretim programlari ele alinmistir. Fizik dersi 6gretim programinda verilen pargacik fizigi

06grenme kazanimlari nicelik, nitelik ve agiklama yonuyle incelenmistir.

Arastirmada nitel arastirma yontemlerinden dokiiman incelemesi yontemi secilmistir.
Dokiiman incelemesi, yazili dokiimanlarin igerigini titiz ve sistematik bir sekilde analiz etmek i¢in
kullanilan bir arastirma yontemidir (Wach & Ward, 2013). Arastirma verileri MEB 2018 yili
Ortadgretim Fizik Dersi Ogretim Programi (MEB, 2018a) ile MEB 2018 yili Fen Lisesi Fizik Dersi
(9, 10, 11 ve 12. siniflar) Ogretim Programindan (MEB, 2018b) alinmistir. Her iki programda
parcacik fizigiile ilgili verilen tnite, konu ve kazanimlar belirlenmistir. Bunlarin hepsi arastirmaya

dahil edildiginden 6rneklem alinmasina ihtiya¢ duyulmamistir. Daha ayrintili olmasi nedeniyle
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MEB 2018 yili Fen Lisesi Fizik Dersi (9, 10, 11 ve 12. Siniflar) Ogretim Programindaki bilgiler temel

alinmistir.
Verilerin toplanmasi asamasinda asagidaki islemler yapilmigstir;
e Once programdaki kazanimlar Word programinda listelenmis,
¢ ardindan farkh bir dosyada kazanim agiklamalari siralanmis,
e {iclincli asamada verilerle ilgili frekans (f) ve ylizde (%) tablolari olusturulmustur.
¢ son asamada ise bulgular tablolara aktarilarak yorumlanmistir.
3. Bulgular

Arastirma sonunda elde edilen bulgular “Parcacik Fizi§i Odrenme Kazanimlari,
Kazanimlarin Bilimsel Ozellikleri, Eitsel Ozellikleri ve Kazanimlarin Amaglarla Uyumu” basliklari
altinda toplanmigtir. Arastirma bulgulari tablolara sayi (f) ve ylizde (%) halinde verilerek

yorumlanmistir. Bulgularin verilmesinde arastirma soru sirasi izlenmistir.
3.1. Pargacik Fizigi Ogrenme Kazanimlari

MEB 2018 Fen Lisesi Fizik Dersi Ogretim Programi (inite odakl yaklasima dayali olarak

hazirlanmigtir. Bu anlayistan hareketle 6gretilecek konular ve kazanimlar (niteler halinde
siralanmustir. Pargacik fizigi, Programin 12. sinif “Atom Fizigine Giris ve Radyoaktivite” tinitesinde

verilmistir. Asagida Tablo'l de 12. sinif Unite, kazanim sayisi, ders saat siiresi ve oranlari

verilmistir.
Tablo 1
Lise fizik dersi 12. sinif 6Grenme kazanimlar
Unite Adi Kazanim Sayisi Siire/Ders Saati Oran (%)
Atom Fizigine Giris ve Radyoaktivite 13 22 15,4
Diger Uniteler 70 122 84,6
Toplam 83 144 100,0

”

Tablo 1'de gorildigi gibi 12. Sinif Fizik Programi “Atom Fizigine Giris ve Radyoaktivite
Unitesinde 13 kazanim yer almaktadir. Bu kazanimlarin 6gretilmesi icin 22 saat slire verilmistir.
Bir baska ifadeyle son siniftaki toplam ders siiresinin % 15,4 ‘U parc¢acik fizigine ayrilmistir. Geriye
kalan 122 saatlik siireyi 5 (inite paylasmistir. Bunlar icinde en fazla siire 34 saat ile “Cembersel
Hareket” Unitesine verilmistir. Bunu, 26 saat ile “Dalga Mekanigi” ve “ Modern Fizik” Uniteleri

izlemistir.

108 Sinirsiz Egitim ve Arastirma Dergisi, 8 (1), 91 - 116



(\%zzz7 Parcacik Fizigi Ogrenme Kazammlar

Cagin KAMISCIOGLU

Programda parcacik fizigi 6grenme kazanimlari ti¢ konu bashgi altinda toplanmistir. Yani
kazanimlarin 4’(i Atom Kavraminin Tarihsel Gelisimi, 5'i Blylk Patlama ve Evrenin Olusumu, 4’0
ise Radyoaktivite bashgl altinda verilmistir. Kazanim sayilarinin konulara dagiliminda denge
gozetilmistir. Kazanimlarin altinda konularin nasil 6gretilecegine iliskin agiklamalar yapilmistir.

Boylece Programda 13 kazanim altinda 33 agiklama maddesi verilmistir.

Kazanimlar genel olarak incelendiginde basitten karmasiga dogru bir sira icinde verildigi
goralmastir. Atom Kavraminin Tarihsel Gelisimi konusunda atom kavrami ile agiklanmasi,
uyarilma vyollari, 6zellikleri ve dnemi ele alinmistir. Blylk Patlama ve Evren basligl altinda
evrenin olusmasi, gelecegi ve cesitli teoriler verilmistir. Ayrica Hubble Yasasi ile Conseil Européen
pour la Recherche Nucléaire (CERN)'de yapilan calismalar, atom alti pargaciklarinin olusumu,
Ozellikleri, aralarindaki etkilesim kuvveti ve maddenin olusmasina yodnelik kazanimlar
siralanmistir. Radyoaktivite konusunda, kararli ve kararsiz durumdaki atomlarin 6zellikleri,
radyoaktif bozunma sonucu atomdaki degisim, niikleer fisyon ve flizyon olaylari ile canlilar
Uzerinde radyasyonun etkilerine iliskin kazanimlar siralanmistir. Bunlara ek olarak radyoaktivite
konusunda W. Conrad Rontgen ve Marie Curie gibi arastirmacilar tarafindan yapilan calismalar

verilmistir (Kamiscioglu, 2019; 2022).

Fizik Dersi Ogretim Programinda verilen dgrenme kazanimlarinin sayisal durumu ve
ozellikleri, lise 6grencilerinin Universiteye gelmeden 6nce parcacik fizigi konusunda akademik alt
yap! edinmeleri acisindan yetersiz oldugu gortlmustir. Son yillarda hizla gelisen pargacik fizigi

alaniicin Programda kazanim sayisi ve ders siiresinin artirilmasi gerekmektedir.
3.2. Kazanimlarin Bilimsel Ozellikleri

Lise 12. Sinif Fizik Ogretim Programi Atom Fizigine Giris ve Radyoaktivite Unitesinde
verilen pargacik fizigi kazanimlar ile agiklama maddeleri bilimsel yonden incelenmistir. Bu
incelemede 6grencilere hangi bilimsel bilgi, beceri ve yetkinliklerin kazandiriimak istendigi ele

alinmistir. Arastirma bulgulari Tablo 2'de verilmistir.

Tablo 2
Kazanimlarin bilimsel 6zellikleri
!(azanlm Atom Kavraminin Biiyiik Patlama ve Radyoaktivite Toplam
Ifadeleri Tarihsel Gelisimi Evrenin Olusumu Sayi %
..aciklar. 4 4 3 11 84,6
...¢tkarim yapar. - 1 - 1 7,7
...karsilastirir. - - 1 1 7,7
Toplam 4 5 4 13 100,0
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Tablo 2'de acikca géruldugi gibi Atom Fizigine Giris ve Radyoaktivite Uinitesinde verilen
11 kazanimda “...aciklar.” ifadesi kullanilmistir. Sadece 1 kazanim “gikarim yapar.”, 1 kazanim da
"karsilastirir.” ifadesi kullanilmistir. Goraldugi gibi 6grenme kazanimlarinda bilimsel beceri ve
yetkinlik kazandirma amacl “arastirma, sorgulama, inceleme, dedgerlendirme, yeni bilimsel bilgi
tretme, problem ¢6zme, deneysel veri elde etme, islevsel projeler yapma, 6zgiin tasarimlar ve
buluslar lretme” gibi ifadelere hi¢ yer verilmemistir. Buradan pargacik fizigi 6grenme
kazanimlarinin %84,6'sinin bilgi diizeyinde, geriye kalan %15,4’(inlin ise beceri diizeyinde oldugu
anlasiimistir. Boylece parcgacik fizigi konusunda 6grencilere bilgi vermenin 6ne ¢iktigi, bilimsel
beceri ve yetkinlik kazandirmanin ikinci planda kaldig belirlenmistir. Oysa 6grenme kazanimlari

ogrencilere bilgi, beceri ve yetkinlik kazandirma acisindan dengeli olmahdir.

Benzer durum kazanimlarin altindaki agiklama maddelerinde de goriilmektedir. Atom
Fizigine Giris ve Radyoaktivite Unitesinde maddeler halinde verilen 33 agiklama maddesi de
bilimsel yénden incelenmistir. Bu agiklamalarin 6zellik ve igerikleri asagidaki Tablo 3'de

gosterilmistir.

Tablo 3
Aciklama maddelerinin bilimsel 6zellikleri
ayii Toplam
Agiklama Maddeleri AtoTn Kavrar'n!m? BUYUk. Patlama ve Radyoaktivite P
Tarihsel Gelisimi Evrenin Olusumu Sayi %
Ogretllec.ek konulari 4 9 6 19 576
belirleme
Verilmeyecek 3 1 5 6 18,2
konulari uyarma
Yont(?:‘.m ve teknik 4 5 ) 3 24,2
Onerme
Toplam 11 12 10 33 100,0

Tablo 3'te goruldigu gibi parcacik fizigi 6grenme kazanimlari altinda verilen agiklama
maddelerinin 19'u (%57,6) 6gretilecek konunun sinirlarini belirleme, 6'si (%18,2) verilmeyecek
konular hakkinda uyari yapma, 8'i (% 24,2) ise yontem ve teknik 6nerileri ile ilgilidir. Bir baska
ifadeyle agiklama maddelerinin 27’ sinde, yani %75,8'inde 6grencilere 6gretilecek konunun
sinirlari belirlenmistir. Sadece 8 (sekiz) agiklama maddesinde Ogretim yontem ve teknikleri
verilmistir. Aciklama maddeleri hep ayni bicimde tekrar edilmistir. Aciklama maddelerinde de
bilgi aktarimi 6ne ¢cikmis, beceri ve yetkinlikler ¢cok az yer verilmistir. Boylece kazanimlarin

¢ogunun bilgi diizeyinde oldugu ve bilgi 6gretimini icerdigi belirlenmistir.
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3.3. Kazanimlarin Egitsel Ozellikleri

Arastirmada Fizik Dersi Ogretim Programi son sinif Atom Fizigine Giris ve Radyoaktivite
Unitesinde verilen 13 kazanim ve 33 agiklama maddesi egitsel yonden de incelenmistir. Bu

incelemede kazanimlarin nasil 6gretilecegi, uygulamada hangi yontem ve tekniklerin

kullanilmasinin 6nerildigi ele alinmistir. Ulasilan bulgular Tablo 4'de verilmistir.

Tablo 4
Kazanimlarin egitsel ézellikleri
Onerilen yontem Atom Kavraminin Biiyiik Patlama ve . Toplam
. . .. K Radyoaktivite
ve teknikler Tarihsel Gelisimi Evrenin Olusumu Sayi %
Anlatim 4 9 6 19 70,2
Arastirma 1 1 2 4 14,8
Deney 2 - 2 7,5
Tartisma 1 1 - 2 7,5
Toplam 8 11 8 27 100,0

Tablo 4'teki verilerde de gorulecegi Gizere kazanimlarin 6gretimine iliskin 4 maddede
arastirma verilmesi, 2'sinde deney incelemesi, 2'sinde ise tartisma yapilmasi 6nerilmistir. Yani

toplam 8 (sekiz) kazanim aciklamasinda 6grencilere “arastirma, deney inceleme ve tartisma”
verilmistir. Geriye kalan maddelerin %70,2" sinde anlatim yontemiyle bilgi aktarimi istenmistir.
Bu durum ogrencilere beceri ve yetkinlik kazandirma agisindan yetersiz bulunmustur. Oysa
gelecegin 6grencilerini nitelikli yetistirmek icin beyin temelli 6grenme, proje temelli 6grenme,
oyki temelli 6grenme, alti sapkali diisinme, beyin firtinasi, proje yapma, problem ¢dzme,
kavram haritasi, balik kilgigi, similasyon, 6rnek olay, modelleme, gosteri, rol oynama, disilince
atolyesi, bilimsel tartisma, konusma halkasi gibi yontem ve tekniklerden de yararlaniimalidir.
Parcacik fizigini iyi 6gretmek icin geleneksel yéntemlerin yaninda teknolojinin kullanildigi

yontemlere de agirlik verilmelidir.
3.4. Kazanimlarin Amaglarla Uyumu

MEB Fizik Dersi Ogretim Programi Atom Fizigine Giris ve Radyoaktivite {initesinde verilen
parcacik fizigi kazanimlarinin nicelik ve nitelik yoniyle yeterli olmamasi, bilgi aktarimina agirlik
verilmesi, 6grencilerin bilissel slire¢ becerilerini gelistirmeye yonelik ifadelerin bulunmamasi,
“Kazanimlarin program amaclarina ne diizeyde hizmet ettigi?” sorusunu giindeme getirmistir.
Bu amacla MEB 2018 Fen Lisesi Fizik Dersi Ogretim Programinin amaglari incelenmistir.

Programin giris bélimiinde genel amaclar soyle belirtilmistir.
Fizik, evrendeki olaylar, doganin isleyisi ve diizenin anlasilmasina katki saglayan 6nemli

bir bilim dalidir. Fizikteki ilerlemeler insanligin gelisimine, evrenin anlasilmasina, teknolojinin
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yayilmasina 6nemli katkilar saglamaktadir. Bu anlayisla hazirlanan Fizik Dersi Ogretim Programi
ile 6grencilerin cesitli bilgi, beceri ve yetkinlikler kazanmasi amaglanmistir. Programda verilen

amaclar asagida siralanmistir.
1. Fizik biliminin evrendeki olaylarin anlasiimasindaki 6nemini kavramalari,
2. Bilimsel sorgulamanin dogasini anlamalari,
3. Bilimin dogasi lizerine farkindalik kazanmalari,

4. Bilimsel siire¢ becerilerini kullanarak bilimsel bilgi liretmeleri, problem ¢ézmeleri ve

bilimsel bilgiyi paylasmalari,

5. Deney yaparak veri elde etmeleri, bu verileri kullanarak c¢ikarim yapmalari,

yorumlamalari ve genellemelere ulasmalari,

6. Fizik biliminin ilke, prensip ve yéntemlerini giinliik hayattaki olay ve/veya durumlarla

iliskilendirmeleri,
7. Fizik biliminin, toplumsal hayata, ekonomiye ve teknolojiye etkisini fark etmeleri,

8. Etik ve sosyal etkilerini dlisiinerek fizigin uygulamalari ile ilgili bilimsel dayanaklar

olan kararlar vermeleri,

9. Bilgi ¢aginin bir geredi olan arastirma, sorgulama, inceleme, elestirel diisiinme

becerilerini, hayatin her alaninda kullanabilmeleri,

10. Farkli enerji kaynaklarinin kullanimina yénelik sosyobilimsel olaylarla ilgili ¢itkarimda

bulunmalari,
11. islevsel projeler, kapsamli ve 6zgiin tasarimlar, buluslar iiretebilmeleri,
12. Fizigin gelisimine katkida bulunan bilim insanlari hakkinda bilgi sahibi olmalari,

13. Medeniyet tarihimizde 6ne ¢ikan diisiiniir ve bilim insanlarinin bilime yén veren fikir

ve calismalarini yorumlamalari, amaglanmaktadir” (MEB,2018b).

Gorildigu gibi programda 6grencilerin kazanmasi gereken bilgi, beceri ve yetkinlikler
ayrintili olarak siralanmistir. Bu amaclardan sadece 3’0 bilgi 6gretimine yoneliktir. Geriye kalan
10 amag¢ maddesi beceri ve yetkinlik kazandirmayi icermektedir. Yani Programda 6grencilerin
"bilimsel sorgulamayi anlamalari, bilimsel siire¢ becerilerini kullanarak bilimsel bilgi tiretmeleri,
problem ¢ézmeleri, deneysel veri elde etmeleri, fizik bilimini giinliik olaylarla iliskilendirmeleri,

teknolojik, ekonomik ve toplumsal etkilerini fark etmeleri” amacglanmaktadir. Ayrica “6grencilerin
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arastirma, sorgulama, inceleme, elestirel diisiinme becerilerini gelistirmeleri, islevsel projeler,
6zgiin tasarimlar ve buluslar tretmeleri” istenmektedir (MEB,2018a; MEB,2018b). Bunlarin

hepsi beceri ve yetkinlik kazandirmaya yoneliktir.

Programda verilen bu amacglarla pargacik fizigi 6grenme kazanimlari karsilagtirildiginda,
kazanimlarin amaglarla sinirli diizeyde ortlistigu goriilmektedir. Bir baska ifadeyle kazanimlarin
%84,6'sI Program amaclarinin sadece 3’lnu karsilayacak nitelik ve yapidadir. Programda verilen
bilimsel sirec¢ becerilerini kullanarak yeni bilimsel bilgiler tGretme, problem ¢6zme, deney
yaparak deneysel veriler elde etme, fizik bilimini glinlik yasam durumlariyla iliskilendirme,
ogrencilerin sorgulama, inceleme, elestirel disinme becerilerini gelistirme, islevsel projeler,
0zglin tasarimlar ve buluslar Gretme gibi amacglara yonelik kazanimlar verilmemistir. Bu durum
parcacik fizigi 6grenme kazanimlarinin 2018 Lise Fizik Dersi Ogretim Programinin amaglarina

sinirli dizeyde katki saglayacagini ortaya koymustur.
4. Sonug, Tartisma ve Oneriler

Arastirmada Milli Egitim Bakanligi 2018 Lise Fizik Dersi Ogretim Programinda verilen
parcacik fizigi 6grenme kazanimlari nicelik ve nitelik yoniyle incelenmistir. Bu amagla ilk olarak
lise fizik dersi 6gretim programinda pargacik fizigi ile ilgili konular ve kazanimlar saptanmistir.
Sonrasinda pargacik fizigi 6grenme kazanimlarinin bilimsel ve egitsel 6zellikleri ile glincelligi
degerlendirilmistir. Etkili bir parcacik fizigi 6gretimi igin lise fizik programinin amaglariyla uyumu

karsilastirilimis, uygulanacak yontemlerle teknikler gbzden gecirilmistir.

Parcacik fizigi 6grenme kazanimlari, Fizik Dersi Ogretim Programi son siniftaki Atom
Fizigine Giris ve Radyoaktivite lnitesinde verilmistir. Programdaki toplam 18 Uniteden biri
parcacik fizigine ayrilmis, son sinifta 22 saat ders siresi ile 13 kazanim verilmistir. Parcacik fizigi
konu ve kazanimlan (¢ baslk altinda toplanmis, Atom Kavraminin Tarihsel Gelisimi, Bliylk
Patlama ve Evrenin Olusumu, Radyoaktivite olarak siralanmistir. Ogretim programinda pargacik
fizigi alani icin kazanim sayisi ve ders siresinin yeterli olmadigi belirlenmistir. Boylece lise
ogrencilerinin Universiteye girmeden dnce pargacik fizigi hakkinda alt yapi olusturmalarinin zor

olacagi ortaya ¢ikmistir.

Benzer sonug Yigit (2004) tarafindan yapilan calismada da dile getirilmistir. Yigit'in
(2004) arastirmasinda fizik 6gretmenlerinin liselerdeki fizik egitiminin bir tst 6grenim kurumu
olan Universiteler icin yeterli olmadigini distndikleri belirlenmistir. Yine bu arastirmada

ogrencilerin yarisina yakini “Atom teorisi” ve parcacik fizigi ile ilgili bolimlerin 6gretmenlerce
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sinifta islenmedigini ifade etmislerdir (Yigit, 2004). Arastirmadan elde edilen bulgular Yigit'in

(2004) calismasi ile paralellik gostermektedir.

Arastirmada 6grenme kazanimlari bilimsel ve egitsel yonden incelenmis, %84,6'sinin
bilgi diizeyinde oldugu, %70,2’ sinde ise bilgi 6gretiminin 6ne ¢iktig goriilmistir. Kazanimlarda
“arastirma, sorgulama, inceleme, degerlendirme, bilimsel bilgi iiretme, problem ¢6zme, deney
yapma, deneysel veri elde etme, islevsel projeler yapma, 6zgiin tasarimlar ve buluslar iiretme”
gibi beceri ve yetkinlik iceren ifadelere yer verilmemistir. Bilgi 68retimine yonelik kazanimlarla
ogrencilere gerekli beceri ve yetkinliklerin kazandirilamayacagi agiktir. Benzer durum kazanim
actklamalari ve 6gretim yontemlerinde de goriilmektedir. Oysa iyi hazirlanmis kazanimlar egitim
ve O0gretimin niteligine dogrudan katki saglamaktadir. Kisaca 6grenme kazanimlarinin ¢cogunun

bilgi diizeyinde oldugu, bilimsel ve egitsel yonden yetersiz kaldig belirlenmistir.

Arastirmada kazanimlarin program amaclariyla uyumu da incelenmistir. Bu amacla MEB
2018 Fen Lisesi Fizik Dersi Ogretim Programinin amaclari incelenmis ve parcacik fizigi 6grenme
kazanimlari ile karsilastirilmistir. Kazanimlarin amaclarla uyumunun sinirh oldugu, Program
amaclarini sadece bilgi diizeyinde karsilayacak nitelik ve yapida oldugu anlasiimistir. Program
amaglarinda siralanan bilimsel sire¢ becerilerini kullanarak bilimsel bilgi Gretme, problem
¢6zme, deney yapma, deneysel veri elde etme, fizik bilimini ginlik yasamla iliskilendirme,
ogrencilerin sorgulama, inceleme, elestirel diisinme becerilerini gelistirme, islevsel projeler,
Ozgin tasarimlar ve buluslar Gretme gibi beceri ve yetkinliklere yonelik kazanimlar verilmemistir.
Parcacik fizigi 6grenme kazanimlarinin Fizik Ogretim Programi hedef ve nitelikleriyle yeterince

uyumlu olmadigl, Programin amaglarina sinirli diizeyde katki saglayacagi belirlenmistir.

Benzer bir arastirma Tiirk ve Karadag (2022) tarafindan yapilmistir. Bu ¢alismada fen
lisesi 12. sinif fizik ders kitabi bilimsel icerik bakimindan incelenmistir. Calismada 12. sinif fen
lisesi fizik ders kitabinda yer alan konularin bilimsel agiklamalari, 6lgme-degerlendirme
etkinlikleri ve gorsel ifadeleri ulusal ve uluslararasi alan vyazindaki kaynaklara gore
karsilastirilmistir. Arastirma sonunda Atom Fizigine Giris ve Radyoaktivite Unitesinde bilimsel
yonden hatali veya eksik 8 farkli ifade tespit edilmistir. Ayrica ders kitaplari ile programin uyumlu
olmadigi, hatal ifadelerin 6grencilerde kavram yanilgisina neden olacagi belirtilmistir (Tlrk &
Karadag, 2022). Arastirma bulgulan Tirk ve Karadag’'in (2022) bu calismasi ile paralellik

gostermektedir.

Sonug olarak, Lise Fizik Dersi Ogretim Programinin giincellenmesi, parcacik fizigi

o0grenme kazanimlarinin sayisal, bilimsel ve egitsel yonden iyi hazirlanmasi, Program amaglariyla
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uyumlu olmasi, kazanimlarin bilgi, beceri ve yetkinlik yonlyle dengeli belirlenmesi, deney,
arastirma, gozlem, sorgulama, similasyon gibi etkili 6gretim yontem ve tekniklerin segilmesi,

o0grenme siirecinde bilgi ve iletisim teknolojilerinden Ust diizeyde yararlanilmasi 6nerilmektedir.

CIKAR CATISMASI BEYANI
Yazar bu calismasinda herhangi bir sekilde cikar ¢atismasi olmadigini beyan eder.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazar bu calismasinda arastirma ve yayin etigine uyuldugunu beyan eder.
YAZAR SORUMLULUK BEYANI

Yazar bu g¢alismanin her asamasini kendisinin yaptigini beyan eder.
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Abstract: This study was conducted to reveal the views of the students enrolled in distance
education programs about the face-to-face examination process. In the study, the survey model, which is
one of the quantitative research methods, was used. The data of the study were collected online with an
open-ended questionnaire prepared by the researchers. A total of 46 distance education students,
enrolled in the 2022-2023 academic year fall semester, participated in the study. The data were analyzed
using descriptive and content analysis methods. The results were tabulated and interpreted, including
frequency and percentage values. When the research results are examined; it is revealed that the students
primarily prepared for exams using the resources available on the learning management system (LMS),
and they deemed these resources adequate. The students have stated that the majority of the obstacles
they encountered prior to the exam stem from household and occupational responsibilities, and thus they
have not been able to adequately prepare for the examination. The students have noted that the most
prominent cause of their pre-examination anxieties is the fear of failure. The primary reason for their
anxiety during the exams was the difficulty of the exam questions. The students' most prominent positive
opinion about face-to-face exams is the opportunity to interact and socialize with classmates and
instructors, while their most emphasized negative opinion has been identified as the financial and
emotional struggles they face in the form of travel and accommodation, due to residing in a different
location. Students have made suggestions regarding the face-to-face exams either being conducted online
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researchers, instructors and institutions about face-to-face exam experiences of distance education
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1. Introduction

Distance education is an educational system that aims to eliminate the limitations
between learners, teachers, and learning resources and is carried out based on the current
information and communication technologies (Bozkurt, 2017). Although distance education may
seem like a new system for most educators today (Simonson et al., 2012), the foundations of
distance education date back to the 1840s when learning resources were sent by mail
(Holmberg, 1986). Throughout its historical development, technologies such as printed
materials, radio, television, and computers have been used to deliver distance education. With
the widespread use of the internet in the 21st century, distance education has become even
more popular. Today, educational institutions in many countries around the world offer online
programs that enable students to receive distance education. Distance education can be
conducted synchronously and asynchronously. In synchronous distance education, live lessons
are usually conducted with real-time interaction between students and instructors. In
asynchronous distance education, technological tools and applications are used that do not
require students and instructors to be online at the same time and allow them to work at

different times.

Assessment and evaluation can be expressed as one of the most important components
of distance education. Assessment and evaluation is the process of collecting data about the
effectiveness of teaching methods and programs, as well as students' learning performances,
and is considered as one of the fundamental components of education (Toker, 2021). The
successful implementation of this process enables tracking of student achievements and making
necessary adjustments to the learning process. Assessment includes tests, exams or other
measurement tools used to determine how much knowledge and skills a student has on a
specific subject. Evaluation is the process of judging the student's performance and determining
the progress of their learning process. Assessment must first be carried out in order to be able
to evaluate (Yasar, 2010). Evaluation can be classified as formative and summative evaluation in
the learning environment. Formative evaluation is a process-based evaluation. With formative
evaluation, the aim is to identify and eliminate students' learning deficiencies and to detect and
correct problems in the teaching-learning process. In formative evaluation, traditional
measurement tools such as multiple-choice, open-ended, short-answer questions can be used
as well as alternative assessment methods such as assignments, projects, student product files
(portfolios), graded scoring keys (rubrics), self and peer evaluations (Dikli, 2003). Summative

evaluation is a comprehensive evaluation of whether students have achieved learning outcomes
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(Perera-Diltz & Moe, 2014). Similarly, traditional, and alternative measurement tools can be
used in summative evaluation. Final and make-up exams or graduation projects in higher
education institutions can be given as an example of summative evaluation at the end of the

semester.

In distance education, where students are away from learning resources and education
is conducted through information and communication technologies, various digital tools can be
used for formative and summative assessments. Learning management system software, which
is frequently used in institutions offering open and distance learning and manages learning
activities (Ozarslan, 2008), offers various tools such as assignment submission, exam preparation
with different question types, and discussion forums, and can report the activities students
perform throughout the learning process. Additionally, various online tools and Web 2.0
environments can be preferred for assessment and evaluation purposes (Chaudhary & Dey,
2013). Karadag (2014) notes that in open and distance higher education institutions where the
number of students is very high, assignments, multiple-choice exams, and open-ended exams
are generally used to measure student achievement. Most of these institutions attach
importance to summarizing end-of-term exams conducted under physical supervision, and

these exams have a higher proportion in overall evaluation (Chaudhary & Dey, 2013).

Exams conducted face-to-face in open and distance learning require quite different
planning and organization compared to traditional education. It can be said that these exams
are mostly conducted in the form of centralized exams. The management, logistics, personnel,
and financial expenses of centralized exams require a quite long process (Ndudzo &
Chirongoma-Munyoro, 2015). Anadolu University, which is the leading open and distance
learning institution in Turkey and one of the mega universities in the world with approximately
3.5 million students, plans midterm and final exams in 4 sessions during the fall and spring
semesters in its Open Education Faculty, and the exams consist of multiple-choice questions.
The overall success grade of the students is determined by calculating the percentage of face-
to-face exams together with evaluation methods such as short exams, oral exams, assignments,
and practical studies carried out during the semester. However, the impact of face-to-face
exams on the success grade is higher (Baran, 2020). It can be said that the effectiveness of
multiple-choice exams being preferred in centralized exams is due to the speed, ease, and
objectivity of scoring. In their studies examining the views of learners registered in the open
education system regarding measurement and evaluation practices, Karadag and Ozgiir (2021)

have reached results such as the need to diversify measurement tools, apply online exams, and
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provide more feedback to learners about the evaluation process. In addition, the principles, and
procedures for the implementation of distance education in Turkey have been determined by
the Council of Higher Education (YOK, 2022). Within the framework of these principles and
procedures, it is essential to conduct midterm and final exams (final and make-up exams) under
face-to-face supervision. In addition, assessment methods such as performance, project,
assignment, thesis, and portfolio that are spread throughout the process can also be applied,

and the effect of these methods on overall success can be up to a maximum of 40%.

Due to the impact of the pandemic in 2020, higher education institutions have
conducted all education and training activities, including assessment and evaluation methods,
online in order to prevent the spread of the outbreak in schools. Both supervised and
unsupervised online exams were held during the pandemic period in the institution where this
research was conducted. However, the Council of Higher Education (YOK) made a change in its
regulations on distance education in September 2022, stating that exams should only be
conducted face-to-face under supervision (YOK, 2022). In line with this change, exams were held
in the fall semester of the 2022-2023 academic year with face-to-face supervision on the campus
where the university is located in the institution where the research was conducted. The
purpose of this study is to examine the experiences of distance education students regarding
face-to-face exam processes. When the literature was reviewed, it was seen that there are not
many studies in Turkey that examine the views of distance education students on face-to-face
exams. Within the framework of this general aim, answers have been sought to the following

guestions:
1. What learning resources did students use to prepare for face-to-face exams?
2. What obstacles did students face before face-to-face exams?
3. What anxieties do students experience before face-to-face exams?
4. What anxieties do students experience during face-to-face exams?
5. What are the positive opinions of students regarding face-to-face exams?
6. What are the negative opinions of students regarding face-to-face exams?

7. What recommendations do students have for distance education exams?
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2. Method
2.1. Context of the Research

The institution where the research was conducted is a higher education institution that
conducts all educational activities except exams through distance education. Most of the
registered students in the institution reside in different cities of Turkey. In the fall semester of
the 2022-2023 academic year, final exams were held in the city where the school is located in
face-to-face format, in a single week and in 4 sessions in accordance with the legislation. At least
2 personnel (exam hall manager/supervisor) served in each exam hall depending on the number
of students. The exams that students had to take were presented to them in booklet form. Each
exam had 25 multiple-choice questions and 30 minutes were given for each exam. To ensure
exam security, four different types of booklets were used in all sessions, with the questions in

different places in each booklet.

In the institution where the research was conducted, the impact of midterm exam
grades on overall success points is 20%, while the impact of final exams on overall success is
80%. The midterm grades of students consist of their exams as well as assignments, projects,
and other works during the semester. The relative evaluation method is applied in determining

the course success grade in the institution.
2.2. Research Model

In this study, the survey model of quantitative research methods was used to determine
the opinions of distance education students about supervised exams held face-to-face, based
on their experiences. The survey model aims to collect data to reveal the specific characteristics
of a group. In this model, data is collected through email, telephone, or direct questioning of the
individual. The responses are usually reported in frequencies and percentages (Blylkoztirk,

Kihg Cakmak, Akgiin, Karadeniz & Demirel, 2013).
2.3. Study Group of the Study

The study group of the research consists of students enrolled in associate degree
distance education programs at a state university during the 2022-2023 academic year fall
semester. The participants were selected using the appropriate sampling method from non-
randomized sampling methods. The demographic characteristics of the participants are given in

Table 1. A total of 46 students participated in the study.
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Table 1
Demographic characteristics of the participants
Demographic Information f %
Female 27 58.70
Gender Male 19 41.30
Total 46 100.00
18-22 30 65.22
Age 23-27 9 19.57
28-35 7 15.22
Total 46 100.00
Medical Documentation and Secretarial 23 50.00
Services
Computer Programming 10 21.74
Course Call Center Services 5 10.87
Health Information Systems Technician 8 17.39
Total 46 100.00
Employment lam working 21 45.65
Status I am not working 25 54.35
Total 46 100.00
. Single 39 84.78
I\sﬂtzrtlil Married 7 15.22
Total 46 100.00
The city where the exam was held 5 10.87
Place of .
Residence Other Cities 41 89.13
Total 46 100.00
State/Private Student Dormitory 16 34.78
Hotel, hostel, guest house, etc. 15 32.61
Place of
Accommodat In my own house 6 13.04
. . Lodgings 5 10.87
ion during . i -,
the Exam At my friend s/relatl\{e s house 3 6.52
Commute daily 1 2.17
Total 46 100.00

When Table 1 is examined, it is determined that 58.7% of the distance education
students who participated in the study are female, 65.22% are in the age group of 18-22, 54.35%
do not work and 84.78% are single. 50% of the participants are students registered in the
Medical Documentation and Secretarial program. It has been observed that approximately 90%
of the participants reside outside the city where the university is located and came to the city
center where the university is located for the exam. Due to the majority of the students not
living in the city where the institution is located, it is seen that they stayed in student dormitories

with the highest rate of 34.78% and in hotels, guesthouses, etc. with a rate of 32.61%.
2.4. Data Collection Tool and Data Collection

For data collection in the study, a survey form consisting of open-ended questions was
used, which was developed by the researchers after conducting a literature review. The survey

form was presented to two experts in the field, and based on their suggestions, necessary
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corrections were made, and the final version of the survey form was prepared. In addition to
the students' demographic information, the survey form included 7 open-ended questions that
were prepared in accordance with the research questions. After the Final and Make-up exams
were completed at the institution where the study was conducted, the online survey form
prepared via Google Forms was sent to all students who participated in the exams via text
message service. This allowed for quick access to students who reside outside the institution
and for the collection of responses in a short time using this data collection method. The
responses received from the students were transferred to Microsoft Word program, and a total
of 32 pages of data were obtained with Times New Roman font, 12 point size, and single line

spacing.
2.5. Data Analysis

The data was analyzed using descriptive analysis and content analysis methods. In
descriptive analysis, the obtained data is summarized and interpreted according to
predetermined themes. Direct quotations are frequently used in descriptive analysis to reflect
individuals' opinions. In content analysis, the aim is to bring together similar data under certain
themes and interpret these themes in an organized manner (Yildirnm & Simsek, 2011). In this
study, a thematic framework was created for data analysis based on the research questions.
Within the framework of the created themes, the responses of the students were analyzed in
detail with the content analysis method, and each research question was coded separately. The
codings do not cover the data that was not expressed as an idea or left blank, such as "none" or

"I don't know".

For the analysis of the data obtained within the scope of the research, MAXQDA
software was used, which allows for in-depth and comprehensive analysis. The entire dataset
was transferred to the relevant software and analyzed. The analyses were performed separately
by each researcher, and the main codes of the study were determined by comparing them later.
Miles and Huberman's (1994) reliability formula was used to determine the agreement among
the researchers, and the agreement percentage was determined to be 89%. Since the codings
were evaluated for each research question separately, the determined codings, frequency, and
percentage values were tabulated and presented. A total of 287 codings were made for 35
unique codings for 7 different research questions. The real names of the participants were not
used in the study, and each participant was coded as 01, 02 according to the order in which

they submitted the questionnaire. After the participant statements in the findings, information
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about the coding names of the students, age, gender (K for female and E for male), and coding

is given in parentheses.
3. Findings

3.1. Findings Regarding the Learning Resources Used by Students in Preparation for

Face-to-Face Exams

The findings regarding the research question "What learning resources did students use
while preparing for face-to-face exams?" are presented in Table 2. This research question aimed
to determine the resources that students used to prepare for exams. The resource that was
most emphasized by students, with 47.62%, was the electronic course content presented to
them in the Learning Management System. It can also be said that live classes held regularly
every week or recordings of relevant live classes were a resource that students used to prepare
for exams, with 30.16%. Although attendance is not mandatory in distance education, students
watch class recordings asynchronously whenever they have the opportunity. Students also
reported using internet resources and printed books. 3.17% of students took exams relying

solely on their own knowledge without using any resources.

Table 2
Codes Related to Learning Resources Used in Preparation for Exams
Used Resources f %
Electronic Course Contents and Shared Resources (in LMS) 30 47.62
Live Classes/Lecture Recordings 19 30.16
Internet Resources 10 15.87
| didn’t use any resource/With my own knowledge 2 3.17
Books 2 3.17
Total 63 100.00

Upon examining the data within this scope, 6 students have expressed additional
opinions that the current resources available in the learning management system are
insufficient. One student, being of foreign nationality, has stated that they do not have enough
information on whether the resources are sufficient or not. Additionally, it has been determined
that 7 students who are enrolled in the Computer Programming and Health Information Systems
Technician programs have utilized internet resources for exam preparation or have found the
course resources to be inadequate. Below are some sample student opinions regarding the

resources used in exam preparation:

“The course contents offered by the school were quite sufficient, and | watched the live
class recordings repeatedly. It was crucial for us that the classes were being recorded because |

had access to all the recordings for any given week whenever | needed them" (S30, 19, M, Code:
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"Electronic Course Contents and Shared Resources (in LMS)", Code: "Live Classes/Lecture

Recordings")

"I studied the subjects related to my department through platforms such as BTK
Academy and YouTube, and | can say that | have greatly benefited from them" (540, 20, M, Code:

"Internet Resources”)
3.2. Findings on the Obstacles Faced by Students Before Face-to-Face Exams.

The data obtained regarding the research question "What are the obstacles faced by
students before face-to-face exams?" is presented in Table 3. The aim of this research question
was to identify the barriers faced by students before face-to-face exams. It is observed that the
biggest obstacle, with a percentage of 58.82%, arises from home and work responsibilities. It
can be said that students who are employed and married perceive more barriers compared to

those who are unemployed and single.

Table 3
Codes Related to the Theme of Obstacles Faced Before Exams
Obstacles Before the Exams f %
Home and Work Responsibilities 20 58.82
Study Materials 5 14.71
Internet Access 3 8.82
Health Problems 2 5.88
LMS Related 2 5.88
Environmental Factors 2 5.88
Total 34 100.00

Example sentences regarding the obstacles encountered by distance education students

before exams are as follows:

“I couldn't study enough for my lessons because | came home very late from work, and
it was very difficult to both work and take exams" (523, 21, F, Code: "Home and Work

Responsibilities")

“Because | have children, they constantly demanded attention from me, and | was
constantly distracted. This was especially true while | was studying for exams" (534, 24, F, Code:

"Home and Work Responsibilities")

“I couldn't find study materials, such as summaries or practice tests, for some of my
classes. It would have been better if a document, like a summary or test paper, could have been

sent to us before the exam" (536, 19, F, Code: "Study Materials")
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“I had to take a shot due to a change in the weather, which unfortunately prevented me

from studying enough for the exams" (536, 19, F, Code: "Health Problems")

“Because of the lack of internet connectivity in my area, | couldn't access course
materials. | couldn't attend live classes, and | couldn't watch course recordings whenever |

wanted" (510, 18, M, Code: "Internet Access")

3.3. Findings Regarding the Anxiety Experienced by Students Prior to Face-to-Face

Exams

The findings regarding the research question "What are the anxieties that students
experience before face-to-face exams?" are presented in Table 4. The highest rated anxiety
among students before exams is the fear of failure, with a percentage of 66.67%. Other anxieties
reported include the preparation process for the exam, not being able to make it to the exam

on time and taking the exam in a different city.

Table 4
Codes Related to Anxieties Experienced by Students Before Exams
Anxieties Experienced Before the Exams f %
Fear of Failure 20 66.67
Exam Preparation Process 4 13.33
Running Out of Time for Exam 3 10.00
Taking Exam in a Different City 3 10.00
Total 30 100.00

The example sentences related to the anxieties experienced by distance education

students before exams are as follows:

"Being afraid of failing the exam has been very challenging for me. After all, we always
took exams online and when it comes to in-person exams, there is an extra stress" (S27, 29, F,

Code: "Fear of Failure")

"As | came from a different city, | was worried about finding a place to stay and how to
manage in an unfamiliar city. | was anxious about not being able to make it to the exams on
time. Also, | had a hard time figuring out where to study for the exams" (536, 19, F, Codel: "Fear

of Failure", Code2: "Exam Preparation Process", Code3: "Taking Exam in a Different City")
3.4. Findings on the Anxiety Experienced by Students During Face-to-Face Exams

The findings regarding the anxieties experienced by students during face-to-face exams
in response to the research question "What are the anxieties experienced by students during
face-to-face exams?" are presented in Table 5. 22.50% of students reported experiencing

anxiety during exams due to their difficulty. In addition, students stated that they experienced
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physiological and psychological distress, had concerns about not being able to finish the exam,
and encountered negative conditions in the exam environment. Students also reported

experiencing anxiety during exams due to other thoughts that came to their mind.

Table 5
Codes Related to the Theme of Anxiety Experienced During Exams
Anxieties Experienced During the Exams f %
Difficulty of the Questions 9 22.50
Physiological Factors 8 20.00
Exam Environment 8 20.00
Psychological Factors 7 17.50
Exam Duration 5 12.50
Other Factors 3 7.50
Total 40 100.00

Examples of sentences related to the anxieties experienced by distance education

students during exams are as follows:

"The exams were too difficult for our level, and | think some of the instructors asked very

difficult questions" (S9, 23, M, Code: "Difficulty of Questions")

"In the first session, | was anxious because the exam supervisor was constantly walking
around me and sometimes waiting next to me while | was answering" (512, 23, M, Code: "Exam

Environment”)

"We came from a long way. My mind was constantly on my children, | can say this
psychologically. Physically, | was very tired and sleepy" (545, 35, F, Codel: "Physiological

Factors", Code2: "Psychological Factors", Code3: "Other Factors")

"I didn't know how to get back to the hostel | was staying in, and | was thinking about

whether my money would be enough" (518, 18, M, Code: "Other Factors")

"The concern was what the person in my family who came with me would do while | was
taking the exam, and whether | could finish my exam on time" (535, 20, F, Codel: "Exam

Duration", Code2: "Other Factors")
3.5. Findings Regarding Students’ Positive Views on Face-to-Face Exams

The data obtained regarding the research question "What are students' positive views
on face-to-face exams?" are presented in Table 6 in the study. In addition to expressing their
experiences of obstacles, anxiety, and negativity throughout the study, students were also asked
to express their positive perspectives. In this regard, the issue that students emphasized

significantly was interaction and socialization with 35.42%. They expressed their happiness in
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getting to know their classmates and instructors. Apart from this, they stated that they were
satisfied with the exam organization with 29.17%. Additionally, they noted that face-to-face
exams are reliable, and the distinction between students who study and those who do not would

be more apparent.

Table 6
Codes Related to the Theme of Positive Views on Exams
Positive Views on the Exams f %
Interaction and Socialization 17 35.42
Organization 14 29.17
Academic Integrity 8 16.67
Experiencing Different Environments 4 8.33
Real Exam Feeling 3 6.25
Motivation 2 4.17
Total 48 100.00

Examples of positive thoughts of distance learning students regarding face-to-face

exams are as follows:

"First of all, I think the most important thing is that we saw the school we study at. |
didn't even know what kind of place | was studying at. We had the opportunity to meet our
valuable teachers and friends." (541, 21, F, Codel: "Interaction and Socialization", Code2:

"Seeing Different Environment")

"I experienced the feeling of a real exam. This exam really made me feel like | was
studying :) In the virtual environment, exams feel like a game." (51, 27, F, Code: "Real Exam

Feeling”)

"I can say that it leads to a serious desire to study. Everyone gets what they deserve, and
the best part is being able to take the exam with my friends." (S39, 21, F, Codel: "Academic

Integrity"”, Code2: "Interaction and Socialization")

"From informing us about the exam to the place where we took the exam and the
officials, especially their support, was very helpful to us. | was excited when we sat in order in the
exam hall, but thanks to our teachers, they motivated us more than enough." (529, 32, F, Codel:

"Organization", Code2: "Motivation")
3.6. Findings Regarding Students' Negative Views on Face-to-Face Exams

The findings related to the research question "What are the negative opinions of
students about face-to-face exams?" are presented in Table 7. The most emphasized negative
opinions of distance education students about face-to-face exams are travel and

accommodation with a percentage of 35.19, and financial issues with a percentage of 27.78. The
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opinions related to negative experiences due to the central exam method, in which exams are
held in sessions, were determined as 16.67%. 16.67% of the students have negative thoughts
about grading systems, pass-fail issues, and similar topics. In addition, they expressed negative
opinions about the exam schedule, as they had to travel and accommodate again due to the

time interval between finals and make-up exams, with a rate of 3.70%.

Table 7
Codes Related to the Theme of Negative Views on Exams
Negative Views on Exams f %
Travel and Accommodation 19 35.19
Financial Issues 15 27.78
Centralized Exam 9 16.67
Assessment and Evaluation System 9 16.67
Exam Schedule 2 3.70
Total 54 100.00

Sample sentences regarding negative thoughts of distance education students about

face-to-face exams are as follows:

"Being face-to-face exhausts us, we struggle financially, accommodation and meals are
very difficult, and exams are challenging" (S22, 19, F, Codel: "Travel and Accommodation",

Code2: "Financial Issues")

"I don't understand the pass-fail system, getting an 84 and still passing the course with

a BA grade made me sad" (543, 22, F, Code: "Assessment and Evaluation System”)

"Our mid-term assignments were disregarded, and despite getting high grades from mid-
terms, | failed because | got below 45 in the final, and I felt like | wasted my time on mid-term
assignments... and | think that having all exams without a break reduces our focus on classes and
even our knowledge" (S33, 21, F, Codel: "Centralized Exam", Code2: "Assessment and Evaluation

System”)
3.7. Findings on Students' Suggestions Regarding Remote Education Exams

The data obtained regarding the research question "What are the suggestions of the
students regarding the distance education exams?" is presented in Table 8 of the study. When
the suggestions are examined, 94.45% of the students (66.67% for online exams and 27.78% for
exams to be held in their city) expressed their recommendation that their exams should be
conducted without leaving their city. Additionally, 5.56% of them stated that they want

academic support to be increased.
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Table 8
Codes Related to Theme of Recommendations on Exams
Recommendations on Exams f %
Online Exam 12 66.67
Held in the Student's City 5 27.78
Academic Support 1 5.56
Total 18 100.00

Here are some example sentences regarding the recommendations of distance

education students on face-to-face exams:

"Going to the final was nice, but if the exams are face-to-face in the upcoming terms, the
15-hour trip will negatively affect my exams and cause me to fall behind. | think that having
online finals will have a positive impact on our success by using our time more effectively." (543,

22, F, Code: "Online Exam")

"Our teachers should provide more support during class to alleviate our anxiety and
excitement before exams, and most importantly, increase the number of question-solving

practices during class." (S28, 21, M, Code: "Academic Support”)
4. Discussion and Conclusion

The purpose of this study is to examine the experiences of distance education students
regarding the face-to-face exam process. Students were asked to evaluate their exam
experiences within the framework of the sources they used to prepare for the exam, the
obstacles they encountered before the exam, and the anxieties they experienced before and
during the exam. In addition, distance education students were asked to make positive and
negative evaluations about face-to-face exams, and finally, to make recommendations regarding

this measurement and evaluation process.

When the results of the study are examined, it can be seen that the vast majority of
students use the documents shared by instructors on the institution's Learning Management
System, electronic course content, and recordings of live lessons processed during the process
during the preparation process for the exam, and students think that these course materials are
sufficient. There are also students who use various internet sources such as YouTube and the
digital education platform offered by the Information Technologies and Communication
Authority (BTK), such as BTK academy, for the purpose of preparing for the exam. It can be said
that these students are mostly students studying in the Computer Technologies department. It
is possible that their curriculums are mostly related to software and programming, and the fact

that platforms such as Massive Open Online Courses or YouTube offer more and diverse content
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in these subjects may be a factor in students' use of these platforms. In departments where

theoretical courses are predominant, it can be said that students do not need additional sources.

When examining the obstacles that students face before exams, it is seen that they
experience difficulties in preparing for exams due to reasons such as home and work
responsibilities. This situation can be considered as an expected result for distance education
students. It is known that adults turn to distance education because they cannot meet their
educational needs in institutions that provide face-to-face education due to their work, family,
and other responsibilities (Galusha, 1998; Schlosser & Anderson, 1994). Therefore, it can be said
that adult students cannot devote enough time to their studies because they have different
responsibilities beyond just studying for classes and prioritize these responsibilities in their lives.
The importance of self-regulation skills that distance education students should have also
emerges at this point. Students need to be aware that they need to have the responsibility of
learning in addition to their other responsibilities, and they need to have the skills to direct their
learning processes from beginning to end, considering the conditions they are in. Studies on self-
regulation in distance education emphasize that self-regulation skills have a positive effect on

success (Bell & Akroyd, 2006; Wang et al., 2013).

It has been observed that the anxiety experienced by students before exams largely
arises from the fear of failure. As a result of this finding, it can be said that distance education
students are no different from students who receive traditional education, and regardless of
their age or marital status, all students experience anxiety about their academic success
(Finkelstein, et al., 2007). In addition, a small number of students have experienced anxiety
during exam preparation about not understanding the topics, which topics to focus on, and the
types of questions that will be asked in the exam. Furthermore, it has been observed that
students prepare for exams with the thought of taking the exam in a city they have never been
to before. Based on this thought, concerns such as not being able to make it to the exam arise
and students experience anxiety in this regard before the exam. Students who receive face-to-
face education through traditional methods mostly reside in the city where they receive
education. Only distance education students are required to change the city where they reside

for mid-term and end-of-term exams in higher education.

The anxieties experienced by students during exams vary. The most important exam
anxiety for students is that the exam questions will be difficult. Although exams prepared as

multiple choice questions mostly measure students' sub cognitive skills such as knowledge and
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comprehension, it is observed that students perceive the exams as difficult. Fozdar et al. (2006)
concluded in their study that one of the important factors in students dropping out of school is
their perception of exams as difficult. Providing these students with the academic support they
need may positively affect their decision to continue their education. Physiological and
psychological factors have also caused students to experience anxiety during exams in the study.
Students who traveled to take the exam from different cities became tired and sleepless, which
caused them to take the exam in a tired state. The excitement and fear they experienced during
the exam also have an effect on their anxiety. Students also expressed their exam-related
anxieties, such as the exam environment being cold, the desk and chair not being comfortable,
and the invigilators moving around, and the exam hall being crowded. Additionally, some
students expressed concerns about not being able to finish the exams on time, worrying about
their families who came with them during the exam, how they would return to where they were
staying in an unknown city, and what their children who were far away from them were doing.
Wine (1980) emphasizes that reasons such as students having high levels of anxiety during

exams and not being able to concentrate on the exam negatively affect their success.

When asked to share their positive experiences or situations regarding face-to-face
exams for students enrolled in the distance education system, it has been observed that the
majority of students have positive thoughts on interaction and socialization. Since distance
education is a system based on information and communication technologies and students are
located in different places, interactions between students and instructors mostly occur through
messages, emails, phone calls, and social media environments, making it difficult for students to
physically come together. Although distance education inherently offers students a high level of
flexibility/accessibility compared to traditional face-to-face education, the physical distance
between instructors and students causes a lack of interaction. End-of-semester exams
conducted face-to-face have enabled students to get to know their friends closely, spend time
with them, and meet with instructors. Students reported that they did not experience any
difficulty thanks to the exam organization, necessary information was provided before and on
the day of the exam, and the exam supervisors treated them respectfully, reducing their exam
anxiety significantly and therefore leaving them satisfied. Some students believe that face-to-
face exams are more effective in ensuring fair exams, minimizing the possibility of cheating, and
distinguishing between those who have prepared and those who have not compared to online
exams. This belief may stem from students' past online exam experiences. According to McGee

(2013), ensuring academic integrity is a significant challenge in online exams. Cheating in online
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exams is among the first disadvantages that come to mind (Han et al., 2021; Wiberg et al., 2021).
Additionally, students have reported that they can feel more intense about taking the exam in

face-to-face exams than in online exams, which can increase their motivation to study.

It is seen that the negative experiences of students related to face-to-face exams are
particularly focused on travel, accommodation, and financial situations. The majority of students
have had to travel to take exams because they reside in various regions of Turkey outside the
city where their university is located. As the exams are conducted in two-day sessions, students
have had to stay in the city where the exam is held. Tasks such as arranging tickets and finding
accommodation have caused stress for students before exams and have been perceived as extra
expenses for them. Distance education students can continue their education from anywhere
they want in the learning process. Therefore, education expenses are much lower for distance
education students than for traditional education students who can only receive education from
their own cities, due to the absence of rent, travel expenses for visiting families, and
transportation expenses to the university. Studies have shown that distance education is
preferred because it provides a more financially advantageous education and students are
satisfied with this aspect (Civril et al., 2018; Lenar et al., 2014). The main reason for students'
complaints about end-of-semester exams being face-to-face can be attributed to online exams
conducted during the pandemic period. In the pandemic period, exams were conducted online
to minimize physical contact in educational activities, and especially distance education students
have become accustomed to the comfort provided by these exams. Therefore, just like
educational activities, it is expected that they will want to take the exams from where they are,
and they have often expressed this as a suggestion. Some students have also suggested taking
the exam in the city where they reside. It can be said that before the pandemic, students did not
request online exams regarding face-to-face exams. The reason for this may be that the option
of conducting face-to-face exams was the only familiar option for institutions. Another negative
view expressed in the study is that exams are conducted in session form and more than one
course's exam is included in a single session. Similarly, Karadag (2014) found in his study that
students were negatively affected by taking too many courses in a single session. One of the
most important reasons for preferring centralized exams is that they give students the
opportunity to take all their exams in a short period of time. With centralized exams, students
coming from outside the city will not have to stay in accommodation for longer periods of time.
It is known that in traditional education, such exams are conducted over a period of 10-15 days.

Another reason for conducting centralized exams is that the evaluation process of multiple-
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choice exams can be done faster, more accurately, and easier. Due to the presence of a large
number of students in a single exam center, centralized exams can be considered as the most
practical solution for the smooth completion of exams. There are also negative opinions about
the effect of assignments and projects prepared by distance education students during the
semester on general success. In the institution where the research was conducted, assignments
and projects only affect the midterm exam grade, and the effect of midterm exams on general
success is only 20%. Therefore, it is seen that students demand a higher evaluation rate for the
activities they perform during the process in terms of grades. Similarly, studies expressing
opinions on giving more importance to the evaluation of activities during the process in other
institutions (Chaudhary & Dey, 2013) that offer open and distance learning have been found;

and the final exam rate is higher in these institutions (Tonbuloglu & Giirol, 2016).
5. Suggestions

When the results are examined, there are tasks for academic-administrative staff and
institution administrators based on the opinions received from students. It can be thought that
students' anxiety towards exams will decrease when these tasks are fulfilled. Students believe
that they do their assignments in vain because their assignments, which affect the midterm
grades, have low contribution to the final exams. Based on this, it is suggested that some of the
assignments given by the instructors during the term should also be reflected in the final exam
grade. In addition, instructors should use alternative measurement and evaluation methods in

addition to face-to-face exams, and thus, the reinforcement of learning should be ensured.

Distance education students have expressed their concerns about not knowing the types
of questions that will appear in exams and feeling anxious about it before the exam. Therefore,
it would be beneficial for instructors to conduct a preparation exam for their students before

exams.

In this study, the concept of anxiety was used to express the negative physical and
psychological states (such as stress and worry) experienced by students before and during
exams, and students were asked to indicate their anxiety levels by answering only two open-
ended questions. According to Sahin (2019), anxiety is defined as "a state of worry and unease
about an uncertain future or a subjective situation that may never occur". When exam anxiety
is considered as a type of anxiety, it can be seen as a topic that needs to be examined more

comprehensively and in depth on students. In this context, qualitative or quantitative studies
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can be conducted to determine the exam anxiety levels of distance education students and the

factors that affect anxiety.

Due to the pandemic, unsupervised online exams have created a perception that they
are prone to cheating for educators and institutions. However, it has been seen that supervised
online exams can be conducted and these exams are as secure as in-person exams. There are
many studies supporting this claim (Andreou et al., 2021; Hope et al., 2021; Weiner & Hurtz,
2017). Supervised online exams can be conducted with the presence of real invigilators or
through various software developed for this purpose. Especially, these exam softwares that are
based on artificial intelligence contain many features that are deterrent to cheating, such as
requiring students to keep their camera and microphone on throughout the exam. Therefore,

online exam applications can be used in distance education with deterrent security measures.
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sebeple sinavlara yeterli diizeyde c¢alisamadiklarini ifade etmislerdir. Sinavlar éncesindeki yasadiklari
kaygilarin en 6nemli bileseninin basarisizik korkusu oldugunu belirtmiglerdir. Sinavlar esnasinda
yasadiklari kayginin en 6nemli nedeni ise sinav sorularinin onlar igin zor gelmis olmasidir. Ogrencilerin yiiz
ylze sinavlar hakkindaki olumlu gorislerinden en baskin olani sinif arkadaslari ve 6gretim elemanlari ile
yliz ylze goriisebilme ve sosyallesme iken, olumsuz goérislerinde en ¢ok vurgulanan ise farkli bir ilde
yasadiklari icin seyahat ve konaklama gibi slireglerle maddi ve manevi yénden miicadele etmek zorunda
kalmalari olarak tespit edilmistir. Ogrenciler yiiz yiize sinavlarin ¢evrim ici olmasi ya da yasadiklari ilde
yapilmasi yoniinde déneride bulunmuslardir. Bu galismanin, uzaktan egitim 6grencilerinin yiz ylze sinav
deneyimleri hakkinda arastirmacilara, 6gretim elemanlarina ve kurumlara énemli bir bakis agisi sunacagi
distintlmektedir.

Anahtar Kelimeler: Uzaktan egitim, Yiiz yiize sinavlar, Sinav kaygisi, Engeller.

Kiinyesi: Civril, H. & Arugaslan, E. (2023). A study on face-to-face exam experiences of distance education students,
Uzaktan egitim 6grencilerinin ylz yize sinav deneyimleri Gizerine bir arastirma. The Journal of Limitless Education and
Research, Sinirsiz EGitim ve Arastirma Dergisi, 8(1), 117-157. DOI: 10.29250/sead.1247453.
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1. Giris

Uzaktan egitim 6grenen, 6greten ve 6grenme kaynaklari arasindaki sinirhliklari ortadan
kaldirmaya calisan ve mevcut bilgi ve iletisim teknolojilerine dayal olarak yirdtilen bir egitim
sistemidir (Bozkurt, 2017). Uzaktan egitim bugiin, ¢cogu egitimci i¢in yeni bir sistem gibi goriinse
de (Simonson vd., 2012) uzaktan egitimin temelleri, 68renme kaynaklarinin posta yoluyla
gonderildigi 1840’ yillara dayanmaktadir (Holmberg, 1986). Tarihsel gelisim sireci icerisinde
basili materyaller, radyo, televizyon, bilgisayar gibi teknolojiler de wuzaktan egitimin
sunulmasinda kullanilmistir. 21. ylzyilda internetin yayginlagmasiile birlikte uzaktan egitim daha
da popiiler hale gelmistir. Glinimuizde diinyanin bircok tilkesinde, egitim kurumlari, 6grencilerin
uzaktan egitim almasina olanak taniyan cevrimici programlar sunmaktadir. Uzaktan egitim, es
zamanl (senkron) ve es zamansiz (asenkron) olarak yapilabilmektedir. Es zamanh uzaktan
egitimde genellikle 6grenciler ve 6gretim elemanlari arasinda gercek zamanlh bir etkilesimin
oldugu canli dersler yapilir. Es zamansiz uzaktan egitimde ise 6grencilerin ve 06gretim
elemanlarinin ayni anda cevrim ici ortamda bulunmasini gerektirmeyen, farkli zamanlarda

¢alismalarina olanak taniyan teknolojik araglar ve uygulamalar kullaniimaktadir.

Olcme ve degerlendirme uzaktan egitimin en énemli bilesenlerinden birisi olarak ifade
edilebilir. Olcme ve degerlendirme, 6gretim ydntemlerinin ve programinin etkililigi ve
Ogrencilerin 6grenme performanslari hakkinda veri toplama sirecidir ve egitimin temel
bilesenlerinden biri olarak kabul edilir (Toker, 2021). Bu siirecin basarili bir sekilde yirGtilmesi
O0grenci basarilarinin takip edilmesini ve 0Ogrenme silrecinin gbdzden gegcirerek gerekli
diizenlemelerin yapilmasini saglar. Olgme, bir 6grencinin belirli bir konuda ne kadar bilgi ve
beceri sahibi oldugunu belirlemek igin yapilan test, sinav veya diger Olcim araglarini igerir.
Degerlendirme ise 6grencinin performansini yargilama slrecidir ve 0Ogrencinin 6grenme
surecindeki ilerlemesini belirler. Degerlendirmenin yapilabilmesi icin Oncelikle 6lgmenin
yapilmasi gerekir (Yasar, 2010). Degerlendirme, 6grenme ortaminda bicimlendirici (formative)
ve Ozetleyici (summative) degerlendirme olarak iki sekilde siniflandirilabilir. Bigimlendirici
degerlendirme sirece vyayillmis bir degerlendirmedir. Bicimlendirici degerlendirme ile
ogrencilerin 6grenme eksikliklerinin belirlenerek giderilmesi ve 6gretme-6grenme siirecindeki
aksakliklarin tespit edilerek dizeltilmesi amaclanir. Bicimlendirici degerlendirmede c¢oktan
secmeli, acik uglu, kisa cevapli, sorularin yer aldig1 geleneksel 6lgme araglari kullanilabilecegi gibi
odevler, projeler, 6grenci Urin dosyalari (portfolyolar), dereceli puanlama anahtarlar
(rubrikler), 6z ve akran degerlendirmeleri gibi ¢esitli alternatif 6lgme yontemleri de kullanilabilir

(Dikli, 2003). Ozetleyici degerlendirme ise 6grencilerin 6grenme ciktilarina ulasip ulasmadigina
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dair butlincll bir degerlendirmedir (Perera-Diltz & Moe, 2014). Benzer sekilde oOzetleyici
degerlendirmede de geleneksel ve alternatif 6lgme araclari kullanilabilmektedir. Yiksekoégretim
kurumlarinda dénem sonunda yapilan final ve bitiinleme sinavlari veya bitirme projeleri

Ozetleyici degerlendirmeye 6rnek olarak verilebilir.

Ogrencilerin, 6grenme kaynaklarindan uzakta oldugu ve egitimin bilgi ve iletisim
teknolojileri aracihgiyla gergeklestirildigi uzaktan egitimde bigimlendirici ve 0zetleyici
degerlendirmeler icin cesitli dijital araglar kullanilabilmektedir. Ozellikle acik ve uzaktan
0grenme sunan kurumlarda siklikla kullanilan ve 6grenme etkinliklerinin yonetimini saglayan
dgrenme yodnetim sistemi yazilimlari (Ozarslan, 2008), 6dev verme, farkli soru tiplerini iceren
sinav hazirlama, tartisma formu gibi cesitli araclar sunmakta ve 6grencilerin 6grenme sireci
boyunca gerceklestirdigi etkinlikleri raporlayabilmektedir. Ayrica cesitli cevrim ici araclar ve web
2.0 ortamlari da 6lgme ve degerlendirme amaciyla tercih edilebilmektedir (Chaudhary & Dey,
2013; Escudie vd., 2011). Karadag (2014), 6grenci sayisinin ¢ok fazla oldugu acik ve uzaktan
o0grenme sunan ylksekogretim kurumlarinda genellikle 6devler, coktan se¢meli sinavlar ve agik
uclu sinavlarin 6grencilerin basarisini 6lgmek icin kullanildigini belirtmektedir. Bu kurumlarin
cogu, fiziksel gozetimli bir yerde yapilan 6zetleyici donem sonu sinavlarina 6nem vermekte ve
bu sinavlar genel degerlendirme icinde daha yiksek bir orana sahip olmaktadir (Chaudhary &

Dey, 2013).

Acik ve uzaktan 6grenmede yiiz ylize yapilan sinavlar, geleneksel egitimde oldugundan
oldukga farkli planlama ve organizasyon gerektirir. Bu sinavlarin ¢ogunlukla merkezi sinav
seklinde yapildigini sdylemek mimkiindiir. Merkezi sinavlarin yonetimi, lojistik, personel ve mali
giderler agisindan oldukga uzun bir siireg gerektirir (Ndudzo & Chirongoma-Munyoro, 2015).
Tlrkiye’de onde gelen agik ve uzaktan 6grenme kurumu olan ve yaklasik 3.5 milyon 6grencisi ile
diinyada mega universitelerden biri olan Anadolu Universitesi, Acikdgretim Fakiiltesi giiz ve
bahar donemlerinde ara sinav ve donem sonu sinavlarini 4 oturum seklinde planlamakta ve
sinavlar coktan secmeli sorulardan olusmaktadir. Ogrencilerin genel basari notu, dénem iginde
yapilan kisa sinav, sozli sinav, 6dev ve uygulamali ¢alismalar gibi degerlendirme yontemleri ile
birlikte yliz ylize yapilan sinavlarin belirli oranlarda hesaplanmasi ile belirlenmektedir. Ancak yiz
ylze yapilan sinavlarin basari notuna etkisi daha ylksek olmaktadir (Baran, 2020). Merkezi
sinavlarda g¢oktan se¢meli sinavlarin tercih edilmesinde puanlamanin hizli, kolay ve nesnel
olmasinin etkili oldugu sdylenebilir. Karadag ve Ozgiir (2021), acikdgretim sistemine kayitli
O0grenenlerin Olgme ve degerlendirme uygulamalarina iliskin gorislerini  inceledigi

¢alismalarinda, kullanilan 6lgme araglarinin gesitlendirilmesi, cevrim igi sinavlarin uygulanmasi,
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ogrenenlere degerlendirme slreciyle ilgili daha fazla geri bildirimde bulunulmasi gerektigi gibi
sonuglara ulasmislardir. Bunun yani sira Turkiye’de uzaktan 6gretimin yiritilmesine iliskin usul
ve esaslar, Yiiksekégretim Kurulu (YOK) tarafindan belirlemistir (YOK, 2022). Bu usul ve esaslar
cercevesinde ara sinavlarin ve dénem sonu sinavlarinin (final ve bitiinleme) yiiz yiize gozetimli
olarak yapilmasi esastir. Ayrica performans, proje, 6dev, tez ve portfolyo gibi siirece yayilimig
degerlendirme yontemleri de uygulanabilmekte ve bu yontemlerin genel basariya etkisi en fazla

%40 oraninda olabilmektedir.

2020 yilinda yasanan Pandeminin etkisiyle yliksekogretim kurumlari, okullarda salginin
bulasmasini engellemek amaciyla 6lgme ve degerlendirme yontemleri de dahil olmak lizere tiim
egitim-ogretim faaliyetlerini cevrim ici olacak sekilde gerceklestirmistir. Bu arastirmanin yapildig
kurumda da Pandemi siirecinde gbzetimsiz ve gbzetimli ¢cevrim ici sinavlar yapilmistir. Ancak
YOK, 2022 yili Eyliil ayinda uzaktan dgretimin yiiriitiilmesine iliskin yayinladigi usul ve esaslarda
sinavlarin sadece gézetimli yiiz yiize yapilmasi yoniinde degisiklik yapmistir (YOK, 2022). Bu
degisiklik dogrultusunda arastirmanin yiritildigi kurumda da 2022-2023 akademik yili giiz
doneminde sinavlar ylz yilize gozetimli olacak sekilde Universitenin bulundugu vyerleske
icerisinde yapilmistir. Bu calismanin amaci uzaktan egitim 6grencilerinin yiz ylize sinav slrecine
iliskin deneyimlerini incelemektedir. Alanyazin incelendiginde Tirkiye’de uzaktan 6grencilerinin
ylz ylze sinavlara iliskin gorislerinin incelendigi ¢ok fazla ¢alisma olmadigi gorilmustir. Bu

genel amag cercevesinde asagidaki sorulara cevaplar aranmistir:
1. Ogrenciler, yiiz yiize sinavlara hazirlanirken hangi 6grenme kaynaklarini kullanmigtir?
2. Ogrencilerin yiize yiize sinavlar éncesinde karsilastiklari engeller nelerdir?
3. Ogrencilerin yiiz yiize sinavlardan énce yasadiklari kaygilar nelerdir?
4. Ogrencilerin yiiz ylize sinavlar esnasinda yasadiklari kaygilar nelerdir?
5. Ogrencilerin yiiz yiize sinavlar ile ilgili olumlu gérisleri nelerdir?
6. Ogrencilerin yiiz yiize sinavlar ile ilgili olumsuz gériisleri nelerdir?

7. Ogrencilerin uzaktan egitim sinavlari ile ilgili 6nerileri nelerdir?

139 Sinirsiz Egitim ve Arastirma Dergisi, 8 (1), 117 - 157



(\%zz7 Uzaktan Egitim Ogrencilerinin Yiiz Yiize Sinav Deneyimleri Uzerine Bir...

Hanife CIVRIL, Emine ARUGASLAN

2. Yontem
2.1. Aragtirmanin Baglami

Arastirmanin yapildigi kurum, sinavlar haricinde tim egitim-6gretim faaliyetlerini
uzaktan 6gretim yontemiyle slirdiiren bir yliksekogretim kurumudur. Kuruma kayith 6grencilerin
¢ogu, Tirkiye’nin farkli sehirlerinde ikamet etmektedir. 2022-2023 akademik yili gliz déneminde
dénem sonu sinavlari, mevzuat cercevesinde okulun bulundugu ilde yiiz ylize ve tek bir hafta
sonunda 4 oturum seklinde yapilmistir. Her oturumdaki sinav salonlarinda, 6grenci sayisina bagh
olarak en az 2 personel (salon baskani/gézetmen) gérev almistir. Ogrencilerin girmesi gereken
sinavlar, kitapcik olarak 6grencilere sunulmustur. Her bir dersin sinavinda coktan secmeli 25 soru
yer almis ve her bir ders icin 30 dakika sinav siresi verilmistir. Sinav givenligini saglamak igin

tim oturumlarda sinav sorularinin yerlerinin degistirildigi dort farkh kitapgik tird kullaniimistir.

Arastirmanin yapildigi kurumda 6grencilerin ara sinav notlarinin genel basari puanina
etkisi %20, dénem sonu sinavlarinin genel basariya etkisi ise %80 oranindadir. Ogrencilerin ara
sinav notlari, yapilan sinavlarin yani sira donem icindeki 6dev, proje gibi calismalarindan
olusmaktadir. Kurumda ders basari notunun saptanmasinda bagil degerlendirme yontemi

uygulanmaktadir.
2.2. Aragtirma Modeli

Bu calismada, uzaktan egitim 6grencilerinin ylz ylze yapilan gézetimli sinavlardaki
deneyimlerinden yola cikilarak bu sinavlar hakkinda gorislerini belirlemek amaciyla nicel
arastirma yontemlerinden tarama modeli kullaniimistir. Tarama modeli, bir grubun belirli
oOzelliklerini ortaya g¢ikarmak igin verilerin toplanmasini amaglamaktadir. Bu modelde veriler, e-
posta, telefon yoluyla veya bizzat bireyin kendisine sorulmasi yoluyla elde edilir. Cevaplar
genellikle frekans ve ylzdeler seklinde rapor edilmektedir (Blyukoztirk, Kilic Cakmak, Akgtin,

Karadeniz & Demirel, 2013).
2.3. Arastirmanin Calisma Grubu

Arastirmanin calisma grubunu bir devlet Universitesinde 2022-2023 akademik yili giiz
déneminde uzaktan 06gretim Onlisans programlarina kayith o6grenciler olusturmaktadir.
Katilimcilar seckisiz olmayan 6rnekleme yontemlerinden uygun 6érnekleme ydntemine gore
secilmistir. Katihmcilarin demografik 6zellikleri Tablo 1’de verilmistir. Calismaya toplam 46

ogrenci katihm gostermistir.
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Tablo 1
Katilimcilarin demografik ézellikleri
Demografik Bilgiler f %

Kadin 27 58,70

Cinsiyet Erkek 19 41,30
Toplam 46 100,00

18-22 30 65,22

Vas 23-27 9 19,57
28-35 7 15,22
Toplam 46 100,00

Tibbi Dokiimantasyon ve Sekreterlik 23 50,00

Bilgisayar Programciligi 10 21,74

Program Cagri Merkezi Hizmetleri 5 10,87
Saglik Bilgi Sistemleri Teknikerligi 8 17,39
Toplam 46 100,00

Calisiyorum 21 45,65

Igzlrlznr;z Calismiyorum 25 54,35
Toplam 46 100,00

. Bekar 39 84,78

'\ijue:]' Evli 7 15,22
Toplam 46 100,00

Sinavin Yapildig il 5 10,87

ikamet Yeri Diger iller 41 89,13
Toplam 46 100,00

Devlet / Ozel Ogrenci Yurdu 16 34,78

Otel, pansiyon, konukevi vb. 15 32,61

Sinavda Kendi Evimde 6 13,04
Konaklanan Apart 5 10,87

Yer Arkadasimin / Akrabamin evinde 3 6,52

Gunubirlik gidis gelis ile 1 2,17
Toplam 46 100,00

Tablo 1 incelendiginde galismaya katilan uzaktan egitim 6grencilerinin %58,7 ile kadin,
%65,22 ile 18-22 yas grubunda, %54,35 ile bir iste calismayan ve %84,78 ile bekar oldugu tespit
edilmistir. Katilimcilarin %50’si Tibbi Dokiimantasyon ve Sekreterlik programina kayith
ogrencilerdir. Katihmcilarin yaklasik %90’inin Gniversitenin bulundugu il disinda ikamet ettikleri
ve {niversitenin bulundugu il merkezine sinav icin geldikleri gorilmistir. Ogrencilerin
¢ogunlugunun kurumun bulundugu ilde yasamamasi sebebiyle %34,78 ile en yiiksek oranda

Ogrenci yurtlarinda ve %32,61 ile otel, pansiyon gibi yerlerde konakladiklari gérilmastir.
2.4. Veri Toplama Araci ve Verilerin Toplanmasi

Arastirmada veri toplamak icin arastirmacilar tarafindan alan yazin taramasi yapilarak
gelistirilen ve acik uclu sorulardan olusan bir anket formu kullaniimistir. Olusturulan anket formu
alaninda uzman 2 kisiye sunulmus ve alinan oneriler neticesinde gerekli diizeltmeler yapilarak
anket formuna son hali verilmistir. Anket formunda 6grencilerin demografik bilgilerinin yani sira

¢alismanin arastirma sorularina uygun olarak hazirlanmis 7 adet acik uglu soru yer almaktadir.
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Arastirmanin yapildigi kurumda Final ve Bltinleme Sinavlari tamamlandiktan sonra sinavlara
katilan tim Ogrencilere kisa mesaj servisi araciliglyla ¢cevrim ici olarak Google Form lizerinden
hazirlanmis olan anket formu gonderilmistir. Bu sayede ikametleri disarda olan 6grencilere
hizlica ulasilmis ve bu veri toplama ydntemi ile kisa siirede cevaplar alinmistir. Ogrencilerden
gelen yanitlar Microsoft Word programina aktarilmig ve Times New Roman yazi tipi, 12 punto ve

tek satir araligi olacak sekilde toplam 32 sayfalik veri elde edilmistir.
2.5. Verilerin Analizi

Veriler, betimsel analiz ve igerik analizi yontemi ile analiz edilmistir. Betimsel analizde,
elde edilen veriler, daha 6nceden belirlenen temalara gore 6zetlenir ve yorumlanir. Betimsel
analizde, bireylerin goruslerini yansitmak amaciyla dogrudan alintilara siklikla yer verilmektedir.
icerik analizinde ise amag, birbirine benzeyen verileri belirli temalar altinda bir araya getirmek
ve bu temalari organize bir sekilde yorumlamaktir (Yildirrm & Simsek, 2011). Bu c¢alismada
arastirma sorularindan yola cikilarak veri analizi icin tematik bir cerceve olusturulmustur.
Olusturulan temalar cercevesinde icerik analizi yontemiyle 6grencilerden gelen yanitlar detayli
olarak incelenmis ve her arastirma sorusu kendi icerisinde kodlanmistir. Kodlamalar,
kodlanmaya esas olarak fikir beyan edilmemis olan, “yok”, “bilmiyorum” vb. olarak cevaplanan

ya da bos birakilan verileri kapsamamaktadir.

Arastirma kapsaminda elde edilen verilerin analizinde, derinlemesine ve kapsamh bir
sekilde analiz yapilmasini saglayan MAXQDA yazilimi kullanilmistir. Tim veri seti ilgili yazilima
aktarilmis ve analizler yapilmistir. Analizler her bir arastirmaci tarafindan ayri ayri yapilmis ve
daha sonradan karsilastirilarak ¢alismanin ana kodlari belirlenmistir. Arastirmacilar arasindaki
uyumun belirlenmesinde Miles ve Huberman’in (1994) glvenirlik formila kullaniimis ve uyum
ylzdesi %89 olarak belirlenmistir. Kodlamalar her bir arastirma sorusu Ozelinde
degerlendirildiginden belirlenen kodlamalar, frekans ve ylizde degerleri ile birlikte
tablolastirilarak sunulmustur. 7 farkh arastirma sorusu icin 35 benzersiz ve toplamda 287 adet
kodlama yapilmistir. Katilimcilarin gercek isimleri calisma icerisinde kullanilmamis olup
ogrencilerin anket formunu teslim etme siralarina gére her bir 6grenci 01, 02 olacak sekilde
kodlanmistir. Bulgulardaki katilimci ifadelerinden sonra parantez icinde 6grencilere ait kod
isimleri, yas, cinsiyet (kadin i¢in K ve erkek i¢in E olacak sekilde) ve kodlamaya iliskin bilgiler

verilmistir.
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3. Bulgular

3.1. Ogrencilerin Yiiz Yiize Sinavlara Hazirlanirken Kullandiklari Ogrenme Kaynaklarina

Yonelik Bulgular

Calismanin “Ogrenciler yiiz yiize sinavlara hazirlanirken hangi 6grenme kaynaklarini
kullanmistir?” arastirma sorusunailiskin elde edilen veriler Tablo 2’de sunulmustur. Bu arastirma
sorusu ile 6grencilerin sinavlara hazirlanmalarinda basvurduklari kaynaklarin belirlenmesi
hedeflenmistir. Ogrenciler tarafindan %47,62 ile en ¢ok vurgulanan kaynak, Ogrenme Yénetim
Sistemi icerisinde 6grencilere sunulan elektronik ders igerikleri olmustur. Her hafta dizenli
olarak yapilan canli derslerin ya da ilgili canli derslere ait kayitlarin da %30.16 ile 6grenciler icin
sinavlara hazirlanirken basvurduklari bir kaynak oldugu séylenebilir. Her ne kadar uzaktan
egitimde devam zorunlulugu olmasa da 6grencilerin firsat bulduklarinda ders kayitlarini
asenkron olarak izlemektedirler. Ogrenciler internet kaynaklarini ve basili kitaplari kullandiklarini

da ifade etmislerdir. Ogrencilerin %3,17’si ise kaynak kullanmadan kendi bilgileri ile sinavlara

girmistir.
Tablo 2
Sinavlara hazirlanirken kullanilan 6grenme kaynaklari temasina iliskin kodlar
Kullanilan Kaynaklar f %
Elektronik Ders icerikleri ve Paylasilan Kaynaklar (OYS'deki) 30 47,62
Canlh Dersler/Ders Kayitlari 19 30,16
internet Kaynaklari 10 15,87
Kaynak kullanmadim/Kendi Bilgilerimle 2 3,17
Kitaplar 2 3,17
Toplam 63 100,00

Bu kapsamda veriler incelendiginde 6 6grenci ise 6grenme yonetim sisteminde yer alan
mevcut kaynaklarin yeterli olmadigi yoninde ek goris bildirmistir. Bir 6grenci de yabanci uyruklu
olmasi sebebiyle kaynaklarin yeterli olup olmadigi hakkinda bilgi sahibi olmadigini ifade etmistir.
Ayrica sinava hazirlik i¢in internet kaynaklarindan yararlanan veya ders kaynaklarini yetersiz
bulan 7 6grencinin Bilgisayar Programciligi ve Saglk Bilgi Sistemleri Teknikerligi programlarina
kayith oldugu tespit edilmistir. Sinavlara hazirlanirken kullanilan kaynaklara iliskin 6rnek 6grenci

gorisleri asagidaki gibidir:

“Okulun sundugu ders igerikleri oldukg¢a yeterliydi ve canli ders kayitlarini tekrar tekrar
izledim. Derslerin kayit altina aliniyor olmasi bizim icin ¢cok 6nemli ¢linkii ne zaman istesem tiim
haftalara ait kayitlar elimin altindaydi” (030, 19, E, Kod1: “Elektronik Ders ierikleri ve Paylasilan
Kaynaklar (OYS’deki)”, Kod2: “Canli Dersler/Ders Kayitlari”)
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“BTK akademi YouTube gibi platformlar araciligiyla okudugum bélimle ilgili konulari
calistim ve ¢ok biiyiik faydasini gérdiigiimii séyleyebilirim” (040, 20, E, Kod: “internet
Kaynaklari”)

3.2. Ogrencilerin Yiiz Yiize Sinavlar Oncesinde Karsilastiklari Engellere Yonelik Bulgular

Calismanin “Ogrencilerin yiize yiize sinavlar dncesinde karsilastiklari engeller nelerdir?”
arastirma sorusuna iliskin elde edilen veriler Tablo 3’de sunulmustur. Bu arastirma sorusu ile
ogrencilerin ylz ylze sinavlar 6ncesinde karsilastiklari engellerin belirlenmesi hedeflenmistir.
Burada en biyilik engelin %58,82 ile ev ve is sorumluluklarindan kaynaklandigi gérilmektedir.
Calisan ve evli olan 6grencilerin, gcalismayan ve bekar olan 6grencilere kiyasla daha fazla engel

algiladiklari soylenebilir.

Tablo 3

Sinavlar éncesinde karsilasilan engeller temasina iliskin kodlar
Sinav Oncesi Engeller f %
Ev ve is Sorumluluklari 20 58,82

Ders Kaynaklari 5 14,71
internet Erigimi 3 8,82
Saglik problemleri 2 5,88
OYS’den Kaynakli 2 5,88
Cevresel Etkenler 2 5,88

Toplam 34 100,00

Uzaktan egitim 6grencilerinin sinavlar éncesinde karsilastiklari engellere dair 6rnek

climleler asagidaki gibidir:

“sten ¢ok ge¢ ciktiim icin derslerime yeteri kadar ¢alisamadim, hem c¢alisip hem

sinavlara girmek ¢ok zor oldu” (023, 21, K, Kod: “Ev ve is Sorumluluklari”)

“Cocuklarim oldugu icin siirekli benden ilgi beklediler ve ben de ¢ok béliindiim, ders

calisirken siirekli ilgilendim onlarla kiigiikler ¢ciinkii” (034, 24, K, Kod: “Ev ve is Sorumluluklari”)

“Bazi derslerden ¢alisabilecegim not 6zeti ve ¢ézebilecegim test bulamadim. Sinav 6ncesi
calisabilecegimiz 6zet not kdgidi veya soru kégidi tarzinda bir belge génderilse daha iyi olabilirdi”

(036, 19, K, Kod: “Ders Kaynaklari”)

“Hava degisimi sebebi ile igne yemek zorunda kaldim, bu durum da maalesef sinavilara

yeteri kadar ¢alismama engel oldu” (036, 19, K, Kod: “Sadlik Problemleri”)

“Bulundugum bélgede internetin ¢ekmemesinden kaynakl olarak ders notlarina
erisemedim. Canli derslere katilamadim ve ders kayitlarina istedigim zamanda bakamadim”

(010, 18, E, Kod: “internet Erisimi”)
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3.3. Ogrencilerin Yiiz Yiize Sinavlar Oncesinde Yasadiklari Kaygilara Yonelik Bulgular

Calismanin “Ogrencilerin yiiz yiize sinavlardan 6nce yasadiklari kaygilar nelerdir?”
arastirma sorusuna iliskin elde edilen veriler Tablo 4’de sunulmustur. Ogrencilerin sinavlar
oncesinde yasadiklari kaygilar icerisinden en yiksek oranli olani %66,67 ile basarisizlik korkusu
olmustur. Diger kaygilarini ise sinava hazirlanma siireci, sinava yetisememe ve farkli ilde sinava

katilma kodlari olugturmustur.

Tablo 4
Sinavlar éncesinde yasanan kaygilar temasina iliskin kodlar
Sinavlar Oncesinde Yasanan Kaygilar f %
Basarisizlik Korkusu 20 66,67
Sinava Hazirlanma Sireci 4 13,33
Sinava Yetisememe 3 10,00
Farkl ilde Sinav 3 10,00
Toplam 30 100,00

Uzaktan egitim 6grencilerinin sinavlar 6ncesinde yasadiklari kaygilara iliskin 6rnek

cimleler asagidaki gibidir:

“Gegcemeyecek olma kaygisi beni fazlasi ile zorladi. Neticede hep online girdik sinaviara

yiiz yiize olunca ekstra bir stres olusuyor” (027, 29, K, Kod: “Basarisizlik Korkusu”)

“Farkli sehirden geldigim icin kalacak yer bulma ve bilmedigim bir sehirde nasil
yapacagim endisesi olustu. Sinavlara yetisememekten dolayi tedirginlik yasadim. Derslerde ise
nerelere calisacagimi bilemedigim icin zorlandim” (036, 19, K, Kod1: “Basarisizlik Korkusu”,

Kod2: “Sinava Hazirlanma Siireci”, Kod3: “Farkl ilde Sinav”)
3.4. Ogrencilerin Yiiz Yiize Sinavlar Esnasinda Yasadiklar Kaygilara Yénelik Bulgular

Calismanin “Ogrencilerin yiiz yiize sinavlar esnasinda yasadiklari kaygilar nelerdir?”
arastirma sorusuna iliskin elde edilen veriler Tablo 5’te sunulmustur. Ogrencilerin %22,50’si
sinavlarin zor olmasindan dolayi sinav esnasinda kaygl yasadigini belirtmistir. Bunun disinda
ogrenciler fizyolojik ve psikolojik sikintilar yasadiklarini, sinavlari yetistirememekten dolayi sinav
suresiyle ilgili kaygl duyduklarini, sinav ortamina ait olumsuz kosullar bulundugunu ifade
etmislerdir. Ogrenciler ayrica sinav esnasinda akillarina takilan diger diisiinceler nedeniyle de

sinav esnasinda kaygi yasadiklarini séylemislerdir.
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Tablo 5
Sinavlar esnasinda yasanan kaygilar temasina iliskin kodlar

Sinavlar Esnasinda Yasanan Kaygilar f %

Sorularin Zorlugu 9 22,50
Fizyolojik Faktorler 8 20,00

Sinav Ortami 8 20,00

Psikolojik Faktorler 7 17,50

Sinav Suresi 5 12,50

Diger Faktorler 3 7,50
Toplam 40 100,00

Uzaktan egitim Ogrencilerinin sinavlar esnasinda yasadiklar kaygilara iliskin 6rnek

climleler asagidaki gibidir:

“Sinavlar ¢ok fazla zordu bizim seviyemize gére bazi derslerde hocalarin fazla zor

sorduklarini diisiiniiyorum” (09, 23, E, Kod: “Sorularin Zorlugu”)

“llk oturumdaki sinav gérevlisi siirekli yanimda gezindigi ve bazen basimda bekledidi icin

tedirgin oldum ve cevap verirken endise duydum” (012, 23, E, Kod: “Sinav Ortami”)

“Uzun bir yoldan geldik. Aklim siirekli ¢ocuklarimdaydi, psikolojik olarak bunu
séyleyebilirim. Fizyolojik olarak da bedenen ¢ok fazla yorgun ve uykuluydum® (045, 35, K, Kod1:
“Fizyolojik Faktérler”, Kod2: “Psikolojik Faktérler”, Kod3: “Diger Faktérler”)

“Konakladigim yurda geri nasil dénecegimi bilmemek paramin yetip yetmeyecegini

hesaplamak diisiindiiklerim bunlardi” (018, 18, E, Kod: “Diger Faktérler”)

“Benimle gelen ailemdeki bireyin ben sinavdayken ne yapacadi ve siiremi yetistirebilecek

miyim endisesiydi“ (035, 20, K, Kod1: “Sinav Siiresi”, Kod2: “Diger Faktérler”)
3.5. Ogrencilerin Yiiz Yiize Sinavlar Hakkindaki Olumlu Gériislerine Yonelik Bulgular

Calismanin “Ogrencilerin yiiz yiize sinavlar ile ilgili olumlu gérisleri nelerdir?” arastirma
sorusuna iliskin elde edilen veriler Tablo 6’da sunulmustur. Ogrencilere calisma genelinde
yasadiklari engel, kaygi, olumsuzluk gibi durumlarin yani sira olumlu bakis acisi icerisinde
gorduklerini ifade etmeleri de istenmistir. Bu durumda 6grencilerin dnemle vurguladiklari konu
%35,42 ile etkilesim ve sosyallesme olmustur. Bu noktada sinif arkadaslari ve 6gretim elemanlari
ile tanismis olmaktan dolayi duyduklari mutlulugu dile getirmislerdir. Bu konu disinda sinav
organizasyonundan %29,17 ile memnun kaldiklarini ifade etmislerdir. Ayrica ylz ylze sinavlarin
givenilir olmasi nedeniyle sinava galisan ve ¢alismayan 6grenciler arasindaki ayrimin daha net

ortaya ¢ikacagini belirtmislerdir.
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Tablo 6
Sinavlar hakkindaki olumlu gériisler temasina iliskin kodlar
Sinavlar Hakkindaki Olumlu Gériigler f %
Etkilesim ve Sosyallesme 17 35,42
Organizasyon 14 29,17
Akademik Duirtstluk 8 16,67
Farkli Ortam Gérme 4 8,33
Gergek Sinav Hissi 3 6,25
Motivasyon 2 4,17
Toplam 48 100,00

Uzaktan egitim 6grencilerinin yiz ylze sinavlardaki olumlu distincelerine iliskin 6rnek

climleler asagidaki gibidir:

“Her seyden énce bence en énemlisi okudugumuz okulu gérdiik. Nasil bir yerde
okudugumuzu bile bilmiyordum. Birbirinden degerli hocalarimizla ve arkadaslarimizia tanisma

imkénimiz dogdu” (041, 21, K, Kod1: “Etkilesim ve Sosyallesme”, Kod2: “Farkli Ortam Gérme”)

“Gergek sinav hissiyati yasadim. Gergekten okudugumu hissettirdi bu sinav bana :) Sanal

ortamda sinavlar oyun gibi geliyor ” (01, 27, K, Kod: “Ger¢cek Sinav Hissi”)

“Ciddi manada calisma istegine sebep oldugunu séyleyebilirim, herkes kendi bileginin
hakkini aliyor ve en giizel yani da arkadaslarimla bir arada sinava girebilmek benim igin” (039,

21, K, Kod1: “Akademik Diirtistliik”, Kod2: “Etkilesim ve Sosyallesme”)

“Bilgilendirme olsun sinava girdigimiz yer olsun gérevliler ki 6zellikle de onlarin bize
destegi ¢ok oldu. Sinav salonunda siraya oturdugumuz an bir heyecan geldi ama sag olsun
hocalarimiz bizleri fazlasi ile motive etti” (029, 32, K, Kodl: “Organizasyon”, Kod2:

“Motivasyon”)
3.6. Ogrencilerin Yiiz Yiize Sinavlar Hakkindaki Olumsuz Gériislerine Yonelik Bulgular

Calismanin “Ogrencilerin yiiz yiize sinavlar ile ilgili olumsuz gériisleri nelerdir?” arastirma
sorusuna iliskin elde edilen veriler Tablo 7'de sunulmustur. Uzaktan egitim 6grencilerinin
sinavlarin yiiz yize yapilmasi nedeniyle en ¢ok vurguladiklari olumsuz gorisleri %35,19 ile
seyahat ve konaklama ve %27,78 ile mali konular olmustur. Ogrencilerin sinavlarin merkezi sinav
usullince oturumlar seklinde yapilmis olmasindan kaynaklanan olumsuz deneyimlerine ait
gorisler %16,67 olarak tespit edilmistir. Ogrencilerin %16,67’si not sistemi, gecme kalma gibi
konularda olumsuz dislincelere sahiptirler. Ayrica finaller ve bitlinlemeler arasindaki zaman
araligi ile ilgili olarak da tekrar seyahat ve konaklama yapmak durumunda kaldiklari i¢in %3,70

oraninda sinav takviminden kaynaklanan sebeplerle olumsuz goris bildirmislerdir.
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Tablo 7
Sinavlar hakkindaki olumsuz gériisler temasina iliskin kodlar
Sinavlar Hakkindaki Olumsuz Goriigler f %
Seyahat ve Konaklama 19 35,19
Mali Konular 15 27,78
Merkezi Sinav 9 16,67
Olgme ve Degerlendirme Sistemi 9 16,67
Sinav Takvimi 2 3,70
Toplam 54 100,00

Uzaktan egitim 6grencilerinin yiz ylze sinavlardaki olumsuz diisiincelerine iliskin 6rnek

climleler asagidaki gibidir:

“Yiiz yiize olmasi bizi ¢ok yipratiyor, maddi yénden ¢ok zorlaniyoruz kalacak yer yeme
icme ¢ok sikinti sinavlar da zor” (022, 19, K, Kod1: “Seyahat ve Konaklama”, Kod2: “Mali

Konular”)

“Ge¢me-kalma sistemini anlamis degilim, hem 84 alip buna ragmen dersi BA ile gecmis

olmak iizdii beni” (043, 22, K, Kod: “Ol¢cme ve Dederlendirme Sistemi”)

“Vize ddevlerimiz hige sayildi ve vizelerden yiiksek aldigim halde sirf finalden 45 alti
aldigim icin kaldim ortalama degil de 45 notu etkili oldugu icin vizeyi bosu bosuna yapmis
hissettim... ve sinavlarin hepsinin ara vermeden yapilmasinin da derslere olan odagimizi ve
bildigimiz bilgileri bile azalttigini diisiiniiyorum” (033, 21, K, Kod1: “Merkezi Sinav”, Kod2:

“Olecme ve Degerlendirme Sistemi”)
3.7. Ogrencilerin Uzaktan Egitim Sinavlari ile ilgili Onerilerine Yonelik Bulgular

Calismanin “Ogrencilerin uzaktan egitim sinavlari ile ilgili dnerileri nelerdir?” arastirma
sorusuna iliskin elde edilen veriler Tablo 8’de sunulmustur. Oneriler incelendiginde dgrencilerin
%94,45’i (%66,67’sI ¢evrim ici sinav yapilmasi ve %27,78'i yasadigl ilde yapilmasi) sinavlarini
yasadiklari ili terk etmeden olmak istedikleri yoniinde oneri bildirmislerdir. Ayrica %5,56si ise

akademik anlamda desteklerin arttirilmasini istediklerini dile getirmislerdir.

Tablo 8
Sinavlar ile ilgili 6neriler temasina iliskin kodlar
Sinavlar ile ilgili Oneriler f %
Cevrim igi Sinav Yapilmasi 12 66,67
Yasadigi ilde Yapilmasi 5 27,78
Akademik Destek 1 5,56
Toplam 18 100,00

Uzaktan egitim 6grencilerinin ylz ylze sinavlar ile ilgili 6nerilerine iliskin 6rnek climleler

asagidaki gibidir:
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“Finale gelmek giizeldi fakat sinavlar éniimiizdeki dénemlerde de yiiz yiize olursa 15
saatlik yol sinavlarimi olumsuz etkileyecek ve beni geri itmeye sebep olacaktir. Finallerin ¢cevrimigi
olmasinin vaktimizi daha iyi kullanip basarimizin yiikselmesine olumlu bir etkisi olacaktir diye

diisiiniiyorum” (043, 22, K, Kod: “Cevrim i¢i Sinav Yapilmasi”)

“Ogretmenlerimiz sinav éncesi olan kaygi ve heyecanimizi dindirmek icin ders esnasinda
daha ¢ok destek ¢cikmalilar ve en énemlisi ders esnasinda soru ¢6ziim tarzi uygulamalarini

artirmallar” (028, 21, E, Kod: “Akademik Destek”)
4. Tartigma ve Sonug

Bu calismanin amaci uzaktan egitim Ogrencilerinin yiz ylize sinav sirecine iliskin
yasadiklari deneyimlerini incelemektedir. Ogrencilerin sinav deneyimlerini sinava hazirlanirken
kullandiklari kaynaklar, sinav 6ncesinde yasadiklari engeller, sinav 6ncesinde ve esnasinda
yasadiklar kaygilar cercevesinde degerlendirmeleri istenmistir. Uzaktan egitim 6grencilerinden
ayrica ylz yuze sinavlarla ilgili olumlu ve olumsuz degerlendirmeler yapmalari istenmis, son

olarak da bu dlgme ve degerlendirme siirecine yonelik olarak dnerilerde bulunmalari istenmistir.

Calismanin sonuglari incelendiginde 6grencilerin biliylik ¢cogunlugunun sinava hazirhk
asamasinda kurumun Ogrenme Yénetim Sistemi lzerinden 6gretim elemanlarinin paylastigi
doklimanlari, elektronik ders igeriklerini ve siire¢ icerisinde canli olarak islenen derslerin
kayitlarini kullandigi gérilmekte ve o6grenciler bu ders materyallerinin yeterli oldugunu
diisinmektedir. Kurumun ders kaynaklari disinda Youtube, Bilgi Teknolojileri ve iletisim Kurumu
(BTK)’nun sundugu dijital egitim platformu olan BTK akademi gibi ¢esitli internet kaynaklarini
sinava hazirlanma amaciyla kullanan 6grenciler de bulunmaktadir. Bu 6grencilerin ise daha ¢ok
Bilgisayar Teknolojileri bélliimiinde 6grenim goren 6grenciler oldugunu séylemek mimkindir.
Mifredatlarinin cogunlugunun yazihm ve programlama ile ilgili oldugu ve bu konularda Kitlesel
Cevrimici Acik Dersler veya Youtube gibi ortamlarin daha fazla ve cesitli icerik sunmasinin
ogrencilerin bu platformlari kullanmalarinda bir etken olabilmektedir. Teorik derslerin agirhkli

oldugu boélimlerde ise 6grencilerin ek kaynaklara ihtiya¢c duymadigi sdylenebilir.

Ogrencilerin sinav oncesinde karsilastiklari engeller incelendiginde ev ve is
sorumluluklari gibi nedenlerle sinavlara hazirlik asamasinda zorluklar yasadiklari goriilmustir.
Bu durum, uzaktan egitim 6grencileri icin beklenen bir sonug oldugu sdylenebilir. is, aile ve diger
sorumluluklari nedeni ile yetiskinlerin, egitim ihtiyaclarini yiiz yiize egitim veren kurumlarda
karsilayamadiklari igin uzaktan egitime yoneldikleri bilinmektedir (Galusha, 1998; Schlosser &

Anderson, 1994). Dolayisiyla yetiskin 6grencilerin sadece derslere galismanin 6tesinde farkh
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sorumluluklara sahip olmalari ve bu sorumluluklarini yasamlarinda ilk siraya yerlestirmeleri
nedeniyle derslerine yeterince zaman ayiramadiklari séylenebilir. Uzaktan egitim 6grencilerinin
sahip olmasi gereken 6z-diizenleme becerilerinin 6nemi de bu noktada ortaya ¢ikmaktadir.
Ogrencilerin, diger sorumluluklarinin yani sira égrenme sorumlulugunun da kendisinde
bulunmasi gerektiginin farkinda olmasi ve icinde bulunduklari kosullari géz o6niinde
bulundurarak 6grenme siireclerine basindan sonuna kadar yon verebilecek becerilere sahip
olmalari gerekmektedir. Uzaktan egitimde 0z-diizenleme (zerine yapilan galismalar, 0z-
diizenleme becerilerinin basariya olumlu etkisi oldugunu vurgulamaktadir (Bell & Akroyd, 2006;

Wang vd., 2013).

Ogrencilerin sinav dncesinde yasadiklari kaygilarin biyiik 6l¢tide basarisiz olma korkusu
nedeniyle ortaya ciktigi gorilmustir. Bu bulgu neticesinde, uzaktan egitim 6grencilerinin
geleneksel egitimde 6grenim goren 6grencilerden farkli olmadiklari; yasi, medeni hali ne olursa
olsun tim 6grencilerin akademik basarilari konusunda kaygi duyduklari séylenebilir (Finkelstein,
vd., 2007). Buna ek olarak az sayida 6grenci ise sinavlara hazirlik stirecinde konulari anlamadigi,
hangi konulara agirlikli olarak ¢alismasi gerektigi ve sinavda sorulacak soru tarzlari konusunda
kaygi yasamiglardir. Ayrica 6grenciler, daha 6nce hi¢ bilmedikleri bir sehirde sinav olma
distincesi igerisinde sinava hazirlandiklari gérilmektedir. Bu dislinceden yola ¢ikarak sinava
yetisememe gibi endiselerinin ortaya ¢iktigl ve sinav dncesinde bu noktada kaygi yasadiklari
gorlilmustir. Geleneksel egitim yontemleri ile yiiz ylize 6grenim goren 6grenciler ¢ogunlukla
egitim gorduikleri ilde ikamet etmektedirler. Yiksekogretimde dénem i¢i ve dénem sonu
sinavlari igin ikamet ettikleri sehri degistirmek durumunda kalan yalnizca uzaktan egitim

ogrencileridir.

Ogrencilerin sinav esnasinda yasadiklari kaygilar cesitlilik gdstermektedir. Ogrencilerin
en 6nemli sinav kaygisi, sinav sorularinin zor olmasidir. Coktan se¢meli olarak hazirlanan
sinavlar, ¢cogunlukla 6grencilerin bilgi ve kavrama gibi alt bilissel becerilerini 6lgmesine ragmen
ogrencilerin sinavlari zor olarak algiladigi gorilmektedir. Fozdar vd. (2006), yaptiklan
¢alismalarinda 6grencilerin okulu birakmalarinda 6nemli etkenlerden birinin sinavlari zor olarak
algilamalari oldugu sonucuna ulasmistir. Bu tiir 6grencilere ihtiya¢ duyduklari akademik destegi
sunmak onlarin okula devam etme kararlarini olumlu yonde etkileyebilir. Calismada, fizyolojik
ve psikolojik faktorler de 6grencilerin sinav esnasinda kaygi yasamalarina neden olmustur. Farkli
illerde ikamet eden 6grencilerin sinava gelmek icin seyahat yapmis olmalari sinavlara yorgun ve
uykusuz olarak girmelerine neden olmustur. Sinav esnasinda yasadiklari heyecan ve korku da

kaygl yasamalarinda etkendir. Ogrenciler, sinava girdikleri ortamin soguk olmasi, masa ve
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sandalyenin rahat olmamasi ve salon gorevlilerinin gezinmesi ve sinav salonunun kalabalk
olmasi gibi sinav ortamiyla ilgili kaygilarini da belirtmistir. Ayrica bazi 6grenciler sinavlari
zamaninda bitiremeyecegini, sinav esnasinda kendileri ile birlikte gelen aileleri igin
endiselendiklerini, bilmedikleri bir sehirde konakladiklari yere nasil geri déneceklerini ve
kendilerinden uzakta olan c¢ocuklarin ne yaptiklarini dislindiiklerini ifade etmislerdir. Wine
(1980), o6grencilerin sinav esnasinda kaygilarinin yiiksek olmasi ve dikkatlerini sinava

verememesi gibi nedenlerin basarilarini olumsuz etkiledigini vurgulamaktadir.

Uzaktan egitim sistemi ile 6grenim goren 6grencilere yliz ylize sinavlara iliskin yasadiklari
olumlu deneyim ya da durumlari paylasmalari istendiginde 6grencilerin biyiik cogunlugunun
etkilesim ve sosyallesme konusunda pozitif dislincelere sahip oldugu gorilmustir. Uzaktan
egitim bilgi ve iletisim teknolojilerine dayali olarak yurittldigu ve 6grencilerin farkh mekanlarda
bulundugu bir egitim sistemi oldugu icin 6grencilerin ve 6gretim elemanlarinin etkilesimleri daha
¢cok mesaj, e-mail, telefon ve sosyal medya ortamlarinda gerceklesmekte ve fiziksel olarak
ogrencilerin bir araya gelmesi zor olmaktadir. Geleneksel yiz yize egitimle kiyaslandiginda
uzaktan egitim dogasi geregi her ne kadar 6grencilere yiksek dizeyde esneklik/erisilebilirlik
sunan bir sistem olsa da, 6gretim elemanlari ve 6grenciler arasindaki fiziksel uzaklk, etkilesim
eksikligine neden olmaktadir. Yiz ylze yapilan donem sonu sinavlari, 6grencilerin hem
arkadaslarini yakindan tanimasina, onlarla vakit gecirmesine hem de 6gretim elemanlari ile
tanismasina vesile olmustur. Ogrenciler, sinav organizasyonu sayesinde zorluk yasamadiklarini,
sinav 6ncesinde ve sinav giinu gerekli bilgilendirmelerin eksiksiz bir sekilde yapildigini ve sinav
gorevlilerin kendilerine ilgili davrandiklarini belirterek bu yaklasimlarin sinav kaygilarini dnemli
Olctde azalttigini ve dolayisiyla memnun kaldiklarini bildirmislerdir. Yiiz ylize yapilan sinavlarin
daha adil bir sinav olmasi, kopya cekilme ihtimalinin az olmasi ve sinava hazrlanan ve
hazirlanmayan kisilerin ayirt edilmesi gibi konularda daha etkili oldugunu dislinen 6grenciler
bulunmaktadir. Ogrencilerin geg¢misteki cevrim ici sinav deneyimlerinden yola ¢ikarak bu
diisiinceye sahip olduklari soylenebilir. McGee’'ye (2013) gore ¢evrim ici yapilan sinavlarda,
akademik batlnlGgun saglanmasi 6nemli bir zorluktur. Cevrim ici sinavlarda kopya ¢ekilmesi ise
ilk akla gelen dezavantajlar arasinda gelmektedir (Han vd., 2021; Wiberg vd., 2021). Ayrica
ogrenciler, ylz ylze sinavlarda ¢evrim igi yapilan sinavlara kiyasla sinava girme hissini daha

yogun yasayabildiklerini, bu durumun da ¢alisma motivasyonlarini artirdigini séylemislerdir.

Ogrencilerin, yiiz yiize sinavlarla ilgili deneyimledikleri olumsuzluklarin 6zellikle seyahat,
konaklama ve maddi durumlar {zerine yogunlastigi goriilmektedir. Ogrencilerin biyiik

¢ogunlugu Universitenin bulundugu il disinda, Tlrkiye'nin gesitli bolgelerinde ikamet ettikleriigin
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sinavlara katilabilmek amaciyla seyahat etmek durumunda kalmislardir. Sinavlar iki giine
yayllmis olan oturumlar seklinde yapildigi icin 6grenciler sinavin yapildigi ilde konaklamak
durumunda kalmislardir. Sinavlar 6ncesinde bilet ayarlama, kalacak yer bulma gibi isler
ogrencilerin hem stres yasamalarina neden olmus ve hem de bu durum onlar agisindan
karsilanmasi gereken ekstra harcamalar olarak algilanmistir. Uzaktan egitim 6grencileri 6grenme
surecinde istedikleri yerden egitimlerine devam edebilmektedir. Bu nedenle geleneksel egitim
ogrencilerine kiyasla kendi bulunduklari illerden egitim alabildikleri igin kira, ailelerin ziyaret
edilmesi icin yol masraflari, Universiteye gidis-gelis icin yapilan harcamalarin olmamasi sebebiyle
egitim harcamalari ¢ok daha az olmaktadir. Yapilan galismalar uzaktan egitimin mali agidan daha
avantajli bir egitim sunmasi nedeniyle tercih edildigini ve 6grencilerin bu agcidan memnuniyet
duydugunu goéstermektedir (Civril vd., 2018; Lenar vd., 2014). Ogrencilerin dénem sonu
sinavlarinin yiiz ylze olmasi sikayetlerinin en dnemli nedeni olarak pandemi déneminde yapilan
cevrim ici sinavlar gosterilebilir. Sinavlar pandemi doneminde egitim-6gretim faaliyetlerine
fiziksel temasin en aza indirilmesi amaciyla ¢evrim ici yapiimis ve 6zellikle uzaktan egitim
ogrencileri bu bicimde yapilan sinavlarin sagladigi konfora alismislardir. Dolayisiyla sinavlar igin
de ayni egitim-0gretim faaliyetleri gibi bulunduklari yerden sinav olmak istemeleri beklenen bir
sonu¢ olmus ve bu durumu da Oneri olarak siklikla dile getirmislerdir. Bazi 6grenciler ise ikamet
ettikleri ilde sinava girme konusunda da 6neri getirmislerdir. Pandemi 6ncesinde yapilan yiz
ylze sinavlarda o6grencilerin sinavlar hakkinda cevrim i¢i olmasi yoniinde bir talepte
bulunmadiklari sdylenebilir. Bunun nedeni olarak yiiz ylize sinav yapma segenegi alisilagelmis
tek secenek olarak kurumlarin karsisina ¢citkmasi oldugu séylenebilir. Calismada dile getirilen bir
diger olumsuz goris ise sinavlarin oturumlar seklinde olmasi ve tek bir oturumda birden fazla
dersin sinavinin yer almasidir. Benzer sekilde Karadag (2014), yaptigi ¢calismada 6grencilerin tek
bir oturumda fazla derse girmelerinin onlari olumsuz etkiledigi sonucuna ulasmistir. Merkezi
sinavlarin tercih edilmesindeki en 6nemli nedenlerden biri olarak 6grencileri kisa zaman
icerisinde bitlin sinavlarina girme imkani vermesi gosterilebilir. Merkezi sinavlar sayesinde il
disindan gelen 6grencilerin daha fazla konaklama yapmalarina gerek kalmayacaktir. Geleneksel
egitimde bu tlr sinavlarin 10-15 giline yayilarak yapildigi bilinmektedir. Merkezi bir sinav
yapllmasinin bir diger nedeni ise c¢oktan se¢meli olarak yapilan sinavlarin degerlendirme
slrecinin daha hizli, hatasiz ve kolay bir sekilde yapilabilmesidir. Cok sayida 6grencinin ayni anda
tek bir sinav merkezinde bulunmasi neticesinde, sinavlarinin sorunsuz bir sekilde tamamlanmasi
icin en pratik ¢c6zim merkezi sinavlar olarak diistinilebilir. Uzaktan egitim 6grencilerinin donem

icerisinde hazirladiklari 6devlerin ve projelerin genel basariya etkisinin az olmasi noktasinda
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olumsuz gorisler de bulunmaktadir. Arastirmanin yapildigi kurumda, 6devler ve projeler sadece
ara sinav notuna etki etmektedir ve ara sinavlarin ise genel basariya etkisi sadece %20’dir.
Dolayisiyla 6grencilerin silireg igcerisindeki yaptiklari etkinliklerin not agisindan daha yiiksek
oranla degerlendirilmesini talep ettikleri gorilmistir. Benzer sekilde acik ve uzaktan 6grenme
sunan diger kurumlarda da dénem sonu sinav oraninin daha fazla oldugu (Chaudhary & Dey,
2013) ve oOgrencilerin siireg¢ igerisindeki etkinliklerin degerlendiriimesine daha fazla 6nem

verilmesi konusunda goris bildiren ¢alismalarda bulunmaktadir (Tonbuloglu & Gurol, 2016).
5. Oneriler

Sonuglar incelendiginde 6grencilerden gelen gorisler izerine akademik-idari personele
ve kurum yoneticilerine disen gorevler bulunmaktadir. Bu gorevler yerine getirildiginde
dgrencilerin sinavlara yénelik kaygilarinin azalacagi disiiniilebilir. Ogrenciler ara sinav notlarina
etki eden odevlerinin donem sonu sinavlarina disik dizeyde katki sunmasindan dolayi
odevlerini bosa yaptiklarini disinmektedirler. Buradan hareketle 6gretim elemanlarina donem
icinde verdikleri 6devlerden bazilarini dénem sonu sinav notuna da etki ettirmeleri
onerilmektedir. Ayrica 6gretim elemanlari ylz yize sinavlarin yaninda alternatif dlgme ve
degerlendirme yontemlerini de kullanmali ve bu sayede o6grenmelerin pekistirilmesi

saglanmalidir.

Uzaktan egitim 6grencileri sinavlarda karsilarina g¢ikacak soru tirlerini bilmediklerini
belirterek sinav 6ncesinde bu konu ile ilgili olarak kaygi duyduklarini dile getirmislerdir. Bu
sebeple 6gretim elemanlarinin sinavlardan ©nce 6grencilerine hazirhk sinavi yapmalari

ogrenciler agisindan fayda saglayacak bir uygulama olacaktir.

Bu ¢alismada kaygi kavrami, 6grencilerin sinav 6ncesinde ve sinav esnasinda yasadiklari
olumsuz fiziksel ve psikolojik (stres ve endise gibi) durumlarini ifade etmek amaciyla kullaniimis
ve Ogrencilerden sadece 2 tane acik uclu soruya yanit vererek kaygi durumlarini belirtiimeleri
istenmistir. Sahin (2019) kaygiyi, “kisinin yasadigl o anda ve gelecekte nasil gerceklesecegi belli
olmayan; belki de gerceklesmesi hic muhtemel olmayan 6znel bir durumla ilgili endise ve
tedirginlik duyma hali olarak” tanimlamaktadir. Sinav kaygisi ise kayginin bir tirid olarak
degerlendirildiginde 6grenciler lzerinde daha kapsamli ve derinlemesine incelenmesi gereken
bir konu oldugu distinilebilir. Bu gercevede uzaktan egitim 6grencilerinin sinav kaygi dlizeylerini

ve kayglya etki eden faktorleri belirlemeye yonelik nitel veya nicel ¢alismalar yapilabilir.

Pandemi gerekgesiyle gbzetimsiz olarak yapilan ¢evrim ici sinavlar egitimciler ve

kurumlar agisindan kopya c¢ekilmesine misait bir ortam algisi olusturmustur. Ancak gézetimli
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olarak cevrim ici sinavlarin yapilabildigi ve bu sekilde yapilan sinavlarin yiiz yiize yapilan sinavlar
kadar glivenli oldugu goérilmektedir. Bu durumu destekleyen ¢ok sayida ¢alisma bulunmaktadir
(Andreou vd., 2021; Hope vd., 2021; Weiner & Hurtz, 2017). G6ézetimli cevrim ici sinavlar gercek
insanlarin gozetiminde olabilecegi gibi bu amag¢ dogrultusunda gelistirilmis cesitli yazilimlar
aracihgiyla da yapilabilmektedir. Ozellikle yapay zeka temelli bu sinav yazilimlari, égrencilerin
kamera ve mikrofonu sinav boyunca zorunlu olacak sekilde acik tutarak, kopya c¢ekme
konusunda caydirici olacak birgok 6zelligi icerisinde barindirmaktadir. Dolayisiyla gevrim igi sinav

uygulamalari caydirici glivenlik dnlemlerinin alinmasi sartiyla uzaktan egitimde kullanilabilir.
CIKAR CATISMASI BEYANI
Yazarlar bu ¢alismasinda herhangi bir sekilde ¢ikar ¢catismasi olmadigini beyan eder.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazarlar bu ¢alismasinda arastirma ve yayin etigine uyuldugunu beyan eder.

Arastirma icin Isparta Uygulamali Bilimler Universitesi Bilimsel Arastirma ve Yayin Etigi

Kurulu’ndan (01.02.2023 tarih ve 133/04 numarah) etik kurul izni ahnmistir.
YAZAR SORUMLULUK BEYANI

Yazarlar bu ¢calismanin tiim sireclerine esit derecede katki sagladigini beyan eder.
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